
THE EXAMINATION OF 
KEY STAGE TWO LITERARY ENVIRONMENTS 

WITH SPECIAL REFERENCE TO POETRY 

RACHEL CUMMING 

A thesis submitted to 
The University of Gloucestershire. 

in accordance with the requirements of the degree of 
Doctor of Philosophy 

in the Faculty of Education & Social Sciences 

May 2006 

FRANCIS CLOSE IIALL 
LEARNING CENTRE 
UNIVERSITY OF (;1.0llCESTERSlllRE 
Swindon Roud. Cheltenham GLSO 4AZ 
Tel: 01242 714600 



IMAGING SERVICES NORTH 
Boston Spa, Wetherby 

West Yorkshire, lS23 7BQ 

www.bl,uk 

POEMS PAGES 338-9 AND PAGE 

349 

NOT DIGITISED BY REQUEST OF THE 

UNIVERSITY 



Acknowledgements 

Carrying out this research project has felt like going on a long journey. I have 

experienced highs and lows throughout, but looking back I can see how far I have 

come. It has indeed been a huge learning curve, and I am extremely grateful for 

those who have guided and supported me along the way. 

To my supervisors, Mike Littledyke and Sandra Williams, who were there from 

the beginning, thankyou for your kindness, your patience and understanding. And 

to Chris Eddershaw who advised at a later stage, thankyou for your support and 

advice. 

Thankyou to the schools for allowing me to carry out my research in 'the field', 

the teachers and the individuals involved, and especially the children. 

I want to give a special thanks to my family and friends, for their continual 

interest and encouragement, particulary to my husband, John, who has supported 

me through the difficult times and encouraged me to press on to the end. 

Finally, I want to acknowledge God in giving me the perseverance to complete 

this research project. He alone has accompanied me on all parts of this journey, and 

has not let me down. 

Wisdom is supreme; therefore get wisdom. 

Though it cost all you have, get understanding. 

(The mble, Proverbs, 4, 7) 



Abstract 

I began this research by identifying that poetry was sometimes a challenging subject 

for primary school teachers to teach. With the implementation of the National 

Literacy Strategy (NLS) (DfEE, 1998) came extensive coverage of poetry, and I 

argued the necessity for independent research to investigate how teachers, without 

specialist training in English, interpreted the NLS for poetry sessions, and how pupils 

responded. My research aim was to provide an independent and historical insight 

into the literary experiences of two case study groups, each consisting of a teacher 

and six pupils in Year Six, and the impact of the recently implemented NLS. To 

realise this aim I used qualitative methods of data collection: observation to examine 

the role of poetry in the classroom; and interview, to gain a phenomenological 

perspective of the relationship between poetry and the research participants. 

Having carried out the research process it emerged that there were three inter­

related areas, which had had significant impact on the literary environment that 

children engaged in over the Y6 school year. These were: the NLS; the Standard 

Assessment Tasks (SATs); and National Curriculum (NC)English Level Descrip­

tions attributed to students. Though poetry in the NLS was present across each 

term, the perceived pressure of attaining certain Level Descriptions in SATs meant 

that poetry was omitted so that more time could be spent on refining other literary 

skills. When poetry was taught key issues arose in relation to the way in which each 

teacher interpreted the NLS. These were: lack of subject knowledge; little discussion 

of the meaning of the text; and, minimal reference to children's experiences of po­

etry outside of the classroom. It was also noted that children engaged in ludic word 

play under certain conditions, and that this was generated in response to interac­

tion with the poem, and each other. I conclude by considering the implications of a 



socio-constructivist approach to poetry, which I suggest works with children's pre­

disposition for playing with language and learning and engaging with others. This 

study also highlights that language play in the classroom is relatively unresearched, 

while establishing a link between ludic play, reader-response theory and the teaching 

and learning theory of socio-constructivism. 
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Chapter 1 

Setting the Scene 

1.1 Introduction 

There is much research to suggest that teachers and children find poetry problematic 

(Benton, 1978; Barnes, Barnes and Clark, 1984; Benton, 1984; Wade and Sidaway, 

1990; Andrews, 1991; Ray, 1998), yet with the 'quasi-statutory' (Smith and Hard­

man, 2000, p.365) implementation of the National Literacy Strategy: Framework 

for Teaching (NLS) (1998) across all primary schools in England, poetry is now in 

a more prominent position within the English National Curriculum (NC) than pre­

viously. This study considers the kind of poetry experiences non-specialist English 

teachers and children are engaged in at Key Stage 2 through the framework of the 

NLS, and how children respond. 

The research rationale of this thesis is centred on the focused examination of the 

literary environments of two case study primary schools, with a detailed analysis of 

two Y6 teachers' and their pupils' experiences of poetry. Underpinning this study 

are two interrelated research questions. They are: 'what kind of literary environ­

ments are children experiencing as they engage with poetry in the classroom?' and 

'what is the contribution of the NLS framework to that environment?' These ques-

1 



Setting the Scene 2 

tions were chosen as I have had an ongoing interest in the teaching and learning 

of poetry. This began as a child, when I would often write poetry at home, and 

later as a BEd (Bachelor of Education) student where I carried out a case study on 

children's perception of non-rhyming, serious poems (Cumming, 1993). Following 

this, I completed a Masters Degree in which I considered the effect of two teaching 

methods on the interactions between the teacher, pupil and the poem (Cumming, 

1998). Around the time of my MEd (Master of Education), the NLS was imple­

mented nationally, and so I felt that it would be a natural progression to consider 

the impact of the sitting Labour government's initiative on pupils' experiences of 

poetry. My previous experiences of poetry, both personally and academically, were 

an intrinsic part of the process of this study (see 3.3.2), and informed the research 

questions central to this thesis. 

This study offers an original contribution to research for several reasons. These 

are: that it is an independent and historical account of the literary environments 

of Y6 children carried out in the year 2000, two years after the NLS was imple­

mented; that language play in the classroom is relatively unresearched, and this 

study highlights a link between ludic play, reader-response theory and the teaching 

and learning theory of socio-constructivism; and, that as a result of my observations, 

I have developed a socio-constructivist approach to teaching poetry, which I suggest 

encourages children's predisposition for playing with language and learning about 

poetry, by engagement with others. 

In Chapter One the background context to the teaching of poetry is briefly 

explored in an overview of the difficulties teachers and children may have with po­

etry. This is then followed by a description of the complex struggle for curriculum 

control through the implementation of government initiatives, the relationship be­

tween school and society, and the changing image of the learner. These themes are 

presented historically to demonstrate the context of why and how the NLS was im-
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plemented, and to give some understanding of the present climate in which poetry 

was taught in classrooms at the time of this study. 

Having set the background context to this rationale, Chapter 2 presents a review 

of the literature that considers the historical development of the teaching of poetry, 

the origins of poetic experience, and the changing images of the child as a learner. 

This culminates in an examination of the structure, content and theoretical under­

pinnings of the NLS and how this relates to poetry. This is followed by an in-depth 

discussion of the research design that guided the qualitative stage (Chapter 3), and 

an outline of the type of data collected and the instruments used to best illuminate 

children's literary environments in the classroom. The data is then analysed in two 

sections: the observation material (Chapter 4), and the interview data (Chapter 5). 

Finally, (Chapter 6) the issues and themes highlighted in the analysis of the data 

are discussed in relationship to the research questions posited at the beginning of 

this thesis. 

1.2 Research on Poetry in the Primary Classroom 

Within the past fifty years, Englh,h education has undergone many changes as gov­

ernments and professionals have struggled to find a definitive framework that en­

capsulates what it means to teach and learn 'English'. One of the most difficult of 

those areas to define has been poetry, and this has been the subject of much research. 

Before the Education Reform Act (ERA, 1988) it was a matter of choice whether 

poetry was included in the curriculum or not, however, with the implementation of 

the English National Curriculum (DES, 1989a), followed by the NLS, it has been 

included as an important part of children's literary experiences. The question of 

whether poetry should be taught or not has been resolved, theoretically at least, 

but the problem of how it should be taught remains. 

In considering the research in this area it appears that several key issues have 
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dominated the teaching of poetry in both the primary and the secondary school. 

The!>e are: difficulty over a !>uitable methodological approach to poetrYi lack of 

subject knowledge; and attitudes of teachers and children towards poetry. 

1.2.1 The Problem with Poetry 

There is evidence to suggest that many teachers have found poetry to be deeply 

problematic. In the early 1960s the official line taken by the Ministry of Educa­

tion was that 'nobody should have to teach poetry against his will' (DES, 1963, 

p.77). This was followed by The Plowden Report (1967, p.216), which was 'doubtful 

whether poetry has ever been well treated in schools'. Eight years later the Bullock 

Report (1975, p.135) compounded the problem by suggesting that for the majority 

of people poetry was something very strange indeed: 'In the public view it is some­

thing rather odd, certainly outside the current of normallifei it is either numinous, 

and therefore rarely to be invoked, or an object of comic derision.' With just three 

and a half pages given over to poetry in the 600-page report entitled A Language for 

Life, it seemed that there was little to help teachers overcome their apprehension and 

misconceptions. The situation appeared to have changed very little when, twelve 

years later, a HMI report on secondary teaching of poetry concluded; 'The evidence 

is that, in national terms, poetry is frequently neglected and poorly provided for; 

its treatment is inadequate and superficial' (DES, 1987, pp.4-5). 

Outside of the classroom, however, there was a positive growth of poetry written 

specifically for younger children, and anthologies of poetry became more accessible 

in content and presentation (Hughes, 1967; Causley, 1975; McGough, 1976; Rosen, 

1974, 1977). As Clark (1978) notes, the idea that a child could, or would, want to 

own a poetry book of their own was never really a serious consideration before this 

time, and revealed that positive attitudes to children's poetry were being nurtured. 

Despite this, poetry in the classroom appeared to be suffering. Benton (1978, p.112) 
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summarises this: 

Handling poetry is the area of the primary/middle school curriculum 

and the secondary school curriculum where teachers feel most uncertain 

of their knowledge, most uncomfortable about their methods, and most 

guilty about both. 

5 

At that time Benton felt there was a struggle between the need to find time 

for poetry, and the obligation to teach poetry as a duty. Both situations were un­

satisfactory. The idea that in the literary field poetry could be omitted when it 

was considered to be uniquely 'special', representing the highest order of creative 

language (Benton and Fox, 1985; Scannell, 1987; Stibbs, 1995) was disturbing. Har­

rison (1983, p.87) claimed that; 'the study of poetry ought to be at the very heart of 

English studies', while others recognised it as; 'a plea.surable use of language offering 

distinctive ways of thinking' (Walter, 1993, p.19). 

In contrast to omitting poetry altogether, it seemed that thpre were difficulties in 

the way in which teachers dutifully approached poetry, through cognitive strategies 

more suitable to other curriculum areas. The reading of a poem became surrounded 

by 'the anxiety to pin the meaning down, to explain words, to take the class on a 

guided tour through a poem, enlivening it with metaphor hunts and simile chases' 

(Benton, 1978, p.113). Though the teacher was perceived as being central to intro­

ducing and nurturing children's positive experiences of poetry through appropriate 

choice of methodology and confidence in the subject matter, these were the very 

areas that teachers struggled with. 

1.2.2 Teaching Methodologies and Subject Knowledge 

A teacher's methodological approach in the classroom has been shown to be vitally 

important in influencing the kind of learning that takes place (Webster, Beveridge 
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and Reed, 1996). A 1980 survey of junior school teachers' methods and practice 

(Barker-Lunn, 1984) revealed that teachers preferred to teach English didactically, 

with an emphasis on the development and practise of b~l...,ic skills. With research sug­

gesting that a collaborative methodology encourages better learning (Rogoff, 1990; 

Meadows, 1993; Wood and Wood, 1996), teacher training encouraged teachers to 

engage with such methods both theoretically and practically. However, a question­

naire followed by detailed observation of fifty primary and fifty secondary teachers 

in the southwest of England (Webster et al., 1996) demonstrated that, though the 

majority of teachers said they preferred collaborative teaching styles when teaching 

literacy, this was more likely to occur in primary rather than secondary schools. 

Secondary teachers tended to choose 'low risk' styles, such as didactic teaching, so 

that the demands of the content of the subject could be met. 

A study on Year 6 and Year 7 children's attitudes to teaching styles (Cullingford, 

1987) showed that they preferred a balance between individual and whole class 

attention, that expectations about subjects should be made explicit, and that the 

teacher expressed genuine interested in the work they were doing. But above all 

they valued the security of knowing what the teacher expected, and how they could 

achieve those expectations. Consequently, if the teacher approaches poetry with 

prejudices, worries and a lack of subject knowledge then this could lead to an anxious 

and uncertain environment for both the teacher and the pupils. 

As poetry has become a major part of the English curriculum, this self-perpetu­

ating cycle of anxiety, and lack of knowledge needs to be tackled if it is ever to be 

taught well. In this area of teaching 'riddled with prejudice and misunderstandings' 

(Hunter-Carsch, Beverton and Dennis, 1990, p.127), teachers need to be trained in 

a 'coherent methodology' that will encourage a successful engagement with poetry 

for both teacher and pupil. 
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1.2.3 Teachers' and Children's Attitudes Towards Poetry 

Ray's research (1998), involving a questionnaire given to 48 second year primary 

trainee teachers, revealed how their own experiences of poetry at school had shaped 

their perceptions and attitudes towards their own teaching of poetry. It showed 

that teachers' experiences had been much more negative in secondary school than 

primary, some of the reasons being that poetry was 'studied too critically so that 

it ruined the initial feel of the poem' (p.7). Though Ray (1998, p.6) sensed that 

throughout the study there was 'a vague underlying optimism that poetry could fulfil 

all kinds of expectations, if only one could learn to understand it', these expectations 

came from a focus on the usefulness of literacy. When asked the reasons for teaching 

poetry the majority of teachers offered cognitive justifications in terms of using the 

poem to teach such things as sentence structure and extend vocabulary knowledge. 

Ray (1998) concludes that BEd and PGCE trainee teachers who are non-specialists 

in English may have confused perceptions of poetry based on their own experiences in 

the cla.'lsroom. She suggests that this can be addressed by the trainees experiencing 

both the enjoyment and appreciation of a variety of different poems, which they can 

then channel into devising poetry programmes. 

Other studies have revealed similar attitudes (Harrison and Gordon, 1983) to 

Ray's research. A questionnaire by Wade and Sidaway (1990), which targeted mid­

dle school teachers' (9-13) attitudes and beliefs about poetry teaching, showed a 

discrepancy between what teachers thought they should be doing, and a lack of 

confidence in carrying this out. They also asked middle school pupils about their 

experiences of poetry as a leisure activity, and found that the frequency of reading 

of poetry was quite low. However, this reflected an attitude towards reading gener­

ally, revealing that it held little appeal when rated alongside other leisure activities. 

The overriding feeling that pupils communicated about poetry was that they were 

interested, but the teacher's approach often led to a negative experience. 
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Teachers seem to be instinctively aware that poetry has much more to offer, but, 

because of negative experiences in their own school life, are likely to create those 

similar experiences for their pupils, due to the anxiety and worry poetry evokes for 

them. If 'the teacher is the key to the delivery of the curriculum and the teacher's 

own experiences, actions and attitudes will exert their own influence' (\Vade and 

Sidaway, 1990, p.75), then it would seem that any kind of framework for helping 

teachers to teach poetry, needs to acknowledge teachers' feelings and experiences 

about poetry, and encourage them to engage with poetry in a positive and non­

threatening way. 

1.2.4 A Gap in the Research 

Though poetry has suffered neglect in the past, the future would appear to be bet­

ter, with the NLS containing an extensive, three-term framework to help teachers 

make the wide and varied range of poetry now available accessible to children (Rowe 

Townsend, 1990; Hunt; 1994; Styles, 1998). Primary school teachers seeking guid­

ance on the teaching of poetry also have a number of books at their dispo~ml, which 

attempt to demystify the subject by offering practical advice on how to teach read­

ing and writing of poetry in enjoyable and exciting ways (Hughes, 1967; Benton and 

Fox, 1985; Corbett and Moses, 1986; Sedgwick, 1997). Other helpful books outline 

critical theories of reading, so that a teacher may relate suggested practical ideas 

to the theory that underpins them, thereby encouraging greater understanding of 

the subject as a whole (Dias and Hayhoe, 1988; Andrews, 1991; Thompson, 1996). 

What many of these authors have in common is that they present poetry as an area 

that is often difficult for teachers, suggesting that this is one of the reasons why they 

have written such a book. 

With such a range of material available, and with the ongoing curriculum de­

velopment of the NLS now including lesson plans for poetry lessons on the Literacy 
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website (DiES, 1997-2001a), it could be said that teachers have, if they want, access 

to a wide range of material to support them in the teaching of poetry. This could 

suggest that though poetry caused consternation amongst teachers in the past, the 

situation should now be improving. However, while there have been a number of 

surveys on poetry teaching in the classroom over the years (see 1.2) with a balance 

between primary and secondary studies, there is a lack of evidence about the impact 

of the NLS upon the teaching of poetry and the nature of children's involvement 

with poems. It is not clear whether the amount of support and training that teachers 

have had has been enough to reverse the cycle of guilt and uncertainty with poetry 

(Benton, 1978; Ray, 1998). Therefore, with the identification of research that shows 

poetry to be challenging to teachers prior to the implementation of the NLS, this 

study seeks to present an original and historical critique of teachers teaching po­

etry through the NLS two years after its implementation, and an illumination of 

children's responses to that. 

1.3 Curriculum Control 

In examining the research questions presented at the beginning of this chapter, 

'what kind of literary environments are children experiencing as they engage with 

poetry in the classroom?' and 'what is the contribution of the NLS framework 

to that environment?' it is necessary to consider how the environments observed 

in this study came to be formed. By considering historically the way in which 

the external and internal pressures and influences upon schools have impacted and 

shaped the literary environments that children are engaged in, the NLS can be placed 

in context and discussed in relation to one of the most powerful issues that has 

been prominent in much of the history of education: the control of the curriculum. 

Several themes interrelate to provide a complex picture of this historical struggle: 

the implementation of government initiatives; curriculum theory and the changing 
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image of the learner; the relationship between school and society. 

1.3.1 The Implementation of Government Initiatives 

The following is a summary of the relationship between the main Acts of Parliament, 

the findings and recommendations of major official reports, and curriculum control. 

In attributing meaning to the term 'government initiatives', its simplest applica­

tion could be described as 'the actions of government, aimed at securing particular 

outcomes' (Ozga, 2000, p.2). However, I also take the view that government initia­

tives are a process 'involving negotiation, contestation or struggle between different 

groups who may lie outside the formal machinery of official policy making' (Ozga, 

2000, p.2). By focusing on process, this allows a more complex picture to emerge of 

how a variety of factors interrelate and interact, rather than defining policy merely 

through text. 

The Early Years 

A distinction is drawn here between the early and later years of government ini­

tiatives, broadly defined here as pre and post 1960, as previous to this many of 

the initiatives were positive in encouraging greater access to a good standard of 

education for all children. Significant changes that had taken place were: 

• Appointed LEAs were given significant freedom to oversee and develop schools 

in their area, even though there was a Ministry of Education over all the 

authorities, in the 1944 Education Act. 

• Teachers maintained a strong professional autonomy with very little opposi­

tion. 

• The government introduced set exams so that there was continuity in compar­

ing results nationally. 
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• As far back as 1862, with the publication of the Revised Code (Commitee of 

Council, 1862) funding was linked to pupils' results had been phased out as it 

was widely regarded as narrowing the curriculum and putting undue pressure 

on teachers to teach to the test . 

• Interest in child-centred education was growing. 

However, during the later years there was a tremendous increase in the number 

of initiatives implemented that culminated in power and authority being transferred 

from LEAs, schools and teachers to overall government control. The latter part 

of the historical discussion, then, is extremely significant to this study, in that it 

demonstrates how and why the NLS was formed in response to a number of critical 

factors that gained momentum and dominated much of the educational debate over 

the next forty years. These were: claims that standards were falling in children's 

reading and writing; greater demand for teacher accountability in the classroom; 

and the engagement of schools in a market economy. 

The 1960s 

In the 1960s 'the curriculum' attracted fresh attention with the controversial 11 plus 

selection process reduced at primary level due to a rise in comprehensive schools. 

Selection and grammar schools still continued, though with less emphasis than pre­

viously. 

During this decade the country was plunged into economic decline, with little 

political direction, and, as attention was drawn to the cost of implementing new 

policies, the broad consensus of opinion that had supported the 1944 Act began to 

dissipate. This led to the government implementing reforms that sought to bring 

schools under the control of a larger, more consistent body, which they would be 

accountable to and which would have the power to act on policy and evaluate it. 



Setting the Scene 12 

In 1961 the central government attempted to implement a Curriculum Study 

Group through the Minister of Education, Sir David Eccles, to help advise schools 

on the curriculum, but this was opposed by teachers and local authorities, as it 

was perceived to be a bid for the control of the curriculum. The Schools Council 

for Curriculum and Examinations was set up instead, funded by central and local 

government with teachers on the committee, so maintaining the balance of the tri­

partite power in favour of the teacher (I3echer and Maclure, 1978). 

The Plowden Report 

The Plowden Report (1967) reported on all aspects of primary education, includ­

ing the transition to secondary school, and observed that there were a wide variety 

of teaching methods in practice. It was a significant document in that in all the 

teaching methods observed, the Report emphasised that those based on the child­

centred theories of Piaget were the most effective. This developmental approach to 

the curriculum recommended that children should experience more informal forms 

of learning that allowed knowledge to be discovered, rather than taught in com­

partmentalised packages of objective facts and truths. The Plowden Report also 

concluded that parents' views of education were of real importance in influencing 

the success of children, going beyond any other determining factors such as socio­

economic backgrounds of parents and the schools themselves. 

The Plowden Report had a dramatic impact on parents and professionals in ed­

ucation, though reactions to it were mixed (MacKinnon et al., 1995). Some teachers 

welcomed change from a less formalised approach to teaching to a more co-operative 

and creative approach, but hostility grew as a stereotype was formed of a liberal­

ist kind of education that allowed children to do exactly what they wanted. Even 

though HMI reported that, in practice, the methodologies proposed by the Plowden 

report were less in use than people supposed, a backlash of resistance to the Plowden 
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philosophy gathered momentum with attacks on incompetence and the manipulation 

of ideas expressed in the popular five Black Papers {1969-1977}. 

The 1970s 

Through the 1970s the subject of who was rcally in control of education as opposed to 

who should be, and the distribution and measurement of that power to be exercised, 

became the focus of a final struggle of power between the government and the LEAs, 

head teachers and teachers. 

Dissatisfaction with the education system was growing, as a wave of compelling 

research conducted in the form of interviews of parents, teachers, ex-pupils, pupils 

and employers sought to establish what they thought the objectives of education 

were (Raven, 1973, 1977; Dore, 1976; Johnston and Bachman, 1976). All the groups 

interviewed felt that having initiative, confidence, being both a team member and 

an independent learner were important qualities that should be at the forefront 

of educational objectives. When researchers investigated whether these objectives 

were being attained in both primary and secondary education they came to the 

conclusion, from observations made, that they were not. 

Finally, the Bullock Report (1975) outlined the problem of comparing standards 

of literacy on a national basis and across the years because of the difficulties in 

defining literacy in a way that everyone found acceptable, and comparing different 

tests from different areas. But as Webster, Beveridge and Reed (1996) point out, 

this did not stop the Bullock enquiry from interpreting results as showing a fall in 

standards amongst the reading levels of seven year olds onwards in comparison to 

children of the same age groups from years before. 

During the second half of the 1970s teacher autonomy was still dominant, but 

a number of incidents were presented in such a way as to encourage them to be 

viewed with growing hostility (Becher, 1984). These were: confusion over dubious 
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results of national monitoring, suggesting that standards had declined; the William 

Tyndale affair of 1974-1976, where it was claimed that poor standards were a result 

of teachers using progressive methods (Davis, 2002); the Black Papers (1969-1977); 

Bennett's work on Teaching Styles and Pupil Progress (1976), which suggested that, 

though there were exceptions, primary school children in 'difficult' schools reached 

higher standards with teachers who taught in traditional styles than those who were 

taught progressively; and finally the consumer movement, which was to eventually 

re-define the school as a 'market place' with 'market principles' and devolve the 

hierarchy of the professional knowing best. 

Parallel to this came a speech by James Callaghan, the Labour Prime Minister, 

at Ruskin College in 1976, who articulated the public demand for greater empha­

sis to be made on increasing schools' accountability, and focused upon consumer 

rights, and how schools needed to be governed by what parents and the industry 

wanted in a 'market economy'. This principle was given weight by allowing parents 

greater recognition in having a say in how the education system should work through 

official documentation (Taylor's Committee, 1977a). This was sccn as having a pos­

itive effect by further developing education as a commodity, so encouraging greater 

competitiveness and therefore leading to a wider range of resources to choose from. 

The Early 19808 

As the 1980s began, Education Acts were brought in which sought to call for more 

accountability over schools with the aim of increasing standards (DES, 1980; DES, 

1984). The emphasis was on school effectiveness (Marsh, 1997) and consequently 

teacher effectiveness came under scrutiny. 

During this time the nature of evaluation changed as it responded to the in­

creasing demands made upon it. It became highly politicised and was streamlined 

into a model that grew rapidly, producing cost-effective information. This informa-
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tion came in the form of measurable quantities that provided the politicians and 

the public with evidence of standards being met. At alllevcls evaluation took place 

with central government initiatives playing a major part in bringing that about with 

teachers, local government, heads, heads of departments, schools, and HMI (DES 

Circular 14/77, 1977b; DES 1981a; DES Circular 6/81, 1981b). The whole of the 

education system became introspective as a consequence of the increasing external 

pressures to be accountable, and in the political climate of this time evaluation 

became a fundamental part of that process (Lawton, 1980; Nutall, 1982). 

The Late 1980s 

In 1988 the Education Reform Act was published by the government, which dramati­

cally changed the direction of education. The 1988 Act introduced local management 

of schools (LMS), formula funding, and an option to become grant-maintained, while 

significantly reducing the powers of the LEAs, but most radical of all was the statu­

tory implementation of a common curriculum for primary and secondary schools in 

England. All pupils from 5-16 would be taught under this curriculum with stan­

dardised tests implemented at 7, 11, 14 and 16 (if not taking GCSEs) based on the 

National Curriculum Level of Attainment. It was considered 'probably the most 

significant change to take place in the education system since the 1944 Education 

Act' (Croll and Moses, 1990, p.187) and drew a lot of interest because of the restruc­

turing that had to take place (Lawton and Chitty, 1988; Graham, 1993; Goodson 

and Marsh, 1996). It was possibly one of the most powerful initiatives implemented 

in decisively and swiftly moving 'localised' control of the curriculum to 'centralised' 

control under the government with very little serious opposition. 

The philosophy of the non-competitive atmosphere of the primary school was 

also seen to be seriously jeopardised, with growing emphasis on comparing SATs 

performance amongst pupils and schools. There were worries that with the in ere as-
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ing workload, the relationships between the teacher and the pupil would inevitably 

suffer (Gipps, 1990). Corbett and Wilson (1988, p.37) observed how exams and 

increased political and public scrutiny changed the climate of many schools. 

Although they acknowledge that the National Curriculum does indeed recognise 

the value of using knowledge and skills acquired in contexts other than the class­

room, they claim that it works against these principles at various levels, not least 

because of the amount of work that has to be covered. The heavy workload of the 

National Curriculum and the speed in which it was expected to be implemented was 

considered problematic and inappropriate given the amount of work that was left 

uncompleted: 

Aldrich (1992) notes that, although there was obviously a strong sense of Conser­

vative ideology in the education philosophy and programmes advocated, the origins 

of the 1988 Act can be traced back to the political climate of the 1970s where dis­

cussions about education focused on falling standards, concerns over content of the 

curriculum, choice of teaching methodologies and a call for greater accountability. 

He also suggests that the legislation of the 1980s, leading up to the 1988 Education 

Act, could be seen as the fulfilment of the 1944 Act's intentions, which in the first 

section promotes the idea of education for all people. Tate (1999, p.ll),indeed, de­

scribes the Kational Curriculum a.,,: 'an attempt to offer a broad liberal education 

for all'. Howev('r, Aldrich also recognises that through the legislation of the 1980s, 

the power and activity of the government increased significantly, while the power of 

other involved groups reduced dramatically. As a consequence, he gave this warn­

ing (Aldrich, 1992, p.69): 'the educational legislation of the 1980s has given central 

government considerable powers: powers that will not be relinquished lightly'. 
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The 19908 

Dy 1990 the testing of the three core subjects: mathematics, English and science, 

as laid out through the National Curriculum, were well established. The 1991 Key 

Stage 1 SATs tests were task-orientated with activity and processes of learning, 

which were thought could be used in conjunction with good infant school practice. 

While some regarded tests as being based on a transmission model of learning, Gipps, 

McCallum, McAlister and Drown (1991) felt that the kind of assessment seen at this 

time could support and inform good teaching and learning, with the tests being part 

of the process rather than the goal to work towards. Others (Resnick and Resnick, 

1991) recognised the complexity facing teachers, and suggested that a move towards 

paper and pencil tests might be a way forward. In order to reduce the workload in 

the implementation of SATs, the latter tests became the norm while the tests based 

on process-orientated tasks were phased out. 

Testing was given greater prominence within the school year because the issue 

of perceived or alleged falling standards seemed to be gathering greater momentum. 

Turner (1990) argued that,based on tests by nine anonymous Local Education Au­

thorities carried out back in the 1980s, reading standards of seven year olds had 

declined. He saw this as being linked to teachers departing from traditional, skill­

based reading schemes, to use more liberal approaches such as 'apprenticeship' mod­

els. The Alexander Report (1992) commissioned by Kenneth Clarke, the Secretary 

of State for Education, seemed to agree, as it also blamed declining standards on 

teachers' lack of a didactic methodology, and placed more empha...,is on streaming, 

whole class teaching and group work. The report by the so named 'Three Wise 

Men' (Alexander, Rose and Woodhead, 1992) also recommended that subject teach­

ing and whole class teaching should work together. They felt this approach would 

result in higher standards in teaching and learning, so raising the standards of pupils 

with what they termed 'traditional, common-sense cla'lsroom values' (Alexander et 
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al., 1992). These criticisms and suggestions for improved practice within the pri­

mary school were given further support in the Ofsted publication Primary Matters 

(Ofsted, 1994). 

1.3.2 Summary of the Later Years 

In these latter years a number of problems were posited in relation to the develop­

ment of education. These were: 

• that there was a hostile reaction to what was considered liberalist education 

promoted by the Plowden Report; 

• although it appeared that there was inconsistent evidence there were claims 

that standards in education were falling; 

• there were greater demands for accountability in relation to falling standards. 

In response to these concerns government reforms were implemented that: 

• brought education under the control of one powerful body-the government; 

• introduced the NC as a way of ensuring that all schools covered the curriculum 

consistently; 

• introducing testing in the three core subjects-maths, English and Science as a 

way of measuring standards. 

It was against this backdrop, with a growing concern that standards were still 

falling, that the Conservative government faced a general election in 1997, and ed­

ucation was used as a crucial policy lever in Labour's victory. 
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1.4 The National Literacy Strategy 

Labour victory saw the almost immediate pUblication of the White Paper, Excellence 

in Education (DfEE, 1997a), with the newly elected Prime Minister declaring that 

'Education, education, education' were his three main priorities. Prior to this, and 

in anticipation of their win, David Blunkett, the Shadow Secretary of State for 

Education, had put together a Literary Task Force in order to pilot a scheme that 

would tackle poor standards in literacy in the primary schools. 

The National Literacy Project (NLP) began in 18 LEAs, and on the basis of 

the NLP's recommendations, in that same year all primary schools in England had 

implemented the NLS: Framework for Teaching (DillE, 1998). Alongside this im­

plementation came a commitment by David Blunkett to resign if certain targets 

were not met in literacy by the year 2002. These targets were set according to the 

base line achieved in 1996 where 57% of 11 year olds had achieved a Level 4 or 5 

in English SATs. The target set for 2002 was for 80% of children to reach a Level 

4 or 5 through the implementation of the NLS. However, David Blunkett moved to 

another department before his self-appointed deadline, and Estelle Morris took his 

place, continuing to monitor whether results were improving. 

1.4.1 The Raising of Standards 

The government has drawn a clear link between the application of the Framework 

for Teaching (DfEE, 1998) and a dramatic rise in standards (DfES, 2005), but in 

a study of 39 schools, collecting both quantitative and qualitative data, Smith and 

Hardman (2000) have found that the general consensus of opinion amongst teachers 

was that there was an inconsistency between what was being taught through the 

NLS, and what was being tested in the SATs. 

Although the government claims that there has been a dramatic increase in the 

standards of literacy, this has only been reflected in the results of the SATs tests for 
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reading. The results for writing have not shown the same improvement, and, as the 

government defined literacy as 'the ability to read and write' (DfES, 1997-2001b), 

and describes the process of reading and writing as 'unitary', questions were asked 

about how adamant claims can be about rising literacy standards (Hilton, 2001a). 

Questions have also been raised on whether the test papers are becoming ea • ..,ier. 

In an analysis of the reading tests from 1998 to 2000, Hilton (2001b) found that 

the papers had become easier to the extent, that if enough lower-order questions 

(to find information in the text) were answered, a child could achieve a Level 4 

without having to answer any higher-order questions (using skills such as inference 

and deduction). 

Furthermore, an article in the TES (Henry, 2001) reported that The Qualifica­

tions and Curriculum Authority (QCA) discovered that in the Key Stage 2 tests for 

2001, children in the same classes produced an identical set of answers for questions, 

which indicated that phrases, words and even whole pieces of work had been learnt 

by rote, and sometimes had little to do with the question asked. Henry (2001) also 

reported that the QCA warned teachers to stop drill teaching, but teachers argued 

that they can do little else under increased pressure to meet the demands of the 

government and the public. 

Under growing intensity and scrutiny SATs tests in literacy have become the 

indicators of more than just rising standards. As David munkett (DfEE, 1997b, 

p.1) inferred to parents in discussing the secondary school league tables: 'I hope 

you will find these tables interesting in themselves, and helpful when talking to your 

child's school or thinking about which school he or she might attend after leaving 

primary or middle school'. But, as Fullan (2001) asks, are standards in literacy, 

as reflected in the results achieved in SATs, indicating how well children read and 

write? And, are the apparent changes in the results an indication that deep and 

long lasting learning has taken place? FUllan (2001, p.231) states: 
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We don't think so. Don't get me wrong. The gains are real and they 

represent not a bad day's work. But they do not represent the kinds 

of transformation in teaching and learning that are being identified by 

cognitive scientists, or the closing of achievement gaps by dil'iadv<1ntaged 

groups. 

21 

Teaching and learning within the classroom is surrounded by controversy and 

confusion, and, though much research has been conducted in the development of 

cognitive growth (see Chapter 2), still the learning process is shrouded in a certain 

vagueness that eludes description (Newman, Griffin and Cole, 1989: Na,<ih, 200la). 

Meadows (1993, p.330) describes how the enormous quantity of research on why 

some schools or teachers foster pupils' achievement better than others is complicated 

by many differing independent variables. These include: the difference in level 

of skills; difference in level of knowledge pupils begin from; difference in abilities; 

differences in cognitive-related activities outside of school; the problems associated 

with measuring achievement; and the problems in identifying and mea .. 'iuring relevant 

school or teacher characteristics. 

'Performance indicators' are becoming very important to many different coun­

tries, as they allow comparisons over time and geographically, generating a consider­

able body of research trying to identify what makes an 'effective school' (Edmonds, 

1979; MacKenzie, 1983; Mortimore and Sammons, 1987; McGaw, Piper, Banks and 

Evans, 1992). However, as most of the studies are based on cal'ie studies and not 

statistical analysis, generalisations cannot be readily made. Riley (1992) warns that 

without using complicated statistical analysis of the data that takes into account the 

socio-economic status and educational background of the parents (Goldstein, 1987) 

the results on a national level will be invalid and unfair, inadequately reflecting the 

school. There are also justifiable worries that the complexity of evaluating teaching 

and learning has not been explained properly to those not professionally involved, 
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leading to misinterpretations of the re~mlts (Riley, 1992). 

Finally, in relation to school progress and achievement and the notion of the 

NLS being 'effective', Smith and Hardman (2000) found that, though improvement 

had been made in all the schools observed, those who had implemented the NLS for 

longer had not made any more improvement than those who had been teaching from 

it for a shorter time, suggesting that progress would be hard to maintain. This had 

considerable implications, as there were Government proposals to increase targets 

in 2004. 

With so much emphasis placed on quantifiable results it appears that there needs 

to be more qualitative research that provides a greater insight into the kind of literary 

environments children are engaging in under the framework of the state-controlled 

NLS. This thesis attempts to contribute to that knowledge. 

1.5 Curriculum Theory and the Changing Image of the 

Learner 

Having considered the implementation of key government initiatives, which resulted 

in the curriculum coming under the overall control of the government, and leading 

up to the implementation of the NLS, this part of the discussion focuses on the 

development of theoretical movements in educational research that influenced cur­

riculum models of teaching and learning in the schools, and what happened to them 

in response to internal and external pressures. 

The teac1wr's understanding of teaching and learning, and how the adult and 

student engage with poetry as a result of that understanding, is thought to be an 

essential part of fostering and nurturing positive experiences with poetry (Andrews, 

1991). That understanding, which involves how and what of the curriculum should 

be delivered, has been influenced by a number of internal and external forces, in-
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eluding government policies, educational research, teachers carrying out their own 

research, and public opinion. This is why Goodson (1994, p.111) suggests that the 

curriculum is 'a multifaceted concept, constructed, negotiated and renegotiated at 

a variety of levels and in a variety of arenas'. 

The curriculum is considered to be a reflection of the dominant ideological forms 

that shape society (Goodson, 1990) expressed through certain choices made over 

theory, pedagogy and organisation, which can be cla.'lsified under many different 

headings associated with curriculum theory (Clarkson, 1988). Embedded in the 

foundation of any curriculum theory is the implied question: 'What are schools for?' 

which Lawton (1980) suggests is intrinsically related to: 'Who shall be educated?' In 

answering the former question many ideological statements are made, which are con­

ceptualised in theories of the curriculum (Aldrich, 1982), and each stance raises its 

own set of varied and complex questions. But, over time, what appears to have been 

most frequently presented are two, polarised approaches to the curriculum: progres­

sivism versus traditionalism, which have been aligned to the 'positivist/humanist' 

argument in philosophy and social sciences (Sikock, 1999). However, the situation 

is much more complex than this, as there are many different constructions under 

anyone heading of a curriculum theory. The following dbcussion identifies three of 

these ideologies that have dominated models of curriculum theory, and also appear 

to underpin the NLS. 

Child-Centred Learning 

Child-centred ideologies are widely considered to have originated from the ideas of 

Jean-Jacques Rousseau in his book Emile (1762), in which he expressed the view 

that children should learn what they are capable of and interested in, rather than 

having to acquire a large quantity of prescribed knowledge. Since then there have 

been many interpretations of a child-centred approach, which, in the main, adhere 
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to developmentalist principles where the processes of cognitive development of the 

child are seen as more important than the acquisition of knowledge. Therefore, 

any educational construct must be developed to support the individual needs of the 

child. 

Dewey, Nunn, Steiner, Froebel and Montessori made big steps in the area of de­

velopmental psychology by focusing on the processes of learning, and explored what 

were considered progressive ideas to do with the way children learn. They empha­

sised the need to allow children to become 'architects of their own understanding' 

(Webster et al., 1996, p.41), through experimentation with practical activities. Pi­

aget's work (1926, 1950) was also considered very significant in outlining a model of 

child-centred teaching and learning through the depiction of set stages of the natural 

development of the child. 

Both the Hadow Report (1931) and the Plowden Report (1967) endorsed child­

centred theories by suggesting that children could benefit from practical and creative 

learning experiences. Many people felt that the way in which the curriculum was 

addresscd in the form of documcnts and policies wa.s insllfIiciput and inadequate 

in encompassing all that a child needed, and there was a growth of interest in the 

notion of wanting to transform the curriculum. This approach was implemented in 

primary schools in the 1970s, as there was a move to consider other ways of looking 

at the curriculum in the action of reflecting on processes of thinking rather than con­

centrating on documents and policies. This led to teachers being encouraged to be 

researchers in their classrooms (Richards, 1988), and there was a wave of enthusiasm, 

as it seemed possible that the reconceptualisation of the curriculum was gathering 

momentum. However, by the mid 1970s a number of factors inhibited this change 

(see The 1970s in 1.3.2 The Later Years). Ultimately, it was felt that child-centred 

theories appeared to lack practical application in the classroom (Sutherland, 1988), 

they had limitations and lack of validity and increa.o;;ing statements of standards 
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falling and greater public scrutiny of teachers added to the growing disillusionment. 

However, while there is a body of research that suggests that primary school 

teachers have strong child-centred beliefs (Pollard, Broadfoot, Croll, Osborn and 

Abbott, 1994; Francis and Grindle, 1998), and in the past have used a mixture of 

teaching methods, some of which have been based on 'progressive' theories (Bennett, 

1976), other research has observed that child-centred methodologies are the lea."t 

used in the classroom (Webster et al., 1996), and child-centred practices may not 

have been very prevalent in classrooms, even during the supposed high point of the 

1970s. 

1.5.1 The Impact of Learning on Society 

Ideologies that emphasise society consider how adults emerge from education to 

influence and shape the future. There are two dominant streams of expression in 

this area: 'reconstructivist' ideologies and 'instrumentalist' or 'revisionist' ideologies. 

'Reconstructivist' ideology views schools a." having an important impact on 

changing the makeup of our society through its role of shaping children into the 

kind of adults that would contribute towards a democratic social ideal. Education, 

then, is seen as an agent in social transformation, and, as such, the teacher en­

courages the students to engage actively in critical analysis and questions of the 

existing social order through a curriculum based on liberating students and elim­

inating inequalities and oppression (Shor and Freire, 1987). This was referred to 

as a 'Process' model of learning, where the developmental needs of children were 

placed above curriculum content, with characteristics of child-centred learning and 

progressive education (Dlenkin and Kelly, 1987). This could result in high levels of 

motivation and varied and interesting learning experiences for children. 

'Instrumental' ideologies are based on the concept of education taking on the 

form of 'industrial trainers' (Williams, 1965), thereby preparing children for their 
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chosen vocation through an appropriate curriculum. A traditional vocabulary dom­

inates (Golby, 1988), characterised by terms such as 'standards', 'direct teaching', 

'subject' and 'assessment'. The role of the teacher is to transmit the necessary 

knowledge to the student through an 'Objectives' model of curriculum planning. 

The breaking down of the curriculum into a set of objectives is considered a very 

practical approach to the curriculum (Marsh, 1997), and therefore could be said 

to have psychological limitations (Dantock, 1980) because assessment is limited to 

ea.~ily identifiable and mea.'lurable outcomes that do not take into account the com­

plexity of teaching and learning (Meadows, 1993). 

The 'Process' model and the 'Objectives' model of learning highlighted in the 

'reconstructivist' and 'instrumental' ideologies are considered to be contrasting ap­

proaches to learning (Littledyke, 1996). The former emphasises process as the centre 

of learning characterised by child centred approaches, compared with an objectives 

dominated model, with knowledge as the centre of learning with transmission ap­

proaches. The following discussion considers what ideologies and models of learning 

underpin the National Curriculum and the National Literacy Strategy. 

1.5.2 Knowledge as the Centre of Learning 

Ideologies about teaching and learning that are based around the communication of 

specific knowledge and skills have been described as an 'elementary' or 'conservative' 

tradition (Richards, 1988), which sees the product rather than the process as the 

most important. In this ideology the choice of knowledge to be passed on from one 

generation to the next is seen as critical in preserving and maintaining all that is 

best about that culture. This form of learning was epitomh,cd in the 1800s when 

teachers used formal methods of passing on specific knowledge, as salary pay for 

teachers and funding for schools were related to children pa.<;sing annual tests. 



Setting the Scene 27 

1.5.3 Ideologies and the National Curriculum and National Liter­

acy Strategy 

In assessing the National Curriculum (Moon, 1990; Chitty, 1991; Littledyke, 1996; 

O'Hear and White, 1993) there are many indications that it is underpinned by 

a 'conservative-instrumentalist' ideology. Its main emphasis of raising standards 

and monitoring effectiveness is conveyed through a market-led economy subject to 

meeting the demands and needs of the consumers (parents, industry, government). 

The main focus of the National Curriculum is upon three 'core' subjects, in­

cluding English, where prescribed knowledge is broken down into a set of objectives 

that a child is expected to attain according to a pre-determined level. Each child 

is expected to be assessed by the teacher in accordance with attainment targets for 

different ages, and then measured by Standard Assessment T&..,ks (SATs), which can 

be compared nationally and ultimately globally. Such a rigidly defined hierarchical 

structure, through which the child is expected to &'>cenci, appears to assume that 

the child will fit into a standardised role of learning too. 

Underpinning the framework for the National Curriculum for English is the con­

cept of passing on a specific body of knowledge. While 'The Cox Report' (DES, 

1989b) proposes that children should be immersed in our literary heritage, there has 

been much criticism over what that heritage should consist of (Inglis, 1987; Lewis, 

1989; McEvoy, 1991; Naidoo, 1994; Williamson and Woodall, 1996; Goodwin and 

Findlay, 1999).' With regard to poetry, there are many who would suggest that 

the Programmes of Study do not reflect the public British literary heritage canon, 

rather, as Styles (1998, p.188) states it: 'marginalizes the very poetry actually writ­

ten for young readers'. Also, there appears to be a lack of poetry from other cultures 

and from female writers. 

The National Literacy Strategy seems to be a development of the ideologies 

expressed in the National Curriculum. At the time of the National Curriculum, 
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ConcH (1992) expressed relief at how the teaching of English was not reduced to 

literacy skills and grammar, but the NLS framework lays out formal grammar and 

skills in great detail, to be taught as part of a national strategy for improving 

standards. Furthermore, it is suggested that they should be taught through the 

structure of a literacy hour. With the NLS and the invitation to those in the private 

sectors to get increasingly more involved in education, the Labour government is 

keen to develop a work force that can compete with others economically on a glohal 

level (DfES, 1997-2001c). 

The conservative-instrumentalist ideologies that underpin the NLS could have a 

significant impact on the literary environments children are immen;ed in and con­

tribute to the kind of experiences children are having with poetry. 

1.6 Changes in Society 

Society has undergone many changes and, as a result, transformations in attitudes 

and interest towards education have dramatically altered at local, national and global 

level, to the point where existing perceptions of power, professionalism and authority 

have dissipated, moving control of the curriculum away from the teacher and into 

the hands of the state. This has been due to a number of factors, whereby interested 

parties, such as politicians, the media, and parents, have questioned in similar ways, 

though with different motivations and intended outcomes, how schools are meeting 

the needs of children. 

In the early years of education, around the time of the published 1862 Revised 

Code, school was considered by the general public to be a place where social order 

was reinforced, and the majority of children could be expected to come away with 

basic knowledge and skills that would equip them in becoming a part of the growing 

industry. Teachers, in the main, used formal teaching methods, and the authority 

of schools were considered very powerful, resulting in few disciplinary problems. 
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In the 1920s and 1930s there was growing development in the professional status 

of teachers, as National Union of Teachers (NUT) gathered strength and the gov­

ernment implemented policies designed to attract non-working class trainee teachers 

into a longer period of training of higher quality than previously. Teachers had a 

great deal of autonomy at this time since performance testing had been phased out, 

but they were isolated in the community, and parent and teacher rarely made con­

tact. However, 'attitude, expectations and behaviour' (Gardner, 1988, p.40) were to 

radically change in the post-war years compared to the pre-year wars, as dramatic 

changes took place in relationships between teachers, children and their parents. 

Gardner (1988) relates how from the 1870s to the 19308 teachers and parents were 

hostile or ignorant of each other, but, as interest in education changed, teachers had 

to cope with a more intrusive parental role, which paralleled greater involvement by 

the government. By late 1940s this was beginning to have a significant impact upon 

teacher autonomy in the classroom. 

In the 1950s there was still a lot of support for the cIa,ss teacher, reflected in media 

coverage over pay disputes (Cunningham, 1992), but the press became increa.r.;ingly 

hostile in the 1960s due to a number of strikes over the same issue. Although these 

strikes achieved the objective of increasing teachers' salaries and demonstrated that 

the NUT was a powerful force, the disruption which they had caused, combined with 

publicity over documents like the Plowden Report (1967) and the first of the mack 

Papers (1969), drew negative coverage. 

The 1970s saw teachers come under increa.r.;ing attack for children's poor perfor­

mance in schools. Significant changes were taking place in industry, which reduced 

the power of the trade unions considerably through legislation and the empowering 

of management, establbhing a relationship of fear between management and the 

work force. This, in turn, reduced the power of the NUT, and lent strength to the 

government's movements to bring education under its overall control. At this time 
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more and more questions were being asked by industry as to why the standard of the 

pupils coming into the work place seemed to be of a lower standard than previous 

years (Heller, 1988). It failed to take into account that a greater number of higher 

education places were being taken up by pupils, but nevertheless these kinds of is­

sues were added to the ever-increasing public and political concern over an apparent 

educational decline. 

During the 1980s the implementation of the National Curriculum and a greater 

accountability through testing and inspection reduced teachers' professional auton­

omy dramatically (Gardner, 1998). It was not clear at the time to what extent 

results from the SATs would be used in teacher appraisal, but Key Stage 2 results 

were to be published in the domain of the general public. The reHults could be 

publicly scrutinised through what has been termed 'performance reporting' (Marsh, 

1997) and results compared nationally and internationally. As Aldrich (1992, p.GO) 

stated: 'If schools are to respond to market forces and parents' choices why should 

the same not apply to the curriculum?' The 'market economy' that Callaghan had 

hinted about in his speech in 1976 was developing markedly in schools and this would 

now take a stronger hold during the 1990s as schools took on 'market principles'. 

1.6.1 Education and Globalisation 

During the 1990s a new relationship between education and society had begun to 

emerge embodied in the concept of 'globalisation', which, though not a new phe­

nomenon (Fitzsimons, 2000), has recently gathered momentum heralding 'a dramatic 

transformation in economic, political, cultural and moral understanding and interre­

lationships' (Heath, 2002, p.37). Fitzsimons (2000, p.507) describes the conception 

of globalisation as a: 

constitution of systems that are reliant on the increa....,ing interdependence 

and internationalisation of formal institutions (in financial markets, busi-
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nesHes, nation-states, media, and the Internet), while at the same time 

relying on the dimensions of localism (including personal identity and 

ethnic affiliation). 
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The Labour government has pushed to engage with globalisation in a powerful 

way through the implementation of educational policy and proposed practice, which 

is reflected in the preoccupation of raising standards through the NLS. Labour ini­

tiatives in education could, therefore, be linked to the wider picture of striving to 

achieve a significant place of power and influence in the global market. ThiH view is 

reflected in the rhetoric expressed on The Standards Site where in the Implementa­

tion of the NLS: Final Report (DfES, 1997-2001c) it is stated: 

Above all, the Group needs to develop and sustain good links with sim­

ilar strategic approaches to literacy in other countries. \Ve believe that, 

increasingly such international cross-fertilisation can make a vital con­

tribution both in providing ideas and approaches and in ensuring that 

standards here match the best in the world. 

Avis (2000, p.186) outlines the structure of how economic conditions are articu­

lated through the concept of globalisation: 

• globalised economic relations 

• competitiveness dependent upon investing in human capital 

• value-added production 

• an effective education system 

• social cohesion and inclusiveness leads to a stable society 

• social stability provides a basis for competitiveness 
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This structure does not hang easily together because the conflict of knowledge 

driven by consumerism is at odds with social justice and equality. As Heath (2002, 

p.38) expresses: 

In a globalised world there is an almost overwhelming tendency to see 

education solely as a means to an end, as instrumental to goods which 

lie outside the realm of knowledge and rational or critical understanding. 

Education here is all about 'achieving outcomes' more quickly, more often 

and more effectively than ever before. 

This conflict is revealed in a particular kind of understanding that the govern­

ment has constructed about globalisation (Avis 2000); that is that economic compet­

itiveness is embodied in the development of the individual within a society embracing 

justice, inclusion and cohesion. At the heart of this construction of meaning is an 

agenda of competitiveness, which the government is determined to engage with on 

a global level by creating a climate of competitiveness at a local level, with school 

competing against school. With this kind of understanding education provides the 

resources whereby people can better themselves, so increasing human capital, but 

the understanding and the framework that has been developed around the identit.y 

of the individual is limited, and lacks social democracy. 

1. 7 Summary of Curriculum Control 

Through this discussion of the battle for the control of the curriculum art.iculat.ed 

through the three major themes of government initiatives, theories of the curriculum 

and changes in society, it is evident that education has undergone radical transfor­

mation. 

In the book Work and Identity in the Primary School, Mentor, Muschamp, 

Nicholls, Ozga, and Pollard (1997, p.29) use Dale's (1994) interpretation of the mar-
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ket economy to define what they perceive to be the change in relationships implied 

by the legislation that has been implemented. 

Table 1.1 (Mentor et al., 1997, p.29) shows a reversal of roles, whereby min-

istry and politicians have become dominant in education, with industry becoming 

influential in their decisions. Parents are seen as the beneficiaries of education in 

their role as consumers, with their children appearing as commodities within such 

a system, while LEAs and teachers are merely instrumental in responding to and 

carrying out state initiatives. 

Mentor et al., (1997) express real concerns over the changes they have witnessed 

since the 1970s, particularly in the relationship and roles of key players in the de­

velopment of education. Table 1.1 (Mentor et al., 1997, p.29) shows a de-skilling 

of professionalism within education, countered by a rise in the influence of public 

opinion outside of education and a growth in the concept of marketisation as the 

way forward. 

1944-74 1974-88 1988-95 
Ministry (DESjDFE) oversees attempts steerage Minister's instrument 

Politicians reserve opportunists dominant 
LEAs partners squeezed excluded 

Teachers partners problems deskilled 
Parents who? natural experts consumers 

Industry indifferent concerned partners 
Pupils invisible problems commodities? 

Table 1.1: Policy-making in England, 1944-95 

At one time teachers were considered to play an important role in the socialisa­

tion of children. However, the identity of the primary school teacher has changed 

dramatically; whereas at one time the construction of identity would have come 

from a variety of resources that would endorse the teacher as a professional, e.g. 

training, support from local authority, and relationship with the cla..<;s, this has 

now changed with support being narrowed and responsibilities becoming wider and 
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greater. Teachers' professional identities have been transformed to meet cultural 

changes, which are focused upon demands being made in the public domain. Men­

tor et al., (1997, p.19) state: 'We believe there are issues about power, exploitation, 

fragmentation and loss of professional identity that should be explored and i1lumi­

nated'. 

The government have gained overall control of the curriculum and have imple­

mented a strategy for improving standards in English that appears to be based on 

conservative-instrumentalist ideologies that seck to meet the demands of the market 

economy that has been created. Many researchers have recognised this influence 

of industry on the education system (Kenway, 1994; Soucek, 1994; Watkins, 1994), 

and reflect that the attitudes that shape industry are the driving force behind the 

'economising process' that is marketing education as a product. 

Opposition from the public is not a serious issue for, as Stainthorp (1999, p.1) 

suggests: 'Like motherhood and apple pie, no-one could seriously object to a national 

concern to ensure that as many children as possible are able to read and write with 

fluent ease'. However, there are many professionals within education who have 

watched the changes with unease. Avis (2000, p.185) considers that: 

It is important to examine ideas in that they are often presented as progres­

sive and as carrying a commitment to social justice. This is particularly the case 

with those of New Labour, whose rhetoric offers at one and the same time deeply 

conservative politics under a progressive veneer but also provides space for radical 

intervention. 

While Tate (1999, p.ll) warns: 

It is not enough to debate the curriculum solely in terms of a return 

to basics. Nor is it enough to debate the curriculum solely in terms of 

skills needed to survive in a global capitalist economy. We also need 

to cultivate their aesthetic abilities, their understanding of the society 
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in which they live, both its past and present, their appreciation of the 

nature of scientific enquiry, and their awareness of spiritual and moral 

dimensions of human existence. In addition, they need opportunities to 

learn to reason and maybe even philosophiHe. 
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I have considered these issues in order to present the political, social and global 

context to this study, as these may have implications on how poetry is taught at 

Key Stage 2. If a market economy presides over the education system, then how 

does poetry fare, placed prominently as it is in the theoretical framework of the 

NLS? And what role can it practically have given the daily climate of pressure and 

competitiveness that now surrounds teaching and learning in the primary school? 

1.8 Research Aim 

The aim of my research is to provide a focused examination of how poetry is taught 

by two non-specialist English teachers in two Year 6 (Y6) classrooms supported by 

the NLS, and in doing that consider the kind of literary environments children are 

engaged in. 

In Chapter 1 key research was presented, which identified several themes that 

have emerged as being problematic in the teaching of poetry. The background con­

text for the articulation and development of the underpinning research questions 

was then considered through an historical discussion of external and internal pres­

sures, and influences upon primary classroom practice. As an important part of 

this scene setting the implementation of the NLS was also examined in the context 

of the historical development of English educational reforms. This discussion was 

then developed to demonstrate that, though there is a growing body of research on 

poetry in the classroom, there seems to have been little observed practice of pri­

mary teachers' and children's experiences of poetry under the guidance of the NLS 
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framework. 

In Chapter 2 the context presented in the first chapter is developed and extended 

in the form of a literature review that considers the historical development of the 

teaching of poetry, the origins of poetic experience, and further consideration of the 

changing images of the child as a learner. The structure, content and theoretical 

underpinnings of the NLS are then discussed in detail and related to the previous 

discussion on poetry. 



Chapter 2 

Reviewing the Literature 

2.1 Introduction 

In Chapter 1 it was suggested that the teaching of poetry may pose problems for 

teachers, with three areas identified as areas of particular concern: the difficulty in 

finding a coherent methodology suitable for poetry; insufficient subject knowledge; 

and, teachers' and children's attitudes towards poetry. 

In this Chapter the discussion is further developed with an examination of the 

way in which poetry has been considered a subject for the 'literary elite' juxtaposed 

with the idea that playful manipulation of language is an instinctive part of human 

development (Crystal, 1987, 1998). The origins of poetic experience are examined 

both in society and the individual, and I suggest that creativity and invention with 

language, which is at the heart of poetry, is a natural expression of our human 

desire to communicate and interact in a social setting. Finally, I examine the NLS 

framework (DillE, 1998) to consider whether it encourages teachers and children 

to engage with poetry in a positive manner that both nurtures and develops that 

instinctive desire to play with and manipulate language simultaneously. 

37 
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2.2 Perceptions of Poetry 

English, as a recognised subject, did not appear in the curriculum for schools and 

universities until the late nineteenth century. It emerged in two distinct forms 

according to class: the upper and middle cla.'ises studied literature; the lower cla.'ises 

were taught basic skills in reading and writing in elementary schools. Although 

the study of literature, and particularly poetry, was considered to be part of the 

education of the middle and upper cla.'ises, it was deemed more suitable for women, 

whereas men could 'amuse themselves with works of English Literature as recreation' 

(Poulson, 1998, p.19). 

There wa.q a growing concern that the purely functional role of English in the 

elementary schools did not develop children's aesthetic and moral character, and 

there were calls for educational reform, as writers argued that the study of literature 

was essential in encouraging each individual student to reach their full potential in 

society. As the study of literature began to take a more prominent role as part of the 

English curriculum in elementary schools, poetry, which had once been considered 

purely for the elite, was introduced into the classrooms of teachers and children 

from all kinds of backgrounds. That transition was not an easy one and, though it 

is many years now since poetry was so blatantly labelled as being only fit for the 

middle and upper classes, there are still hints of elitism that surround the subject 

which have yet to be fully dispelled. 

Druce (1965, p.35) ob:.-;erved how: 'Too many teachers are liable to come to a 

poetry lesson with the hushed and sometimes tongue-tied reverence of a priest to 

the sacrifice', while Doughty (1970, p.201) asked: 

How many teachers, especially in grammar schools, feel that they ought 

to teach poetry? For them poetry is exclusively the poems of the tra­

dition, the body of finished work by adult pocts that con:.-;titutes, if you 
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choose to see it that way, the heritage of English poetic literature. 

Marsh (1988, p.v) felt obliged to set the record straight: 'Poetry teaching is not 

only for the "Masons initiated into the arcane mysteries of the ancient art, but for 

all'. He then goes on to state (p.3): 

Some feel instant hostility - they know that poetry is part of an effeminate 

culture that people like them reject wholesale. Others just feel hopelessly 

unable to relate to the task; poetry is a mystery way beyond their ken, 

for people from families that go to the theatre. 

Part of the problem could be linked to the kind of poetry that has been presented 

to children. When Styles (1998) examined key anthologies for children, compiled of 

British poets and spanning the years from 1801 to 1995, she found that poetry 

written by adults for adults, 'by the so-called 'great' poets' (Styles, 1998, p.194), 

such as Shakespeare, Wordsworth and Tennyson, was far more likely to be included 

than poets who wrote specifically for children. However, Styles also notes that 

since the 1970s, poetry written predominantly for children has grown, as well as 

significantly changing direction from the idealised view of middle class childhood 

that was previously presented (Styles, 1996, 1998). The publication of Mind Your 

Own Business by Michael Rosen in 1974 comically charted 'the ordinary ups and 

downs of most children's lives' (Styles, 1998, p.263), and opened the flood gates for a 

wealth of material that embraced the experiences of those that had been previously 

marginalized, such as the working-class, urban and black child. 

This could explain why, over the years, two apparently opposing streams of 

thought have been expressed: that poetry is the apex of human expression and 

eloquence, represented by poets such as Shakespeare and Wordsworth (Clark, 1978; 

Benton and Fox, 1985; Scanell, 1987; Stibbs, 1995; Lambirth, 2001); and, that poetry 

is a natural and instinctive part of human development (Jakobson, 1960; Walter, 
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1993), as represented by Rosen and Dahl. The former has inadvertently contributed 

to the notion of poetry being elitist literature because it would seem to isolate those 

who have difficulty with language and its meaning. If poetry represents the highest 

order of creative language, then it would appear that it is only accessible to those 

able to understand the most complex of literary works. Others have disagreed with 

this notion of poetry, believing that it needs to be 'demystified' and 'transformed 

into the popular imagination' (Jackson, 1991, p.39) and suggest that children have 

a natural predilection for playing with language (Mattenklott, 1996; Crystal, 1998). 

Different though these views may at first appear, both have value, and, furthermore, 

can be held together when we consider the origins and the development of poetic 

experience for the individual within the community (see 2.1.). 

The following discussion examines the relationship between poetry and human 

development as something that is both instinctive, and requiring support and guid­

ance through social interaction to reach its full potential. 

2.3 Poetry and the Linguistic Development of the Child 

If art is concerned with human creativity and invention, and a poet is described 

as possessing an acute imagination and expressiveness, then oral poetry could be 

considered a verbal form of art. Jakobson (1960, p.350) asks the question: 'What 

kind of verbal message makes a work of art?' then proceeds to answer it by explaining 

how poetry contains what he terms a 'poetic function', which draws attention to the 

message or meaning of a poem. Poetry is considered by many to be the embodiment 

of language at its most creative and imaginative (Clark, 1978; Stibbs, 1981, 1995; 

Garnett, 1989), yet the 'poetic function' is not exclusively restricted to this form of 

language. All kinds of discourse as well as formal poetry can be said to be works of, 

or contain elements of, art. However, what this function essentially does, is make 

conspicuous the language or 'message' of the text in the interests of itself, so, while 
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other types of language can employ the 'poetic function', poetry stands out because 

of the greater degree to which the 'message' calls attention to itself through the use 

of poetic devices such as rhyme, rhythm and images (Buchbinder, 1991). 

Jakobson sees the study of poetics as an essential part of linguistics. He states 

(Jakobson, 1960, p.377): 'the linguist whose field is any kind of language may and 

must include poetry in his study'. Walter (1993, p.19) concedes, that if we take 

Jakobson's (1960) description of the 'poetic function' as being an integral part of 

language, then we can examine the origins of children's interactions with poetry. 

Many have thought that the origins and growth of language in the human race 

(language phylogenesis) could be traced through study of the linguistic developmcnt 

of the child (language ontogenesis). This suggests that children's early language use 

is less sophisticated and can therefore be comparcd to primitive 'communi tics' . But 

Crystal (1987, p.6) states that: 

Every culture, which has been investigated, no mattcr how 'primitive' it 

may be in cultural terms, turns out to have a fully devcloped language, 

with a complexity comparable to those of so-called 'civilized' nations' 

and this is no less true of the child's culture. 

There is little or no evidence to show that the linguistic development of the child 

is parallel to the linguistic development of the human race (Gecrtz, 1983), but by 

taking a phylogenetic and ontogenetic approach to both the child and the human 

race, with specific reference to the presence and evolution of poetry, creativity and 

invention with language can be seen as an important part of human experience. 

Poetry in its many different forms can be traced through the evolution of the human 

race, and observed in children at its most prevalent and real. 

As studies of children's manipulation of language increase, it becomes clear that 

children have a complex lore that is only really accessible to them, and that this lore, 



Reviewing the Literature 42 

far from dying out as other primitive cultures have, is alive and thriving, pa.'lsed on 

from one generation to the next. 

2.3.1 Approaching Poetry Phylogenetically 

Through a phylogenetic approach the 'poetic function' is seen as being present ev­

erywhere within human communities. This focus sees the existence of primitive, 

original poetic experience and oral poetry within pre-literate communities as ways, 

for example, of storing memories or explanation. 

Geertz (1983) explains how in so-called 'primitive' communities, the technical 

activities of the adults were accompanied by 'magic' in the form of mystical rituals, 

such as dancing and chanting, for example, before a hunt. This meant that the 

affective, emotional part of the brain would take a central role alongside 'rational 

thought' in an attempt to construct a sense of understanding of themselves in relation 

to the world. Such an approach is carried out at a very complex social level, which 

encourages the community to act, not as individuals but as a group working towards 

the common goal of making sense of life through their enactments. 

Poetry is one way of drawing attention in a very individual and unique way to 

that everyday reality that is common to human experience (Jensen, 19(6), making it 

remarkable through the employment of a variety of poetic devices (Tunnicliffe, 1984). 

These devices, such as vocabulary, form and rhythm change the world around us 

into something that is abstract from our human experience when viewed objectively, 

yet has the capacity to connect both on a superficial and deep level with threads of 

our own understanding and reality, transforming it into a shared expression of the 

struggle and the delight of human existence. At times this transformation has been 

described through the use of supernatural language placing poetry on a mystical 

level. 

Rosenblatt (1978, p.52) describes how the' 'synthetic and magical power,' of the 
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imagination' is shaped by poetry, while Hall (1996, p.28) suggests that: 

The poet's fascination with the sheer magic of words is shared by all 

young primary children. I remember that my own son, aged barely two 

years, loved to recite words like 'fancy' and 'certainly' (which he had 

heard in A.A Milne's 'The King's Breakfast') &"l if they had talismanic 

power. 

43 

In compiling a list of the best poetry of the 1980s for children in the United States, 

Crisp (1991, p.146) notes that one of the objectives of the poets when writing for 

children W&"l 'to demonstrate the magic fluidity of language', while Benton (1978, 

p.123) has observed that: 'Story enthrals: older children might fall under its power 

but few under ten or eleven can resist its magic. Stories in verse hold them in a 

double spell: the enchantment of the fiction and the form'. 

It is no accident that such emotive language is used to describe poetry and 

children's reponses when we consider the significance of magic for many communities 

(Geertz, 1983). Crystal (1987, p.8) suggests that the 'magical inflm>nce of language 

is a theme which reverberates throughout literatures and legends of the world' and is 

found in both the past and the present. It is possible that poetry connects us to that 

concept of magic that encourages an essential engagement with life and language 

beyond the norm, to the extent that those who find poetry deeply problematic still 

would affirm that poetry is something that should be taught in schools, and that it 

is an important part of a child's development, even though they cannot explain why 

(Ray, 1998). 

Art, then, is the means for understanding the world at an aesthetic level. It does 

not replace science, but science is not enough to satisfy the need to know why we 

are here and what life is all about. Both art and science are a part of the human 

rationale, present in varying degrees in all human communities, and one of the ways 

in which this 'magic' or art can be expressed is through poetry. 
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2.3.2 Approaching Poetry Ongenetically 

An ongenetic approach conHiders the development of that proto-poetic experience 

in the individual. Ninety percent of vocal exchanges in the first year of a baby's 

life conHist of playing with language (CrYHtal, 1008). Parcuts induct the baby into 

the culture of their social environment through different forms of language play, and 

this may well include much poetical discourse in the form of nursery rhymes. This 

is a strange phenomenon, for it is clear that many English nursery rhymes were 

never originally composed for children but for adults, growing from proverbs, songs, 

ballads and many other sources (Opies, lOGO). The majority of nursery rhymes are 

violent and amoral and yet they have been pa."lsed on from the adult to the child 

in a rhetorical situation, transforming what was once adult culture into children's 

culture (Lynn, 1985). 

At this time children are also likely to experience the tactile nature of poetry. It 

could come in the form of grandad always chanting a particular nursery rhyme while 

jigging the child on his knee, or a mother moving hands and fingers in response to 

spoken images and phrases. Poetry begins to carry with it a.">sociations and responses 

in different situationH. 

In this way children are exposed to poetry at an early age, and in turn they 

are able to use what they have heard to create literary narratives meaningful to 

them. Fox's (1993) study of a collection of 200 oral stories told by five children aged 

between three and a half and five revealed that the children were able to produce 

rhymes, rhythms, compose songs and poems as well as create poetic and lyrical 

narratives. These children had experienced many books being read aloud to them, 

leading Fox (1993, p.14) to conclude that: 'their imaginations are furnished with 

all sorts of intereHting material which they can interpret and reinterpret in ways 

which are maximally meaningful and personal to themselves'. Chukovsky (1966) 

also observed how the language of pre-school children wa.,,> enriched by poetry and 
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fantasy. In his book From Two to Five he carefully noted down what children said, 

commenting on their inventiveness and playful manipulation of language. Thacker 

(2000, p.9) states that children's literature plays an important role in developing 

socially constructed readers by encouraging" openness and testing of adult value 

systems and the law of language in the most challenging, imaginative and enlivening 

children's texts". 

Research has also been carried out to discover what constructs of poetry young 

children have formed at the ages of six and ten years, and the meta-language they 

used to talk about it (Thompson, 1996). Discourse data was collected from Year 2 

and Year 6 classes between children and teachers in a number of different schools 

in the north-east of England. The children had to sort through a range of texts 

and then report their findings back to the teacher, resulting in informal talk ehild­

to-child, and more formal talk between child and teacher. The study used stylistic 

features identified by Carter and Nash (1990) as being specific to poetry, to provide a 

framework of analysis by which children's constructs of poetry could be interpreted. 

They were (Thomspon, 1996, p.2): 

• the way poets pattern language to produce specific effects 

• the phonaesthetic contouring (patterns of sound) 

• the organisation and patterning of the text 

• the creation of text-intensive poetic meaning 

• the stylistic contrasts (grammatical, syntactical, lexical) 

• the use of modality 

• the clause structure 

• the isomorphic fit between language structure and meaning. 
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The results of the research were that, without prompting, six and ten year olds 

were able to recognise texts and genre types, and usc appropriate meta-language to 

describe them, e.g. rhyme, poem, song, and nursery rhyme. When children did not 

have the knowledge of appropriate meta-language they used other strategies such 

as indicating features about the text that communicated their knowledge of poetic 

genre in other ways. 

It is suggested, then, that from a very early age children have an intuitive knowl­

edge of poetic genres, though the meta-language for demonstrating that knowledge 

by talking about poetry is not fully developed. Other research (Goswami and Bryant, 

1990), on younger children who have not yet begun to read, demonstrates that most 

children have an ability to detect rhyme and alliteration. It is not clear how much 

can be attributed to genetic predisposition or the environment, although it is sug­

gested that: 'The truth almost certainly lies between the two' (Goswami and Bryant, 

1990, p.24) but it is evident that children have a knowledge and understanding of 

poetry and its uses, and that they have a natural desire to play with language using 

poetic devices. 

2.4 Poetry and Education 

Over the years significant poetry educators have outlined ways of introducing poetry 

to the pupil. Pirie (1987, p.17) describes how 'it is the poet's especial task to 

reveal the surprising within the ordinary'. She encourages teachers to guide children 

through the process of drawing upon their own experiences, while developing an 

objectivity that allows them to choose and arrange the words that communicate 

that idea with the greatest power. Walsh (1983) notes how pupils who are defined 

as less-able or less intelligent also need to be able to connect to poetry through their 

own everyday experiences, giving them access to literature and literary experiences 

that they may well have been denied. 
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Rosen (1989, p.6) also states that he learnt the lesson in his early years to 'write 

about what you know', culminating in the poetry book M'ind Your Own Business, 

which was an autobiographical account of Rm;en's experiences as a child. lie also 

suggests that children come to school with knowledge or culture that is different 

from that which they engage with at school, and that the teacher needs to connect 

with that culture. Rosen has observed that much of that culture is pa.ssed on orally, 

and that to successfully engage pupils in the writing of poetry they need to be 

encouraged 'to write expressively in the voice they possess:the oral voice' (Rosen, 

1987, p.37). This will provide the foundation upon which their writing voice can be 

further developed. 

Chambers (1995, p.16) suggests that narrative, the telling of stories to ourselves 

and each other, is a fundamental part of human interaction, and that literature 

should be seen as a natural part of that interaction, for 'in literature we find the 

best expression of the human imagination, and the most useful means by which we 

come to grips with our ideas about ourselves and what we arc'. Hamley (1996) also 

notes how common features in story telling represents a universal process whereby 

repeated patterns in narrative support humanity in making sense of experience. 

Chambers (1995) states that it is important that the teacher reads and enjoys 

literature too, becoming a member of the group so that together they can come 

to a corporate understanding of the book, which allows for different interpretations. 

Sutcliffe (1995, p.150) also suggests that 'students who are wry good primary teach­

ers of reading should be active readers of fiction and non-fiction (including poetry) 

written for children'. While Rosen also feels that it is important that teacher and 

pupil are engaged in the experience together, and that there is mutual sharing and 

ownership. 

These influential poetry educators take both an ongenetic and phylogenetic ap­

proach to literature, in that they recognise that children have an instintive desire to 
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manipulate and experiment with language, and that their experiences of humanity 

and literacy can allow for a shared empathy about the common human condition. 

2.5 The NLS and Poetry 

With the implementation of the NLS came a recommendation, through inclusion, 

that a range of poetry should be taught regularly as part of children's literary 

experiences in the classroom. However, the introduction of the Framework was 

underpinned by the three beliefs that had resulted in its implementation (Fisher, 

2000): that there was a need to raise standards; that this could be done by improving 

teaching; and, that this improvement could most effectively be mea....,ured by the 

setting of national targets. It was unclear from this what role poetry would play in 

the raising of standards. 

The following discussion outlines the impact of the implementation of the NLS 

on teachers. Following this, the framework of the NLS is discussed in relationship 

to suggested pedagogical implications through the way in which the objectives for 

learning are laid out, and the structure of the literacy hour. 

2.5.1 Training 

While some teachers felt that the training received on implementing the NLS in 

school was a strength, other studies revealed that teachers thought the training was 

rushed, and left them feeling ill-prepared to cope with all that they perceived was 

being asked of them (Fisher and Lewis, 1999; Smith and Whiteley, 2000). Anderson, 

Digings and Urquhart (2000) found that training differed across schools and counties, 

with the majority having between two and five days. It was also suggested that 

such was the nature of the training that it left teachers feeling that there was little 

ownership (Dadds 1999; Anderson et al., 2000): 'Encouraging messages given at 

national and local level did nothing to relieve the notion that the framework had 
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to be taken on board, lock stock and barrel' (Anderson et a1., 2000, p.117). It was 

perceived by teachers that this was something that had to be done, and quickly. 

Raising standards in reading and writing through this large-scale reform ap­

peared to focus on creating a consistency in how teachers taught English. This was 

indeed an ambitious step, for research has shown that teachers are slow to adopt 

new teaching styles and will not readily change the way in which they have always 

taught (Tharp and Gallimore, 1988; Galton, Hargreaves, Comber, Wall and Poll, 

1999). However, unless a better alternative could be demonstrated, the NLS wa." 

expected to be used in all schools by all teachers across England, and, it seems that 

in the majority of schools that these changes were accepted. 

Though the training was intense at the time of the implementation, it is not 

clear how much time was given over to the teaching of poetry within the NLS at 

Key Stage 2. Given that teachers were being a."ked to teach a greater range of poetry 

than ever before, and with detail that would appear to require an in-depth knowledge 

base, there seemed little material to guide and support them in comparison to the 

amount that had been produced on grammar and spelling banks. Teachers with 

little background subject knowledge of poetry, and a possible lack of input in how 

to teach poetry through the framework of the NLS, would have to interpret the 

objectives and the literacy hour for themselves. 

Research about student teachers on Postgraduate Certificate of Education (PGCE) 

or Bachelor of Education (BEd) courses has revealed that though they may have had 

problems applying the NLS in the classroom, they have had more time to address 

these issues (Graham, 1998). However, it is suggested that the idealistic beliefs and 

values trainee teachers may have had in inspiring and exciting pupils about English, 

are significantly influenced by the teaching practice placements, and the choice of 

the first school (Marshall, Turvey and Brindley, 2001). This suggests that at the 

time of implementing the NLS, student teachers were affected by how the school at 
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which they had their placement reacted to the document. 

2.6 The Framework 

According to the NLP, the framework has been designed to help teachers interpret 

the English National Curriculum Programmes of Study for Reading and Writing 

from Reception through to Year 6. Speaking and listening is not included specifically 

in the framework, although reference is made to it as being an essential part of the 

structure (DfEE, 1998). 

Planning from the NLS is laid out on three levels: 

• The Framework, which indicates what should be taught 

• :Medium-term planning (termly or half-termly) indicating when objectives 

should be taught 

• Short-term planning (weekly) indicating how it should be taught 

Each term's work has a set of teaching objectives covering a range of poetry, 

which are related to reading and writing in the form of three inter-related strands 

(DfEE, 1998, p.7): 

Word Level 
Sentence Level 
Text Level 

Phonics, Spelling and Vocabulary 
Grammar and Punctuation 
Comprehension and Composition 

Teachers are expected to select poetry that will cover the teaching objectives in 

these three strands. 

The management for the content specified in the framework, takes the form of 

'The Literacy Hour' (see Appendix 2.1). This hour is divided into four quadrants, 

which teachers are expected to follow. It should begin with 15 minutes whole cla...,s 

work on a shared text through reading and writing, followed by 15 minutes of whole 
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class work on focused word and sentence work based on that text. There should 

then be 20 minutes of guided group work and independent work on reading, writing, 

word or sentence work, ideally related to the text, but with a differentiated task. 

Finally, 10 minutes of reflecting and consolidating on the work that has been covered 

in that lesson. The expectation is that in 60% of that hour pupils will be taught 

directly by the teacher, and in the remaining 40% of that time they will be working 

independently. Since the implementation of the hour it has become clear that this 

allotted time for literacy is inadequate (Campbell, 1998; Beard, 1999), and extra 

provision is expected to be set aside for silent reading, teacher reading to the class 

and extended reading time. 

It is intended that, in a two year cycle, work will revisit, extend and develop 

skills at a more advanced level in reading and writing, so raising the standard to the 

required level set by the government in Year 6. 

2.6.1 The Objectives 

In considering the structure of the NLS in relation to the objectives, it could be 

suggested that regardless of the intentions of those who formulated the framework, 

and the 'good messages emanating from the NLS' (Styles, 2002, p.lO) it is open to 

mis-interpretation. 

As noted in 4.2, each term's work has a set of teaching objectives laid out in the 

NLS that covers a range of poetry, which are related to reading and writing in the 

form of three inter-related strands: word, sentence and text level work. 

Stainthorp (1999, p.3) states that the NLS makes it clear that word, sentence 

and text level work are to be integrated by 'Learning to use a range of strategies to 

get at the meaning of the text... the range of strategies can be depicted as a series 

of searchlights, each of which sheds light on the text'. However, in a survey of 32 

primary schools, Frater (2000) made a key observation of the way in which teachers 
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implemented the NLS, and how effective they were in doing so. lIe found that the 

schools that were struggling with the NLS were those who int.erpret.ed the framework 

literally. They seemed to be preoccupied with covering the prescribed content, and 

taught the NLS literally as fragmented and separate sets of skills and knowledge. 

Frater makes an important observation (Frater, 2000, p. 109-110): 

What is wrong with following, so literally and faithfully, the guidelines 

that the NLS team has drafted so painstakingly? The first answer must 

be that this cannot be what the team intended. The framework is analyt­

icaL.But an analysis is not in itself a plan: what the NLS's framework 

offers is a basis for planning the delivery of the National Curriculum 

(NC) ... To follow it literally is to be driven by taxonomy; it is also to 

ignore how children learn, or at least how they learn best. Such a consci­

entious, but misguided interpretation will invariably fail to integrate the 

component parts into which the English curriculum may be classified. 

The schools that effectively implemented the NLS were 'professionally self-conf­

ident' (Frater, 2000, p.l09), with teachers making constant connections between 

text level work, sentence and word level work, and linking that with children's ex­

periences. He also observed that they had exciting and innovative initiatives for 

promoting literacy, with strong leadership and management of the whole school lit­

eracy policy. Twisclton's (2000) study of student teachers teaching the NLS argues 

that, though there are many positive aspects to the framework, the prescriptive de­

tail can lead to a preoccupation with fulfilling the objectives without understanding 

why they are being taught. She observed that student teachers were teaching the 

task on a very superficial level, but had little understanding of the 'deeper rela­

tionships within the subject' (Twisleton, 2000, p.402). Styles (2002, p.lO) has also 

voiced concerns that poetry is being taught as 'a vehicle for the teaching of phonics 

or spelling or sentence structure, rather than appreciated as a text for itself'. 
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The layout of the word, sentence and text level columns could pose considerable 

problems, because they do represent a fragmentation of skills and knowledge if read 

literally, and for those teachers who lack the confidence and knowledge awareness 

to combine these columns, it may seem easier to keep them separate, rather than 

inter-relating them. Also, the act of reading the columns, leading the eye from left 

to right, means that the word and sentence level columns could appear to have 

greater prominence in the reader's vision. This may also suit the reader, since the 

word and sentence level work could be considered easier to teach than the text level 

work, which is often considered more intangible and open to interpretation than 

the 'fixed' structural devices by which a poem might be identified or written. Such 

a reading model, which appears to be promoted by the structural layout of the 

objectives, could be labelled 'bottom-up reading', that is the working through of 

individual words and sentences often with no reference to the context of the poem 

as a whole. By adopting such an approach in the cl&"lsroom this can often lead to a 

mis-interpretation of single words or sentences, which could lead to an overall lack 

of understanding of the poem. Meaning may become divorced from the poem as a 

whole, leading teachers and pupils to struggle. Dias and Hayhoe (1988. p.26) warn 

that: 

The reader who is preoccupied with understanding a poem sentence by 

sentence or line by line is making obstruction to progress in creating 

provisional understanding of the poem as a whole. At worst, extreme 

focus on an itemized reading may prevent any attention to the poem as 

a poem. 

Also, by concentrating mainly on the first two columns, the pupils' response to 

a poem, or response through writing a poem, may be lost due to a preoccupation 

with identifying or including poetic devices. Druce (1965, p.24) makes an important 

point about the teaching of poetry: 
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Young writers need to be convinced of the fact that what really matters 

is not rhyme, nor metre, nor line-length, but what they have to say. This 

is not to suggest that rhyme and metrical regularity are worthless; both 

are of infinite value. But they must take their place as the servants of 

thought, not as its masters. 

2.6.2 Content of the Objectives 

54 

In the NLS the majority of the objectives appear to be focm-;ed on children identifying 

and using poetic devices, rather than encouraging children to personally respond to 

them, and express themselves through poetry. 

For example, in Term 1 (DillE, p.50) children are asked 'to write own poems 

experimenting with active verbs and personification', in Term 2 there is no written 

composition of poetry explicitly set out, while in Term 3 (DfEE, p.54) the require­

ment is that children should 'write a sequence of poems linked by theme or form 

e.g. a haiku calendar'. With regard to this latter point, Harmer (2000, p.15) makes 

an interesting statement: 

Why is the government so keen on young children mastering the Zen-like 

qualities of the haiku? Is it because they, like Dasho before them, see the 

universe as the reconciliation of order and chaos, of stillness and change, 

of the frog disturbed by the mirrored pool; or is it because they think 

children need to learn about syllables? 

In the language used to describe the written composition objectives, it could be 

interpreted that there seems to be little expectation that children are crafting some­

thing expressive and unique, rather they are producing something that demonstrates 

that they have assimilated the knowledge laid out in the objectives. Lambirth (2001) 

suggests that the emphasis is upon the teacher presenting a poem and asking pupils 
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to imitate it, perhaps because it is 'both teachable and ea.."lily tested'. However, the 

teacher's interpretation of what the framework is stipulating, and the delivery of 

that in the classroom, will determine how children respond to the task of writing a 

haiku calendar. It could be that the teacher might take pupils outside for a literary 

session once a month and encourage pupils to 'meditate', to listen, to look and to 

record in poetic language their observations. Or, the teacher might write down a list 

of the seasons and ask children to write a 'haiku' for each one. However the teacher 

approaches the task, it illustrates that the NLS is only a 'framework', through which 

the teacher's own subject knowledge, methodological choices, prejudices, values and 

confidence levels are enacted. For the expert in English, someone who has stud­

ied the subject at GCSE, 'A' level and degree level, this open interpretation is its 

strength. Any statement made by the NLS can be embellh;hed, fleshed out by the 

knowledge that the teacher brings to the reading of the objectives. However, for 

the teacher with limited experience and reading of the objectives, a reductiolli::it ap­

proach may be taken, i.e. what is read is what is taught, and, if the explanation for 

a haiku is considered (NLS, 1998, p.83), it is suggested that this could be a serious 

weakness. 

Haiku: Japanese form. The poem has three lines and 17 syllables in 

total in the pattern 5,7,5. 

This suggests that the language of the framework is extremely important, as 

the teacher who lacks confidence and/or the expertise searches for clues as to how 

to proceed with the task of teaching poetry. It also means that any ambiguous 

statement or an obvious omission, such as speaking and listening, may be mis­

interpreted and lead to teaching that was never intended by the authors of the NLS. 
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2.6.3 Children's Previous Experience 

As previously discussed in 2.1 Poetry and the Linguistic Development of the Child, 

children experience a range of poetry in various forms outside of school, and appear 

to have a natural inclination to play with language. In examining the NLS to see if 

this body of knowledge was referred to and drawn upon in the cla.ssroom, it seemed 

that there was very little evidence to suggest that children's experiences of poetry 

were to be valued and included. 

Though the teaching objectives for Reception acknowledge that pupils should be 

taught rhyming patterns, and the example of learning nursery rhymes is given (DfEE, 

1998, p.18), there appears to be little acknowledgement that children may come to 

school with prior knowledge and experience of poetical forms. Through Years One 

and Two the objectives about poetry are revisited, developed and extended, but, as 

for Reception, there appear to be few links between what goes on in the classroom 

and children's experiences outside of this. Those who formulated the NLS may 

have intended work such as learning nursery rhymes to draw upon children's horne 

experiences, and later in Key Stage 2, Year 4, Term 2 (DfEE, 1998, p.39) there is 

explicit reference to children drawing upon their own body of experience, as they 

are encouraged to 'Write poems based on personal or imagined experience'. It could 

also be suggested that a teacher who believes that children bring literary experiences 

from home would constantly inter-relate school and home knowledge. However, if the 

premise is once again considered that a teacher who has little expertise in English 

may take a literal reading of the NLS, then the fact that personal experience in 

relation to poetry is only mentioned once at Key Stage 2 may mean that children 

only have one opportunity to write from personal experience. 

Fenwick (1995, p.28) has observed that pupils 'often display an understanding 

of poetry which has hitherto been unsuspected', while Wade (1982) claims it is 

important as soon as children enter school that the knowledge they bring with them 
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about poetry is shown to be valued, and that what happens in the classroom extends 

'the knowledge, skills and pleasures that are embryonic in the young child' (p.193). 

If their experiences are not taken into account to the extent that research suggests 

it should, then new information about metaphors, alliteration, and onomatopoeia 

may have little meaning to the child, in that it is specialised knowledge that has no 

relevance to the constructs of knowledge formed outside of school (I3oekaerts, 1992; 

Vosniadou, 1992). 

With a growing body of evidence to suggest that children have an understanding 

of poetry that is influenced by nature and nurture (Carter and Nash, 1990; Goswami 

and Bryant, 1990; Fox, 1993; Thompson, 1996), and that they spend a significant 

amount of time playing with language, perhaps there is a need for this body of 

knowledge to be specifically referred to, so providing an important bridge to the 

further development of children's poetical understanding and experience. 

2.6.4 Structure of the Literacy Hour 

The structure of the Literacy Hour (see Appendix 2.1) is considered to be both a 

strength and a weakness, with some research (Smith and Whiteley, 2000) suggesting 

that teachers deviated from the structure, while others felt that a constraint had 

been placed on their practice, and they lacked the confidence to adapt the structure 

to meet the needs of their pupils (Anderson et a1. 2000). 

The layout of the structure is intended to highlight the most effective way of 

teaching the objectives to pupils, and to ensure that children are experiencing con­

sistency in literacy teaching throughout the school, and across schools. Although 

the hour is cited as providing a 'clearer focus on literacy instruction', it is presented 

as being much more than a return to didactic methodologies. Rather, it is suggested 

that successful teaching is (DfEE, 1998, p.9): 

• Discursive - characterised by high quality oral work 
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• Interactive - pupils' contributions are encouraged, expected, and extended 

• Well-paced - there is a sense of urgency, driven by the need to make progress 

and succeed 

• Confident - teachers have a clear understanding of the obj(~ctivcs 

• Ambitious - there is optimism about high expectations of success. 

However, it seems that such wording has perplexed teachers. In interviewing 

and observing teachers in Key Stage One and Two English, Hargreaves, and Hislam 

(2002) noted how they were confused by what they perceived a.'l a conflict between 

the urgent pace, and the 'high quality oral work' where pupils' contributions are 

'extended' (DfEE, 1998, p.8). Fisher (2000) also ohservc(l how differently ten Key 

Stage 2 teachers interpreted the suggestion: 'well-paced - there is a sense of urgency, 

driven by the need to make progress and succeed', with some feeling pressurised 

and restricted, while others felt worried by the amount of work that needed to be 

covered. Again this suggests that the language of the NLS can create uncertainty 

and anxiety amongst teachers as they try and interpret what is being asked of them. 

The structure of the Literacy Hour is presented as a simple diagram, and broken 

down into sections where more information is given on how the objectives should be 

interrelated and presented. 

In the first fifteen minutes of shared reading or writing, teachers are encouraged 

to teach both the objectives in the text level column and also use reading as a 

context for 'teaching and reinforcing grammar, punctuation and vocabulary work' 

(DfEE, 1998, p.ll). For shared writing it is suggested that this time can be used 

'for pupils to learn, apply and reinforce skills', with grammar and spelling to be 

included (DfEE, 1998, p.ll). 

The second set of fifteen minutes is intended for word level work, where it is 

expected that 'spelling and vocabulary work and the teaching of grammar work' 
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(DfEE, 1998, p.ll) will be covered. 

The third section of the Literacy Hour, the 20 minutes of guided group and in­

dependent work is to give the chance for the teacher to work with one group, while 

the rest of the class work independently. Teachers should aHk questions in shared 

reading 'to direct or check up on the reading' (DillE, 1998, p.12), but alHo to pOHe 

problems which can be solved. Guided writing time is expected to sometimes flow 

from reading, and be linked to the whole class writing preceding this section. It is 

also expected that sessions will be used to focus on specific obj(~ctives and a.speds of 

writing, such as planning and composition. Examples given for independent work are 

varied. Those that are teacher driven are: phonic and spelling investigations and 

practice; comprehension work; vocabulary extension and dictionary work; hand­

writing practice; practice and investigations in grammar, punctuation and sentence 

construction. 

The final ten minutes provides a time for the whole cIa,,',s to be brought back 

together, and the teacher (DfEE, 1998, p.13) is able to 'spread ideas, re-emphasise 

teaching points, clarify misconceptions and develop new teaching points' and 'enable 

pupils to revise and practice new skills'. The plenary is also to (DillE, 1998, p.13) 

'enable pupils to reflect upon and explain what they have learned and to clarify their 

thinking'; 'develop an atmosphere of constructive criticism and provide feedback and 

encouragement to pupils' and 'provide opportunities for pupils to present and discuss 

key issues in their work'. 

In extracting different statements from the information given about how the 

structure and objectives interrelate, as demonstrated above, it appears that it could 

be read in number of ways, but perhaps most strikingly it could be suggested that it 

is underpinned by two opposing schools of thought - a didactic, teacher-driven model 

of learning and a learning-driven model. In considering these terms, attention needs 

to be drawn to the teacher-driven and learning-driven styles outlined in Managing 



Reviewing the Literature liD 

the Literacy Curriculum in which Webt>tcr, I3everidge and Reed (Hmo, p.37) identify 

pertinent characteristics of each. They are: 

Teacher-driven 

• Adult structured with frequent reinforcement 

• Teachers find opportunitict> to rehearse rulet> 

• Children do as others require them 

• Learning through prescribed steps 

• Activities are not negotiable 

• Pupils' task is to absorb 

• Context is irrelevant 

• Learning is managed for pupils by the teacher 

• Literacy is a set of skills to be handed over 

Learning -dri ven 

• Adults and pupils decide together how to pursue a task 

• Teachers guide and negotiate 

• Children are seen as active partners 

• Learning arises from joint problem-solving 

• Activities provide opportunities for dialogue 

• Pupils work collaboratively 

• Context is made specific 
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• Learning processes are highlighted 

• Readers reflect and review 

• Writers compose and redraft 

It could be suggested that in the teaching of skills such as phonics and spellings, 

a teacher-directed style could be more appropriate, and for example, the plenary 

could be used as a way of transmitting knowledge by the revision and practice of 

skills, and/or it could be seen as an opportunity to develop children's meta-language, 

encouraging pupils to internalise knowledge and enhance understanding. However, 

methodological choices such as this may need to be explicitly underpinned by a 

theory or theories of learning if a teacher is to choose the most appropriate. 

Unfortunately, there appears to be no clear statement of an underpinning theory 

or theories to the methodologies proposed in the NLS, which is the main document 

that teachers refer to when teaching, and this is why one educationalist describes 

the framework as a return to a 'Victorian model' (Hilton, 1998, p. 4): 

In the light of educational history, the new Literacy Hour begins to look 

very much older than is claimed, with many nineteenth-century dysfunc­

tional assumptions enshrined within it. It is a return to authoritarian 

oral instruction based on texts chosen by the teacher from a set scheme; 

much of the instruction is at 'word level' and involves constant interro­

gation of the pupils. The domestic curriculum of the child is ignored and 

the child's existing body of knowledge made irrelevant. 

And another is able to read the framework and conclude that the Literacy Hour 

could provide a good balance between teacher and pupil interaction (Fisher, 2000, 

p.13): 
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In shared work, the teacher plays the largest part and leads the interac­

tion, scaffolding the learning. In guided work, the children are encour­

aged to be independent, but the teacher supports their independence 

through focused and targeted instruction. In independent work, chil­

dren are primarily working independently and practising or exploring 

what they have already been taught. 

62 

There seems to be little sense, as Buchbinder (1991, p.9) states: 'when we adopt 

a particular theory (and its practice), we understand why it is appropriate to a 

particular text and accept its limitations.' For teachers who have little subject 

knowledge of poetry, this would seem particularly appropriate. 

2.7 Summary of Chapter Two 

In Chapter 1, I argued with reference to research that many teachers have historically 

found poetry to be a difficult subject to teach, and that fundamental to this were 

attitudes to poetry, lack of subject knowledge, and confusion over an appropriate 

teaching methodology. In Chapter 2, I discussed the common perceptions of poetry, 

which culminated in the proposition that poetry could be considered as both high 

status language, and a natural part of everyday discourse. This was attributed to a 

poetic function, an innate and natural predilection for playing with language which 

was developed in and for the community. I then examined the NLS and how such a 

framework could work with the poetic function identified as being present in children. 

I also discussed the way in which teachers without any subject knowledge in poetry 

might read the framework, and proposed that due to the language, the structure 

and the content, the NLS was open to misinterpretation. This could imply that the 

framework in itself is not enough to ensure that teachers are teaching poetry well, 

and I suggested that teachers need to be able to make informed decisions about how 
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to teach poetry based on the understanding of the theories of teaching and learning 

that underpin the NLS. 

In Chapter 3, I outline the research design by which I at.tempt to examine how 

the teaching of poetry through the NLS has been int.erpreted by two Y6 teachers, 

and the impact of this upon pupils responses to poetry. 



Chapter 3 

The Research Design 

3.1 Introduction 

I begin this Chapter by outlining the case study a.''; a research design that is most 

appropriate in examining literary environments in Year 6 (Y6), and the contrihution 

of the National Literacy Strategy (NLS) (1998) to the teaching of poetry. I consider 

the positive and negative aspects of such a choice and explanations are given as to 

how significant criticisms have been addressed. Methods of data collection are then 

explored in detail, with reflection upon my role as the researcher as an instrument of 

data collection, and the relevance of selection procedures are discussed in accordance 

with the aims of the study. Finally, I set out a general analytic procedure as one that 

will facilitate the examination of teaching and learning styles, with specific focus on 

poetry and the NLS framework. 

Central to the research design is the focus upon 'what information most appropri­

ately will answer specific research questions, and which strategies are most effective 

for obtaining it' (LeCompte and Preissle, 1993, p.30). Issues were raised in Chapter 

1 and 2 about the ways in which children experience poetry in the classroom. From 

this, two research questions emerged, which underpin the study a."l a whole: 

64 
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• What kind of literary environments are Y6 children experiencing fl."i they en­

gage with poetry in the classroom? 

• What kind of contribution is the NLS making to the teaching of poetry? 

These research questions have significance at this time for, though government­

funded research on the NLS has taken place (Ofsted, 1998; DillE, 2000; Ofsted 

2000; Ofsted 2001a; Ofsted 2002a), there has been little independent research 8.."i 

yet, particularly in the area of poetry teaching. 

In entering the Y6 classroom to investigate the research questions, I have come 

to understand that (Denzin and Lincoln, 1998, p.24): 

There is no clear window into the inner life of the individual. Any gaze is 

always filtered through the lenses of language, gender, social cla.ss, race, 

and ethnicity. There are no objective observations, only observations 

socially situated in the worlds ofthe observer and the observed ... No single 

method can grasp the subtle variations in ongoing human experience. 

While recognising, as Denzin and Lincoln (1998) do, that researching other peo­

ple's lives is a complex task, I have adopted a case study design, which acknowledges 

this complexity by deploying 'a wide range of interconnected interpretive methods', 

to illuminate and 'to make more understandable the worlds of experience that have 

been studied' (Denzin and Lincoln,1998, p.24). 

Case studies can take on various forms and be used in different contexts in 

fields such as medical, social work and psychology, but in relation to my study it is 

defined as qualitative educational research (Yin, 19(4). The Cfl.'ie study is discussed 

and defined in more detail in the following section, outlining problems in relation to 

the case study, and developing the argument 8..'> to why it is an appropriate design 

for my research. 
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3.2 The Case Study 

Stake (1998, p.98) describes the case study as 'Something that functions, that oper­

ates; the study is the observation of operations. There is something to be described 

and interpreted'. The case study, then, is an attempt to gather in-d<,pth data, so 

that a specific instance or phenomenon Illay be understood (Robson, 1993; Yin 1991; 

Stake, 1995) through the deployment of a variety of research methods. Thongh these 

methods are often considered to be common to the case study, criticisms have been 

made because of the way in which the case study has been defined by the mdhodol­

ogy rather than the focus being upon the object that is being studied (Stake, 1994). 

Other criticisms suggest that it provides little basis for generalisation beyond the 

case itself, and that the data lacks credibility because of the lack of rigour applied 

in collation, resulting in doubtful evidence and researcher bias (Yin, 1994). 

My aim is to present a concise and developed discussion that demonstrates how 

the case study is an appropriate tool for enabling 'the study of the particularity 

and complexity of a single case, coming to understand its activity within impor­

tant circumstances' (Stake, 1995, p.xi), as well as addressing the criticisms noted 

previously. 

The case study is initially defined as the object or instance that has been chosen 

to be studied (Stake, 1994), which, in relation to this study, is the examination 

of the literary environment that Y6 children are immersed in, with non-specialist 

English teachers, and the impact of the NLS upon that. It is ba.'.;ed on a natural­

istic paradigm with phenomenological orientation: the research examines the many 

different influences that contribute to the construction of literary events in a real 

life context, with particular focus on the way in which the children and the teacher 

experience and behave when interacting with each other and with poetry. 

Each literary event observed involved a variety of data sources including the Lit­

eracy Co-ordinator, the teacher, the children, the poem, and the NLS. The 'multiple 
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realities' experienced by the Literacy Co-ordinator, teacher and children when inter­

acting with each other and with the text, were explored further from a phenomeno­

logical perspective. In order to understand and interpret the literary processes in 

which the subjects were involved, I had to be immersed in the contexts that they 

were experiencing (Moustakas, 1994). 

If 'the dimensions of research provide a "road map" through the terrain that is 

social research' (Neuman, 2003, p.39), then it could be concluded from this initial 

definition that the case study marks out a road in the l"<'scarch process by includ­

ing elements that are generic to research design as a whole through design, data 

collection and analysis, recognition of problems and writing (Yin, 1994). 

3.2.1 Types of Case Studies 

In using the term case study, Stake (1994, p.236) argues that some may use it 

because it draws attention to the question 'What can be learned from the single 

case?' This question is intrinsically linked to the research questions, which underpin 

the study as a whole, and which ultimately define the type of case stuely choson. It 

is important for the purposes of this study to define clearly the type of case study 

used, so avoiding the ambiguity, and to justify reasons for methodological choices. 

Stake (1998) defines three types of case study in order to show how researchers 

study cases for different purposes. They are the intrim;ic case study, the instru­

mental case study and the collective case study. Firstly, the intrinsic c11.<.;e study 

is undertaken solely with the interest of the case being at the heart, because it is 

interesting in and of itself, rather than having external aims or objectives as the 

main motivating factor of the study. Secondly, the instrumental case study is used 

to highlight a particular issue or theory so the case becomes the facilitator by which 

the external aims and objectives of the study are achieved. Thirdly, the collective 

ca."le study is to do with the study of multiple cases, which enable knowledge to be 
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gained about a certain phenomenon or group population to enable wider generalisa­

tions to be made about such representative cases. Stake (1994) warns that these are 

not prescriptive labels that case studies neatly fit into but are 'heuristic' in nature, 

so allowing discovery rather than dictating a function. 

I chose two case studies for this study, which simultaneously embody elements 

of both the intrinsic and instrumental designs described by Stake (1994), and Yin's 

(1994) embedded approach. The examination of literary environments that Y6 chil­

dren are immersed in in each school constitute the single case, within which the 

teacher, the Literacy Co-ordinator, the children, the NLS, and the EngliHh policy 

are sub-units of analysis. The intrinsic aspect of the study relates to my ongo­

ing interest in children's experiences of poetry and has been the focus for research 

conducted at BEd (Cumming, Unpublished BEd, 1993) and ~IEd level (Cumming, 

Unpublished MEd, 1998). The two case studies arc aIHo instrumental, for they have 

been chosen to advance understanding on the kind of literary environments that 

children are engaged in with non-specialist teachers of English, and the influence of 

the NLS on that environment, so involving and relating to other research in this do­

main. Stake (1994, p.237) notes: 'Because we simultaneously have several interests, 

often changing, there is no line distinguishing intrinsic C8.<;e study from instrumental; 

rather a zone of combined purpose separates them.' In the context of my research, 

it is important to acknowledge that I have a greater instrumental interest in the case 

than intrinsic, and that this is reflected in the methodology chosen. 

3.2.2 Case Study Methods 

Careful thought was needed to determine what methodologies would be most appro­

priate in capturing the complexity of real-life literary environments in the context 

of the Y6 classroom. Stake (1994) describes how the methods for intrinsic and in­

strumental C8.<;e studies are different, with intrinsic methodologies focusing more on 
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the uniqueness of the case, while the instrumental methods focus on issues that 

other researchers and theorists have raised. Stake (1994, p.237) summarises the 

characteristics of the instrumental ca.'.;e study: 

A particular case is examined to provide insight into an issue or refine­

ment of theory. The case is of secondary interest; it plays a supportive 

role, facilitating our understanding of something clse ... The choice of the 

case is made because it is expected to advance our understanding of that 

other interest. 

As the focus of this study is on examining the literary environments Y6 children 

are immersed in, with special reference to poetry, it is the instrumental nature of 

the cases that are reflected in the methodologies chosen. 

To gain a rich description of the literary environments, I needed to be involved 

in literary events with the teacher, the children and poetry, so that I could observe 

the interactions that were taking place. I also needed to have contact with the 

teacher and children on an individual basis to discuss their experiences of literature 

and literacy and related issues, as well as the Literacy Co-ordinator to discover 

what kind of impact his/her role had OIl the literary environment. It was also 

clear that I needed to examine the English policy and the NLS documentation, 

and to observe and report on the way in which these documents were perceived, 

interpreted and utilised in shaping or influencing a literary event. In o1"(1<'r to do 

this, I negotiated access (see 3.3.4) to two Y6 classrooms in two separate schools and 

was given permission to interview key subjects, observe poetry lessons and collect 

and analyse relevant documentation, such as the English policy, lesson and term 

plans. The following methods were chosen as the most appropriate in enabling the 

collection of a rich depth of material that would illuminate the complexity of a 

literary event: 
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• Interview with the Literacy Co-ordinators; 

• Interviews with the Y6 teachers; 

• Interview with the children; 

• Observations of Y6 lessons focused on teaching poetry; 

• Analysis of the poetry books that the children had at home; 

• Document analysis of the English policy, the NLS and teachers planning for 

poetry lessons. 

These are discussed in more detail in section in 3.3 and 3.4 

In a postmodern climate of constructivism where the emphasis is upon what 

the individual perceives to be the truth (Von Gla.'icrficld, 19!)5), Shipman (19!)7, 

p.106) believes that: 'Even the most straightforward situation can be constructed 

so that each participant has a singular interpretation of its reality. Sooner or later 

researchers publish and however hard they try to reflect the range of views, it is their 

account which appears.' However, as Stake (1998) explains, though communication 

from the researcher to the reader will change the individual's unique cognitive ca­

pacity to &"lsimilate what is being communicated, there should be some sense of a 

common code of experience whereby similar meanings can be attributed to it. In the 

collation of data one of the major strengths of the case study d('sign is perceived to 

be the multimethod or triangulation approach (Denzin, 1978; Williams, Karp, Dal­

phin, and Gray, 1982). This is considered as contributing to the validity of what is 

being communicated because of the 'process of using multiple perceptions to clarify 

meaning' (Stake, 1998, p.97), thereby allowing the cross-checking of data to guard 

against researcher bias and present a fuller and more comprehensive picture of the 

phenomenon being studied. By using multiple triangulation in the methodology 
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the reliability and validity of the study can be strengthened (Hakim, 1987; Robson, 

1993; Silverman 2001). 

One of the difficulties of such an approach is the integration of the mult.iplcs of 

data collected (Burgess, 1982a), as different accounts of the same situation result 

in a complex and thick description of subjects and eveuts (Burgess, HJ84; Neuman, 

2000). Sayer (1992, p.223) suggests that this can he resolved if: 'The meaning of 

each part is continually re-examined in relation to the meaning of the whole and 

vice versa', achieving greater credibility to the evidence of the individual accouuts 

and the narrative as a whole. While methodological triangulation can still lead 

to data being mis-interpreted by the researcher, Shipman (1997, p.10G) suggests 

that: ''friangulation is an acknowledgement that social research is rarely decisive 

and that confidence is often best established by colh:ting and presenting a numlwr 

of viewpoints. ' 

The case study design is an approach that encourages the complexity of a par­

ticular phenomenon to be explored in a holistic and meaningful way, allowing both 

the common and the particular of a case to be exposed (Stake, 1994). Stake (1994, 

p.237) suggests that the case study will probably result in something unique and 

that: 'the more the object of study is a specific, unique, bounded system, the greater 

the usefulness.' In discussing the case study design in relation to my own research, 

my emphasis is the same as Stake's (1994, p.246): 'on learning the most about 

both the individual case and the phenomenon, especially the latter if the special 

circumstances may yield unusual insight into an issue.' 

3.2.3 Problems Relating to the Use of Case Study 

The problem with focusing upon the uniqueness of a ca.'le is that this reduces the 

opportunity to generalise beyond the time, space and events of that particular case 

study design. This is a particular criticism of the case-study design (Denzin and Lin-
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coIn, 1998; Punch, 1998; Bryman, 2001), but Stake (1998) warns that details of the 

case studies can be ignored or overlooked because the desire to make generalisations 

overrides everything else. 

While it seems clear that there are dangers in making generalisations from such 

distinct ca..'le studies, Stake (2000, p.22) suggests that knowledge gained from an 

understanding of the individual case can be open to naturalistic generalization: 'ar­

rived at by recognising the similarities of objects and issues in a:ld out of context 

and by sensing the natural covariations of happenings.' Indeed, the application of 

Stake's (1994) instrumental and collective ca..'le study designs encourage generalis­

ability through reference to relevant theoretical constructs or issues and comparative 

analysis.' Lincoln and Guba (2000, p.38) argue that: 

While the idea of naturalistic generalisation has for IlS a great deal of 

appeal (for we surely agree with Stake that case studies have a great 

deal of utility in assisting reader understanding by inducing naturalis­

tic generalisations), we do not believe that it is an adequate sul>Htitute 

or replacement for the formulistic or logical generalisations that people 

usually have in mind when they use the term 'generalisation'. 

Instead, they use a term developed by Cronbach (1975): the working hypothesis. 

Cronbach states (1975, p.125): 'When we give proper weight to local condition, any 

generalisation is a working hypothesis, not a conclusion.' Lincoln and Guba suggest 

that generalisations should come later, if at all, and that if one situation is to be 

compared to another then both contexts need to be known and understood well 

before an appropriate judgement can be made. Stake (1994) also acknowledges the 

need to understand the complexities of the individual ca..'le before it can be placed 

in a wider context. 

This study is not large enough to enable generalisations about the wider popula­

tion, rather it would encourage, as Stake (2000) suggests naturalistic generalisation 
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to take place as a result of the reader constructing his/her own interpretations and 

recognising commonalities in the case studies. However, generalisations are made 

between the two case studies that take the form of working hypothesis, a..., discussed 

above. Lincoln and Guba (2000, p.40) suggest that the power of any working hy­

pothesis in its transferability from one context to another is dependcnt upon: 'the 

degree of fittingness', the similarities between the two contexts: 'The person who 

wishes to make a judgment of transferability needs information about both contexts 

to make that judgement well'. Through the collection and analysis of the data, I 

have attempted to capture the uniqueness and the commonalities of each case and 

present them as 'working hypothesese', proposed points of generalisability which 

appear to be transferable when comparing cross-case results (Yin, 1994). 

I have sought to address the problem of generalisability through encouraging the 

reader to make naturalistic generalisations and locating my research within the so­

ciohistorical, political and pedagogical domains, the issues and theoretical concepts 

of which were raised in Chapter 2, and will be demonstrated through analysis of the 

data in latcr chapters. 

3.3 Methods of Data Collection 

In order to gain access and insight into Y6 children's literary experiences of poetry in 

the classroom and the interactions of the different participants in constructing such 

an event, I needed to have access to the data and record it using the most appropriate 

methodological tool for the context. In the following passage the methodological 

processes involved are discussed to demonstrate how this was achieved using a ca.'le 

study design. 

I decided to present the methodology as a chronological account rather than by 

introducing each tool in a discrete category. After consideration, I felt the chrono­

logical approach to be a more appropriate and realistic way, as this reflected the 
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way in which methodological tools had been used according to the context in which 

they were needed throughout the period of data collection. This demonstrates, as 

Denzin and Lincoln (2000, p.22) suggest, that; 'A re1-lcarch design describes a flexi­

ble set of guidelines that connect theoretical paradigms first to strategies of inquiry 

and second to methods for collecting empirical material'. Thi1-l flexibility allows me 

to portray the methodology process in a way that I feel is the most realistic and 

helpful at this stage while keeping the flow of narrative throughout, so that, as Stake 

suggests (1995, p.134); 'The report may read something like a story'. 

Throughout the research process, the role of the researcher as an instrument 

of data collection remains a crucial position and 'is intimately connected to how 

the researcher views the purpose of the work-that is, how to understand the social 

setting under study' (Janesick, 2000, p.384). A researcher can be both methodical 

and actively creative in the application of techniques of data collection, according 

to the context, the social situation and the participants involved. 

The data collection methods used with the two case studies were: 

• Interview 

• Observation 

• Field notes 

• Audio-recording and transcribing 

• Collection and examination of written documents 

3.3.1 Choice of Instruments for Data Collection 

I chose to use the interview for data collection because as Robson (1!)93, p.229) 

suggests, it 'has the potential of providing rich and highly illuminating material' 

accessing the beliefs, value, meanings and perceptions of research participants that 
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underpin their actions. Whilst there is the riHk of bias and concernH over reliability 

due to lack of standardisation, these can be overcome by employing reflexivity (sec 

3.3.2 Role of Researcher) and triangulating data, so that interpretations are made 

from a firmer evidential ba.'.;e. Interviews are time-consuming and demand Hkilful 

preparation and practice, but I felt that the time and effort was worth investing 

because of the power of discovering the participants' understanding of thcmHelves 

in the literary environment (Punch, 1998). By constructing qneHtions that had a 

phenomenological emphasis it also gave research participants a stronger voice in the 

study, and provided a greater depth and inHight into the diffl'r('nt elements that 

constitute a literary event. 

The observations of the teacher teaching poetry to a select group of children, 

allowed direct access to practice and complemented the information collected during 

the interviews. However, serious concerns have been raised over the extent to which 

the observer is influencing what is being observed, bringing into qlteHtion how much 

of it is (Robson, 1993, p.191) "real life' in the 'real world." RccogniHing that this 

was an issue in conducting my own observations I choHe to be a 'simple obHerver' 

(Adler and Adler, 1998), that is, I observed the lessons from close proximity but 

did not participate in the proceedings. Though my presence would still have had 

some effect over the way in which the participants interacted, I had atkmpted to 

minimise that influence while maintaining a highly unique vantage point. 

Field notes taken during observations were used to supplement the transcripts 

of the lesson, which recorded only verbal interaction. They also included basic 

information such as the time, the data and the place. I3y noting down seating plans 

of children, position of teacher and pupils throughout the ICHHon, body language, 

activities and responses that were non-verbal I uHcd the information to contribute 

to the thick description of each literary event. Initially, the children were diHtracted 

by my note-taking but soon 10Ht interest in my field notes, once I had shown them 
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to them. 

After gaining permission from the participants, I used audio-recording and tran­

scribing for interviews and observations to obtain a more accurate and complete 

record of verbal interactions than I would have been able to record if I had tried 

to write down the speech as it occurred. Reactivity can increase consi<iC'rably with 

the presence of a recording instrument (Sapsford and Jupp, 1996) so I used a small 

unobtrusive tape-recorder at all times to be as discrete as possible. It can be ex­

tremely time-consuming when transcribing data, however, this is outweighed by the 

reliability of the data collected and its richness. 

Specific documentation was collected to ascertain its purpose in the context of 

contributing to a literary event: the English policy, lesson plans, and lists of the 

poetry books that the children had at horne. In both schools the English policy was 

written before the research was presented to the school so they were non-reactive. 

However, the other documents were written while the research was taking place so 

this could have altered the way in which the participants recorded details. 

Some of the limitations of the data instruments are reduced by implementing 

them as a combination and cross-checking data from a number of sources. This is 

an important step that can strengthen the reliability and validity of the study. A 

more detailed discussion on how each of the methods were implemented is presented 

in 3.4 Selection Procedures and in 3.8 and 3.9. 

3.3.2 Role of Researcher 

Janesick (2000, p.389) notes: 'Because qualitative work recognises early on the per­

spective of the researcher as it evolves through the study, the description of the role 

of the researcher is a critical component of the written report of the study.' 

My role as a researcher played a central part in the methodological process, 

particularly in the way that I employed my personal traits to obtain data. From 
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the outset of the study and throughout, the following traits influenced the research 

process. I was a female in my late twenties who had been an English student at 

college on a primary BEd course for four years before qualifiying and working for 

two years fulltime at a primary school. I was therefore part of the primary culture 

and profession. I then went onto study an MEd in Education while still maintaining 

contact and experience in the field by carrying out supply teaching. 

These traits affected the research process in a positive manner for they helped to 

determine what topic I would select to study and my approach to it. Burgess (1984) 

notes how age, sex and biography can all affect the study in terms of gaining ac­

cess, acceptance and the formation and development of relationships. In considering 

which field of topic to address I took my traits into account; they were in fact advan­

tageous because I had been part of the primary culture and had detailed knowledge 

and experience of it. This meant that I had contact with various individuals within 

local schools and that I could identify with those I would be interacting with, so 

gaining access to the kind of data I needed. Due to the nature of the research topic 

chosen my personal traits became an integral part of the research process, which al­

lowed me to successfully become an effective 'research instrument' (Janesick, 2000, 

p.386). However, I was also aware that familiarity with the field due to my status 

as a teacher, could result in important themes being overlooked. I approached the 

study with this in mind, and attempted to consistently exercise self-reflection and 

gather as much detailed data as possible from various sources in order that repeating 

patterns significant to this study would not be masked. 

As the role of the researcher is central to the research process, any bia.'>Cs and 

values the researcher has must be made explicit. In acknowledging that research 

is unlikely to be value free (Denzin and Lincoln, 1998; Bryman, 2001) being self­

reflective and developing reflexivity in regard to known bia .. '>es and beliefs can place 

them appropriately in the context of the aims, purposes, influences and interprcta-
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tion of the study. 

As noted before, I had been part of and understood the primary culture in which 

I was researching. I also had an interest in the teaching of poetry and the ways in 

which children respond to it. From the reading of relevant literature and through 

my own experiences in schools I have developed a growing concern that poetry may 

not be taught well through the NLS, while in parallel my interest has grown in the 

theory of socio-constructivism as being an appropriate and effective way to teach po­

etry to children. I was also very aware that I needed to develop reHexivity to guard 

against bia."les in my observations and interpretations, as my study was designed 

to investigate literary environments rather than test out hypotheses. I did this by 

keeping a reflective journal of the research process and my role as a researcher (Den­

zin and Lincoln, 2000) and tried to identify when my own beliefs were obstructing, 

masking or shaping the data collection and interpretation in ways which were re­

stricting or distorting meaning and understanding of what was being observed. I also 

sought to provide an analysis that would strengthen the reliability and validity of 

the study. This incorporated the participants' beliefs, values and attitudes through 

a phenomenological perspective using a semi-structured interview approach, with 

observational data that demonstrated the participants in action through field notes 

and audio-transcripts of the lesson. 

Through awareness of my own bia."les and by practising reflexivity my role as a 

researcher was an integral part of the research process, which added to the depth of 

the analysis of data collected for this study. 

3.3.3 The Management and Presentation of Self 

In order to obtain the kind of data I required from the different individuals I was 

interacting with I needed to create different identities based upon my traits. Through 

careful management and presentation of self I decided to dispel the ambiguity that 
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surrounded my status, since people were unclear as to whether I was a student, a 

teacher or researcher. Initially, people responded to me for my perceived status, 

which differed depending on who they were and our developing relationship. For 

example, on initial meetings with pupils they saw me as an authority figure and 

this could have hindered access to the required data. Access to their world, Thorne 

(1993) suggests, can be made easier by playing down the authoritative and the adult 

role. The teachers were also concerned that I had come to check up on their teaching 

on behalf of the college (the University of Gloucestershire was named Cheltenham 

and Gloucester College of Education of Higher Education during the period of my 

data collection). By making it clear that I had been a teacher before, but was now 

a student demonstrated that I identified with their experiences, and that my role 

was a non-threatening one. This management of self created a positive dimension 

within the research, primarily by allowing relationships to develop at different levels 

and with different expectations, so opening up access to richer data. As Knupfer 

(1996, p.140) states: 'We must continually keep in mind that not only are we trying 

to make sense of persons in the culture, but they are trying to make sense of us'. 

Throughout the study, I maintained flexibility in my role as a researcher, de­

pending on who I was interacting with and the context. This led to development in 

my relationships with individuals, especially with the teachers and contributed to 

my changing roles as a researcher. 

3.3.4 Access 

Gaining access into a chosen area of study is a sensitive part of the research project 

(Denzin and Lincoln, 1998), which Robson (1993) points out is helpful to see as on­

going process requiring continuous negotiation rather than a single event that occurs 

at the beginning. The development of relationships is crucial in the negotiation and 

renegotiation of access. 
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Previous teacher experience and knowledge of key people facilitated the process 

of initial access into two institutions that fitted the criteria (sec 3.4) for my study. For 

the purposes of this study, to preserve anonymity I have called those two im,titutions 

Chadwick school and St. Albans school. A person with a key role in the institution 

that is to be the focus of study can be considered by some researchers as 'the 

gatekeepers who can grant access' (Burgess, 1982b, p.17), so in knowing the Head of 

St. Albans school and the Deputy Head of Chadwick school, initial entry into those 

schools happened in a relatively straightforward manner. I knew the Head Teacher 

of St. Albans school through attending the same church for some years, and was 

able to approach her informally and gain verbal permission to carry out my research. 

My relationship with the Deputy Head of Chadwick school was also of a relatively 

informal nature due to teaching in the same year group for two years at a previous 

school. I approached him informally and then wrote a formal letter explaining my 

research proposal which he then took to the Head and obtained verbal permission 

(see 3.4.1 for selection of schools). 

Though access seemed to proceed in a relatively uncomplicated manner, Burgess 

(1984) warns that in practice it is not often straightforward and suggests keeping 

detailed field notes on initial contacts, as these can be very revealing and can aid 

in modification of the research design and questions to be a....,ked. I soon discovered 

that initial access was just the beginning of a continual process of negotiation and 

renegotiation in a study that had 'multiple points of entry' (Burgess, 1984, p.49) , 

where gatekeepers can both open up and restrict access to the researcher. 

3.3.5 The Gate Keepers 

Who you gain access by can be problematic to the study. Fetterman (199S) warns 

how knowing and gaining access through a powerful member of the community can 

influence the way in which the study is perceived and ultimately jeopardise the data 



The Research Design 81 

collection. This became evident to me in the early stages of the research through 

the actions of the gatekeepers in both St. Albans school and Chadwick school. 

In both schools the gatekeepers made the decision to choose a Y6 teacher on 

the basis of the criteria outlined to them (see 3.4.5). They apparently discussed the 

proposals with the teachers and gained verbal permission for me to proceed with my 

study. During the first interviews it became clear that they had been chosen because 

the previous year they had supported their pupils in attaining a 100 percent pass 

rate at Level 4 in English. This implied that the Deputy Head and Head Teacher 

felt that teachers who achieved higher levels in the SATs were more likely to be 

able to teach poetry well, yet such criteria had not been mentioned in the sample 

requirements. 

Further to this, the Head of St. Albans school insisted that I observe the Y6 

teacher she felt was appropriate, even though she was also the Literacy Co-ordinator. 

This meant that I had to alter my research design in the initial stages, because the 

Y6 teacher had originally been a non-specialist in English and, despite this, had 

still been given the role of Literacy Co-ordinator. I felt that this added unique and 

particular interest to the case study as a whole. The Head, therefore, arranged the 

first meeting between myself and the Y6 teacher. 

Other problems arose when I initially met with the Y6 teacher of Chadwick school 

in a meeting arranged by the Deputy Head. It became clear whcn I showed her a 

copy of the research proposal that the implications of being involved had not bcen 

made clear to her. The Deputy Head had said that she had read the proposal and 

was happy to be involved but in the initial contact meeting she said she felt unsure 

about what I expected of her and was shocked when she learnt that I intended to 

observe her teaching poetry lessons. After a full briefing of the proposal she agreed 

to take part in the observations, but I felt unhappy that the study had not been 

made clear to her before she agreed to take part. 
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Much of the access that was granted was based on the gatekeepers and their 

relationship with others in the school, as they both had professional working rela­

tionships with their staff and had gained considerable respect. In the initial stages 

of my research I benefited from being associated with thc gatekeepers informally, 

and as they a<;sisted in defining my role as a credible rcsearcher this contributed to 

my acceptance. However, though access obtained by the gatekc('pcrs had seemed 

straightforward, as noted above, there were problems which had to be overcome by 

the researcher remaining' flexible and opportunistic' (Robson, Hm:3, p.2!J6). Bry­

man (2001) notes how access is not simply guaranteed because you have entered 

an organisation, it is access to people at different levels that is fundamental to the 

research, with further negotiation playing an important role in that process. 

3.3.6 Further Negotiation 

Once I had secured access to the settings and individuals key to the research I had 

to further negotiate contact with other key individuals and documentation crucial 

to the progress of the study. By becoming more independent in my negotiations, 

as it was no longer appropriate for the Head and Deputy Head Teacher to be the 

gatekeepers, and by continuing to master the management and presentation of self, 

relationships developed so giving access to the data. 

As well as making contact with the Y6 teachers I also needed to have access to the 

Literacy Co-ordinators of each school, and a group of six children in each cla<;sroom 

that would form a focused group for my observations. As the Literacy Co-ordinator 

in St.Albans school was a1:>o the Y6 teacher that I had been given permission to 

research it was straightforward to arrange an interview. In Chadwick school the 

Deputy Head who had been the gatekeeper, was also the Literacy Co-ordinator 

and having read the proposal said he was happy to take part in the research project. 

Access to the children was given through the Y6 teachers who felt it wa., unnecessary 
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to ask pupils' permission. As they were in loco parentis, I accepted their decision but 

felt that in order to enable a respectful working relationship to develop which would 

take into consideration the role of the child as knowledge holder and permission­

granter (Graue and Walsh, 1998; Greig and Taylor, 1999) it was important that I 

gained informed consent from the children. I did this in my initial meetings with the 

children by outlining the proposals of the research, in particular focusing on their 

involvement, making clear that anything they shared would be in confidence, and 

then asking if they would be happy to take part. 

It was not only access to individuals that was needed but also to documents 

such as the English policy, planning notes for the lessons and children's work after 

an observed session. This posed some problems at times for, although permission 

was given, teachers and Literacy Co-ordinators appeared reluctant to part with 

documentation when I tried to collect it. For example, in Chadwick school I had to 

ask five times for the English policy before it was eventually given. Plans for lessons 

were also difficult to obtain: in St. Albans school lesson plans were given once 

all the sessions were completed; in Chadwick school no lesson plans were written. 

Children's work was also hard to obtain from Chadwick school for the teacher often 

wanted to take work in to mark before giving me a copy. However, the marking did 

reveal useful insights into the way in which the teacher evaluated the work (4.7.2 

Subject Knowledge, Meaning). 

Further negotiations also had to be made over certain criteria set out in the 

research design. Originally, teachers from both schools had agreed that I could 

observe ten sessions of poetry involving each teacher, but due to other pressures, 

such as SATs, sports days, end of term concerts and other curricular events I was 

only able to observe five sessions each. Although this was a smaller amount than 

originally planned I was satisfied that with the interview data from the Literacy Co­

ordinators, teachers and children, the documentary analysis of lesson plans, written 
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work and the English policy that there would be a sufficient amount of data to 

provide a rich description of the case studies. 

As well as changing the observational schedule, the Level Descriptions of the 

children in St. Albans school also had to be re-negotiated (see 3.4.6), as there were 

very few pupils who could be described as attaining a Level 4 or Level 5 in Literacy 

according to National Curriculum Level Descriptions (DillE, 1999a). 

Negotiation affects the type and quality of data the researcher is given access 

to and can also reveal the pattern of social relationships. l3y remaining open and 

flexible I was able to incorporate the reality of working within a unique and complex 

field into the research design and obtain the data I needed. Yin (1994, p.52) suggests: 

'the flexibility of case study designs is in selecting cases different from those initially 

identified (with appropriate documentation of this shift) but not in changing the 

purposes or objectives of the study to suit the c&'le{s) that were found.' 

3.3.7 Research Ethics 

Ethical principles were established from the outset by gaining informed consent to 

access, and providing confidentiality and anonymity, with all data gathered being 

used exclusively for the purposes of this study. At each point of contact with a new 

subject I would explain the purposes of the research then ask for their consent to 

participate in the study, including permission to audio-tape, where appropriate. I 

also asked for verification that transcripts were an accurate representation of the 

participants views, where appropriate (see 3.8.2, 3.8.3 and 3.8.4). Confidentiality 

was assured for all research participants and it was made clear that names of schools 

and those that had different roles in those schools, would be changed to protect 

anonymity in the writing up of the report. Confidentiality was a central tenet of the 

methodology and one which was revisited throughout the data collection with the 

research participants. 
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3.4 Selection Procedures 

My selection procedure was a complex process, and Burgess (1984) suggests that 

the decisions made in this should be highlighted, so that the nature of the inquiry, 

theoretical underpinnings and the researcher's judgement are demonst.rated to be 

explicitly linked to the phenomenon under study. The following discourse outlines 

the selection procedure chosen and the justification for that choice. 

Case study choice was based upon the desire to select cases that would elicit 

similar results: 'a literal replication' (Yin, 1994, p.46), and also be instrumental in 

developing understanding of how literary environments are constructed. Yiu (19!J4) 

suggests that such an approach is more appropriate to a ca..'ie-study design where 

more than one case is being studied, rather than a sampling logic that intends 

to generalise findings as having universal implications. I used a replication logic 

that was grounded in a strong theoretical framework and selected ca."les that would 

provide insight and understanding into the way in which children responded to 

poetry taught through the NLS. I limited the number of cases to two because my 

intention was to provide rich, in-depth data for analysis, which would have been 

more difficult to achieve with more cases, due to time restraints. Each ca.'ie study 

was selected according to the following subjects: 

• Selection of schools 

• Selection of time 

• Selection of Literacy Co-ordinators 

• Selection of teachers 

• Selection of pupils 

• Selection of documents 
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With each of those subjects I identified specific criteria that would aid in giving 

greater depth and insight into the complexity of a literary event. 

3.4.1 Selection Sampling of Schools 

The two schools were chosen on the basis of socio-economic differences to determine 

whether such conditions encourage predictable outcomes in the way pupils are per­

ceived and treated and how they respond in class (see 3.10). Two primary schools 

were chosen according to this criteria, one with a predominantly working-cla."is in­

take and one with a predominantly middle-class intake, to examine whether different 

levels of support, expectation and standards attained in English in the school were 

influenced by socio-economic status (Willis, 1977). The main factor in identifying 

levels of socio-economic status in each school were the number of children eligible 

for free school meals, although rvIcCallum and Demie (2001) warn that it is just one 

of a number of measures that indicate social class. 

Chadwick school had just under 8 percent of pupils entitled to free school meals, 

according to the Ofsted Report carried out just after my research finished, and 

this is well below the national average. In contrast, St.Albans school was recorded 

by Ofsted inspectors in the same year as this study to have 28 per cent of pupils 

entitled to free school meals, and this was above the national average. For reasons 

of anonimity I have omitted references to the Ofsted Reports. 

There is a growing body of evidence to suggest that school performance is linked 

to socio-economic background (Gibson and Asthana 1988; Sammons, Thomas, Mor­

timore, Owen, and Pennell, 1994; Kelly, 1996; McCallum and Demie, 2001; Abrams, 

Mansell and moom, 2003). Political statements infer that schools have low expecta­

tions of such pupils (Goldstein and Cuttance, 1988; Murphy, 1992): 'In some cases 

the excuse has been that "you cannot expect high achievement from children in a 

run down area like this'" (DfEE, 1997, p.25). Yet, though evidence would suggest 
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that socio-economic status is related to achievement, Mac an Chaill (1996) argues 

that such conditions do not always have predictable outcomes. 

3.4.2 Selection Sampling of Time 

Data collection lasted just over one school year, covering the three-term cycle. In 

each term I collected different sources of data. Data needed to be collected within 

this timescale because the children would no longer be in Y6 by the following school 

year. The timescale of data collection proceeded as follows: 

In the Summer term of 2000 contact was made with the two schools, and I as 

researcher was given permission to carry out the study beginning in the Autumn 

term of that year. In September the Literacy Co-ordinator was interviewed, and the 

English policies were collected from each of the schools. The information from the 

policies and interviews were correlated to examine how the Literacy Co-ordinators 

perceived poetry, their attitude to its treatment in the NLS, and how they have 

worked with others, particularly the Y6 teachers, to translate this into a policy that 

suited their school. In particular, it was identified what kind of support was given 

to a teacher who is a non-specialist in English. As the Literacy Co-ordinator of St. 

Albans school was also the Y6 teacher, emphasis was placed on finding out what 

kind of support had been made available to her as a non-specialist in English taking 

on the Literacy Co-ordinator's role, and how she then supported other non-specialist 

teachers. 

Initial contact was also made in the Autumn term with both Y6 teachers where 

the structure and requirements of the study were laid out in detail and discussed 

together. Both agreed to take part in interviews and observation, although, as 

detailed before in 3.3.5, the Deputy Head of Chadwick school had not made the 

full proposal clear to the teacher. However, she agreed to take part. Teachers were 

notified as to the criteria for choosing the sample of pupils (see 3.4.6) and this was 
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renegotiated in St. Albans school, as there were felt to be no children at level 5 in 

English. Also, Spring term interviews were set up for the teachers and times were 

also given as to when children would be available for interviewing. Doth teachers 

gave me their email address so that contact could easily be maintained. 

During the Spring term the case study children were interviewed and made a 

record of the poetry books they read at home. The class teachers were also inter­

viewed. 

In the Summer term the observations of children being taught poetry through 

the framework of the Literacy Hour took place. Negotiations for observing lessons 

were constantly under review and subject to many changes due to sports days, school 

trips and preparations for concerts and leaver's services. I was able to observe one 

lesson on January 31st in Chadwick school, then the remaining four observations 

occurred in the Summer term on the 19-22nd June. In St. Albans school the 

observations also happened in the Summer term on the 2nd, 3rd, 5th, 6th and 10th 

of July. Once observations were completed, the teachers were interviewed one more 

time. After the lessons in St. Albans school, I collected term planning sheets and 

lesson plans, and from Chadwick school I collected term plans. A final interview 

was conducted with the Y6 teachers, which allowed time for them to reflect and 

discuss their involvement in the study and to allow me to probe further into points 

highlighted by data collected throughout that time. 

The timescale given was not the one that I intended to follow, for originally I 

had wanted to observe the children engaging with poetry over three terms to show 

how the teaching of poetry was developed over the whole school year, both through 

the NLS and the teacher's interpretation of the structure. However, in discussing 

the schedule in the initial contact meeting with the teachers I was told by both that 

in Autumn very little poetry was done, in Spring serious reviHion took place for the 

SATs' hence Summer, after the SATs' was the best and most appropriate time to 
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observe poetry in their classrooms. When 8.'iked if I could observe ten lessons of 

poetry in both schools the teachers originally said that this would be fine, but when 

the time came to observe I was only able to see five lessons in each classroom, 8.') 

both teachers cited other commitments that would get in the way of observations 

such as sports events, preparation for concerts and school visits. 

3.4.3 Selection of Literacy Co-ordinators 

Literacy Co-ordinators were selected from each school because research suggests: 

'that curriculum co-ordinators are playing a major role in whole-school curriculum 

planning and policy making and raising the collective confidence of staff in their 

subjects' (Webb and Vulliamy, 1995, p. 41). However, in relation to curriculum 

co-ordinators influencing teachers' pedagogies and supporting subject knowledge, it 

has been found that opportunities are limited. With literacy being given a higher 

profile nationally and in school (Beverton and English, 2000) Literacy Co-ordinators 

have had to implement the NLS, and in doing so, present aspects of the framework 

that they believe to be important. I was particularly interested in how Literacy Co­

ordinators addressed poetry, as this was a significant area highlighted in the NLS. 

Also, as the subject specialist within the school, I wanted to discover what kind 

of support and guidance the Literacy Co-ordinator provided for the non-specialist 

teacher and their role in influencing the wider literary climate in which children are 

immersed. 

3.4.4 Selection of Teachers 

The criteria in choosing the teachers were that they taught in a Y6 class and that 

they were non-specialists in English. The reasons for choosing such a sample was to 

examine how non-specialists interpret the NLS with specific focus on poetry, and to 

illuminate the complex relationship between beliefs and practice about teaching and 
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learning in the classroom (Gipps, McCallum and Drown, 1999). I was particularly 

interested in teachers' views on ability, socio-economic status, and gender issues 

concerning their pupils and how this influenced action. 

As the teacher at St.Albans school was also the Literacy Co-ordinator I wa.'l 

concerned that this would compromise my focus on non-specialists in English. How­

ever, when discussing the background training the teacher had had, it appeared that 

she had only received recent training in implementing the NLS in her school, and 

had little experience of English in education after GCSE's. I felt that this training 

did not significantly change her position as a non-specialist, and added a unique 

dimension to the case study. 

As the implementation of the NLS has been received with a mixed response by 

teachers (Deverton and English, 2000) and primary teachers' identities have had 

to adjust to new demands and expectations (Woods and Jeffrey, 20(2) my study 

investigated how Sarah in Chadwick school and Chloe (both names are psuedonyms 

to preserve anonymity) in St. Albans have responded. I focused on their beliefs 

about the role of poetry in their classroom and how that was translated into practice. 

3.4.5 Selection of Pupils 

The sample of pupils was originally to consist of six Y6 children in each school, three 

boys and three girls, with one group coming from a high socio-economic background 

and the other from a low-socio-economic background. In each group there wa.'l to be 

a boy and a girl at Level 3, Level 4 and Level 5, according to the a."sessment of the 

teacher in matching those children to the relevant Level Descriptions for National 

Curriculum for English (DfEE, 1999a). The reasons for these specific criteria are 

discussed below. 

The choice of pupils from differing socio-eeonomic background is significant be­

cause of recent research, which suggests that the gap between such backgrounds 
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has not closed (Abrams et al., 2003). The Ofsted Report's definition of disadvan­

taged pupils is derived from similarities of characterh:;tics between schools that have 

a rather high proportion of pupils not achieving the level of that of a 'typical' pupil. 

They are: number of pupils in the school; free school meals; number of pupils de­

fined as special needs; number of bilingual pupils. The main factor used to describe 

disadvantaged pupils is the eligibility for free school meals, so this wa .. 'l the defin­

ing characteristic in choosing the sample base of pupils from the school with a low 

socio-economic intake. In the school of high socio-economic intake the teacher chose 

pupils whose parents had jobs in the professional sector, indicating that pay would 

be significantly greater than those children eligible for free mcab. 

Perceived ability of a pupil has particular significance in the final year of primary 

schooling, and the way in which this impacts the teacher's delivery of poetry and 

expectations of children's responses will illuminate the beliefs, values and attitudes 

teachers hold in relationship to achievement. I3lunkett's target of 80% of 11 year 

old children expected to reach a Level 4 in English by the year 2002 (DillE, 1998), 

followed by the publishing of the results in performance league tables has had a 

marked effect on the structure and content of Y6. Accuracy of LevcI Descriptions 

have become important in relation to the SATs, with a school's failure or success be­

coming increasingly dependent on whether a child has reached a LevcI4 Description 

for English in the Y6 tests. 

However, it also needs to be recognised that ability is a complex term that is 

open to interpetation and discussion. While it is a recognised practise that Level 

Descriptions, as laid out in the National Curriculum, provide a benchmark for the 

skills and cognitive processes pupils are expected to demonstrate at a certain age, 

this has come under much criticism. The standardised levels of attainment seem 

contrary to the idea that each pupil is an individual, not taking into account the 

chain of factors that influence educational achievement, such as motivation, oppor-
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tunity, organisation, background, intelligence and teaching (Beadle, 2006). While 

critics (Eysenck,1973; Ceci,1990; Herrnstein and Murray, 1994) agree that test scores 

can predict school achievement effectively, they argue that to ba .. "ic a conc('pt of in­

telligence on these test scores alone is limiting and ignores many other important 

aspects of mental ability. Indeed Carroll (1993) identified over seventy different abil­

ities using a variety of tests. The term 'ability' then, is used in this study to refer 

to a wide range of characteristics demonstrated by the pupil such as persistence, 

interest in the subject, teacher and peer interaction, as well as examining the way in 

which testing and level descriptions in English shape the teacher's perceptions and 

treatment of pupils, and pupil's responses to this. 

It has been recognised that differences in gender have some bearing on the way 

in which children respond to English (Wade and Sidaway, 1990; Kelly, 1996; Myhill, 

1999). In A review of Primary schools in England, 1994-1998 by Ofsted (1999) 

they noted that the gap between girls and boys was significantly high in levels of 

attainment: about 16% between them at Level 4, and 50% at Level 5 with girls 

achieving at the higher level. Research has shown that teachers have strong stereo­

typical images of boys' and girlH' interest in English, which contradict the pupils' 

own preferences (Myhill, 1999). With poetry being traditionally seen as being more 

appropriate for girls than for boys, this study examines teachers' expectations of 

the role of gender in influencing children's responses to poetry, and whether these 

expectations are observed in the lessons. 

In implementing the sample design it became clear that it needed to be more 

flexible to incorporate the individuality of each school. In discussing the criteria for 

the sample in Chadwick school the teacher was able to provide a Y6 Level 3, 4 and 

5 boy and girl but in St. Albans school the teacher said that she felt there were no 

children at Level 5 within her class of mixed Year 5 and Year 6, and only one girl 

at Level 4. As a result of this a boy and girl were chosen with Level 2 and Level 3 
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Descriptions, and a boy who was upper Level 3 was chosen alongside the only Level 

4 girl in the class. 

When observing the pupils from Chadwick school the Level 3 girl was away on 

holiday for a significant period and was only observed once. When I asked if she 

could be observed in lessons once she had returned from her holiday, the teacher 

apologised but said that she had a number of events that would get in the way of 

her teaching any more poetry that Summer term. The amount of data collected on 

this research participant is limited compared to others, but is still included. 

3.4.6 Selection of Written Documentation 

I analysed the English policy documents in order to understand the philosophy of 

English teaching, the intentions of the Literacy Co-ordinator in developing English 

within the school and the classroom approaches that were advocated. Merchant 

and Marsh (1998) note that the policy is influenced by both internal and external 

pressures and that the Literacy Hour is a powerful external influence on shaping 

classroom practice. The policy gives a unique insight into the interplay between ex­

ternal and internal influences and highlights the values, attitudes and beliefs about 

English that each school holds. To achieve a greater depth of knowledge about how 

the policy functioned within the school I also interviewed the Literacy Co-ordinator 

and the teacher upon the subject, as Shipman (1997, p.106) warns that: 'Documen­

tation is a long chain of events open to interpretation and misunderstanding'. 

I also collected teachers' individual lesson plans to see how poetry was inter­

preted and translated from the NLS, and to discover whether what had been written 

down was followed in practice. Lesson plans showed how teachers structured poetry 

sessions demonstrating the influence of the NLS, the classroom approaches they pre­

ferred, a..<;pects of poetry they perceived to be of importance, and the responses they 

expected. When children wrote written responses to poetry this was also collected 
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and a~lalys?d providing another rich layer of data to consider alongside their verbal 
.~ ~ 

resporises. I 

Children also wrote lists of poetry books they had at home, and brought in any 

written poetry that they had done outside of school requirements. 

3.5 Interviewing 

Semi-structured or informal interviews as defined by Robson (1993), were conductt'd 

in several stages to provide rich and descriptive data on the way in which literary en­

vironments are constructed and understood. The purpose of the informal interview 

is, that though it still has a specific research role in gaining access into situations 

(Burgess, 1984) the nature of that role is more implicit with a structure open to 

modification depending on where the 'conversation' is going. With a conversational 

style the semi-structured interview appears to be, and may fed more natural and 

easier to conduct. While some researchers polarise structured and unstructured 

interviews, suggesting that the unstructured interview is conversational while the 

structured is not (Burgess, 1982c; 1984), Holstein and Gubrium (1997, p.113) argue 

that all forms of interviews are conversational: 

interviews are special forms of conversation. While these conversations 

may vary from highly structured, standardised, quantitatively oriented 

survey interviews, to semi-formal guided conversations and free-flowing 

informational exchanges, all interviews are interactional. 

Though I agree that the interview is a form of cOllversation, I recognise that it is 

different from the social interactions that take place everyday between individuals 

(Robson, 1993). Rather, the interviews were conversations, whereby I employed 

certain strategies to gain access to the participants' thoughts, feelings, meanings and 

interpretations, remembering that (Fontana and Frey, 1998, p.73): 'each individual 
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has his or her own social history and an individual perspective on the world.' The 

interviews took the form of: 'a conversation with a purpose' (Robson, 1993, p.228) 

and my intention was that all the interviews should be conducted in an informal 

and open way since I desired to immerse myself in the culture and the context in 

which literary events occurred. 

Crucial to these conversations were the nature of the relationships between the 

respondent and myself, for the quality of data can be affected and access enhanced 

or restricted by the way in which the interviewer and interviewee relate. Listening 

with interest to what the respondent has to say is perhaps one of the most important 

skills employed in the interviewing technique (Punch, 1998), thereby showing interest 

and genuine curiosity about what they are sharing (Burgess, 1984; Maykut and 

Morehouse 1994). 

I needed to think carefully about the way I presented myself to the different 

research participants, so that our developing relationships encouraged them to share 

their meaning and understanding of the world as they perceived it. It was ea.,>ier for 

me to identify with the Literacy Co-ordinators and the teachers, for I had experiences 

similar to theirs and understood the context of the situations they were in. I also 

had genuine interest in what they had to share. I was aware from research that it 

is much harder to gain access to a child's world (Knupfer, 1996) without adult bias 

dominating any interpretation of what is observed, and there have been many that 

have suggested that children have their own cultures that are defined by rules and 

rituals that are inaccessible to adults, both in their position and their understanding 

(Opie and Opie, 1959; Fine and Glasner, 1979). Writing transcripts up and placing 

them within the study can also be problematic (Allison and Prout, 1990; Boyden, 

1990), as the adult's voice can all but silence the children. Knupfer (1996) suggests 

that it is very important that biases are made explicit and then reflected upon 

throughout the study. I adopted a different approach when interviewing the children 
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(see 3.8.4), and also resisted the temptation to refine the use of children's grammar 

when transcribing, as it would have altered the way in which the children were 

represented and seen (Knupfer, 1996; Fetterman, 1998). 

In order to make the participants feel at ease and to aid rapport, I gave careful 

consideration to the impression that I wa.<; creating, not only in what I said, using 

terminology that they were familiar with during interviews and discussions, but also 

in my nonverbal communication: 'Looks, body postures, long silences, the way one 

dresses-all are significant in the interactional int<'rview' (Fontana and Ft·Py, 1998, 

p.68). 

Listening is considered an essential part of a dynamic and active dialogue be­

tween interviewer and interviewee. McCracken (1988) notes how the researcher can 

be the ideal conversational partner showing great interest in what the participant 

has to say without needing to take a turn in the conversation. However, it is im­

portant that the researcher shows expression when the interviewee is talking, to aid 

openness, and to remain alert to what is being said in relations to key phrases and 

terminology that might need further probing. The combination of structure and 

flexibility allowed productive lines of enquiry to be followed up with appropriate 

probes, while questions that received little response could be discarded. However, 

an apparent lack of response to questions needed to be handled with care (Goetz and 

Ie Compte, 1984), for the interviewee might be trying to evade an issue which reveals 

important information for the study. For example, the Literacy Co-ordinator in St. 

Albans school tried to avoid discussing the English policy. After further probing she 

revealed that her predecessor had actually written the policy, and she had not read 

it. 

By employing various strategies throughout the interviews I was able to uncover 

assumptions that were made by the participants by encouraging them to delve deeper 

into the answers they had given. I did this by using probes sneh as Patton (1990) 
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suggests, detailed oriented, elaboration and clarification probes. I also listened for 

any anxiety or fears that the participant expressed either through the tone of their 

voice or what they said. In particular, the Y6 teachers seemed very anxious in their 

initial interview that the information they shared would be in confidence. Sarah from 

Chadwick school asked a number of times whether she was answering the questions 

in the right way. I answered her queries, as Fonatana and Frey (1998) suggest, by 

replying that it was her opinion that mattered, and reassured her hy telling her she 

was doing fine. 

I sought to actively listen throughout the interview, and this was reflected in the 

questions I asked in response to what they said. It was important abo to develop 

trust and confidence by supporting and encouraging the participant through verbal 

affirmation, nods, smiles and maintaining eye contact, responding positively to what 

they shared even when I did not agree with what they had said. 

Another important strategy in the development of trust and rapport with the 

subject was to share aspects of my own life experiences. Neuman (2000, p.370) sug­

gests that: 'A field interview involves a mutual sharing of experiences. A wsearcher 

might share his or her background to build trust and encourage the information to 

open up.' In the initial meetings of the Y6 teachers both seemed interested in the 

fact that I had been a teacher and asked why I had come out of the profession. When 

I shared my experiences, which had been very traumatic, due to a car accident in 

which I had been badly injured and my husband had died, they immediately seemed 

warmer and more open about their own experiences. Sarah from Chadwick school 

immediately confided that she had been thinking of moving out of teaching but no 

one in the school knew. While working on the development of relationships, I also 

had to maintain a distance, so that familiarity with the culture and the participants 

did not mask important data. Burgess (1984, p.25) notes that familiarity with the 

field can be problematic because the researcher: 'may see 'nothing' beyond the ev-
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eryday patterns and processes with which everyone is familiar'. By maintaining a 

balance between friendliness and objectivity I was able to manufacture distance to 

create critical awareness within a familiar field. The characteristics of the interview 

procedure aided this, as it was unnatural in relation to everyday social interactions, 

and, as the researcher, I had chosen to present a particular 'self' that was designed to 

reveal very little of myself, rather focusing on the participants' lives and experiences. 

3.5.1 Phenomenology 

An important aspect of my interview structure was that it had a phenomenological 

perspective, attempting to characterise: 'the qualitatively different ways in which 

people conceptualise, perceive and understand various aspects of, and phenomena 

in, the world around them' (Marton, 1988, p.144). By encouraging a plurality of 

perceptions rather than singular discourses to be expressed (Garrick, 1999), I was 

able to develop categories that enabled a deeper perspective on understanding and 

experience to be shared. By listening to the research participants' constructions of 

their understanding of their experiences, I was able to identify dominant character­

istics of individuals' life world from which an overall framework was developed to 

describe their experiences and understandings. 

Schutz (1970) notes that subjectivity is taken for granted in the sense that there 

is an intersubjectivity in the reality we perceive: 'This intersubjectivity is an on­

going accomplishment, a set of understandings sustained from moment to moment 

by participants in interaction' (Holstein and Gubrium, 1998). I needed to access 

the shared meanings and interpretations of the participants to understand how po­

etry and experiences with poetry were formed and communicated within a common 

framework of everyday life. 

In embracing a phcnomenological perspectivc I needed t.o practice reflexivity 

(Gergen and Gergen, 2000) so that I might become aware of my own personal 
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investment and biases which could distort or occlude emerging constructs of the 

participants. Gergen and Gergen (2000, p.l028) suggest that: 'Ultimately, the act 

of reflexivity asks the reader to accept itself as authentic, that is, &') a conscientious 

effort to "tell the truth" about the making of the account'. 

In section 3.8. and 3.8.1, I have discussed the defining characteristics of my inter­

views, that they were conversations with purpose, dynamic and interactive and that 

they had a phenomenological perspective. The following is an account of the iIl(li­

vidual interviews that took place dcmom;trating their uniqueness and the flexibility 

of the researcher in approaching them. 

3.5.2 Interviewing the Literacy Co-ordinators 

Having identified the Literacy Co-ordinators in each school, Chloe in St.Albans 

school and Simon in Chadwick school, I arranged interview dates with them so 

that I could understand how they came to the role, how they perceived that role 

for themselves and the school, and their beliefs, attitudes and values surrounding 

poetry. I identified some key themes that had emerged as being significant in other 

research (see Chapter Two). They were: 

• Biography of the Literacy Co-ordinator; 

• Perceived role of the Literacy Co-Ordinator within the school; 

• Understanding of the relationship between the English policy and practice; 

• The impact of the NLS upon their role; 

• Attitudes towards poetry in the NLS 

• The treatment of poetry in the NLS; 

• The effect of standards on their role. 
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In order to gain insight into these areas I conducted interviews that took place 

at the beginning of the school year with each Literacy Co-Ordinator. I arranged the 

meeting with them during the initial meetings when discussing their participation 

in the research. I conducted the interviews at the beginning because I wanted to see 

if values, attitudes and perceptions highlighted were implicitly or explicitly present 

in subsequent data. 

The venue and time for interviews were discussed with Chloe and Simon. Chloe's 

interview would take place after school in her classroom, while Simon's would take 

place in his office during time away from the classroom, mmally set a"iide for Deputy 

Head duties. Before each interview I sought permission to usc a tape recorder, 

which they consented to, explaining that it would mean I did not need to worry 

about writing notes, and that I would have a record that I could refcr back to. It 

also meant that I could listen more effectively and maintain eye contact. I made it 

clear that only I would listen to the recording and that I would give them a transcript 

to look over and check for accuracy. Interviews lasted approximately an hour and a 

half. 

3.5.3 Interviewing the Teachers 

I arranged to interview the teachers in the Spring term. There was some overlapping 

of key themes with the Literacy Co-ordinator interviews but others were addcd which 

were more specific. The themes were: 

• Biography of teacher; 

• Understanding, beliefs and attitudes towards the National Literacy Strategy 

and the teaching of English and poetry; 

• Impact of Standards upon teaching English; 
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• Beliefs about pupils' learning and the role of gender, ability and socia-economic 

status. 

Both Chloe and Sarah gave me their email addresses and said that this was the 

easiest way to contact them. I, therefore, organised a venue and time through email. 

I met both Chloe and Sarah in their classrooms after school, and before initiating 

the interviews gained consent to use of a tape recorder, making it clear that what 

they said was in confidence and that a transcript would be provided for them to 

check for accuracy. Interviews usually lasted between an hour and an hour and a 

half. At the end of my observations I arranged to interview the teachers a final time 

to follow up any issues that had been raised during the observations and from their 

first interviews. At the end of the observations, teachers were interviewed once more 

to reflect upon the research process, to probe into issues that had been raised for the 

researcher during the observations, and to draw attention back to the first interview 

where parallels and contrasts between what had been said were made between what 

had taken place in the classroom. 

3.5.4 Interviewing the Children 

The interviews with the children were arranged through the teacher by email and 

took place two weeks after the teacher interviews. Chloe arranged for me to interview 

her children during lesson time in a free room in the school, so I was able to complete 

them in one day. She said that she had explained who I was and what I was doing, 

but as this was my initial meeting with each pupil, I felt it was appropriate to go 

over this so that there were no misunderstandings. I repeated this with the pupils of 

St. Albans school as well, whom I interviewed during their lunch period. Because of 

limited time I spent four consecutive lunch times interviewing the children in their 

classrooms. Interviews lasted between half an hour to forty five minutes. 

The children were interviewed about their educational background, the impact 
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of the NLS upon their literacy learning, the role of poetry in their school and home 

life, the role of power in the classroom, issues of gender in the classroom and the 

impact of testing. Because of the nature of power rclati~nships between the adult 

and child (Knupfer, 1996), I was concerned that the children might find it harder 

to respond in an informal interview because of their perception of the hierarchy 

that exists between adult and child. They may have fdt under pressure to give a 

right answer or felt that a conversational style was just not appropriate. To reduce 

these difficulties I attempted to include the children in the ownership of the study 

by explaining my role as a non-authoritative figure in the school, the purposes of 

the research, their role in the study, confidentiality, and then asking if they would 

like to take part in the research. I felt it was important to ask permission of each 

child before proceeding with the interview, making it clear that I had respect for 

them (Fetterman, 1998) and emphasising the importance and worth of what they 

had to say. I also asked for permission to use the tape recorder. Because of issues of 

confidentiality, I felt that this would be at risk if I provided children with transcripts 

of the interviews. They could easily have been read by the class teacher or parents, 

so I felt it was preferable not to give them this option. Though some children 

looked nervouS initially, especially when I introduced the tape recorder, once initial 

questions had been answered, all the children seemed to respond with interest and 

were able to share feelings about school experiences that perhaps they would not 

have felt able to do with an authoritative figure, such as the cla.'"ls teacher. 

3.6 Observation 

A key element in the process of understanding the literary environments that Y6 

children were immersed in was the observation of literary events where poetry wa." 

the focus. I needed to spend time in sllch specific contexts so that my insight and 

understanding could be enhanced by direct access to situations. Adler and Adler 
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(1998, p.79) state that: 'For as long as people have been interested in studying the 

social and natural world around them, observation has served a.''; the bedrock source 

of human knowledge'. Observation allowed me to obtain rich data of how literary 

events were constructed and concepts used. 

The role of the researcher as observer may vary considerably (sec Bryman, 20(H), 

but Robson (1993, p.190) suggests that it is best to have a 'pick and mix' approach 

to observational techniques that are shaped by the needs and requirements of the 

situation being studied rather than being confined by a particular description. In my 

research, I decided to take on the role of a 'simple observer' (Adler and Adler, 1998) 

following the event as it unfolded without intruding on it. There were occasions 

when I intervened with a question about what a child was doing, but these were 

minimal. It was made clear to the class as a whole that I was a researcher and that 

I had come to watch poetry being taught. I asked the teachers to introduce me by 

first name, as I felt this would diminish some of the authoritative power attributed 

to any adult presence in the classroom. 

I approached the observations in a semi-structured manner. I had in mind the 

categories I had constructed for the interviews and the respom;es of the research 

participants to them, but I did not want the observation to be purely confined 

to those areas. I wanted to remain open and flexible to events as they naturally 

unfolded, expecting themes and concepts to emerge during analysis with the high 

probability of there being some overlap with those raised during the interviews. 

During each observation I wrote a descriptive account of what was happening in 

the field setting. I did this explicitly, explaining to the children who were initially 

interested in what I was writing what I was doing, and discretely when required. I 

also recorded what was being said by the use of a small black tape-recorder, which 

I placed discretely to my side so as not to be a distraction. In all observations, I 

gained permission from the teacher and the children to record verbal interactions. By 
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recording and taking field notes, I collected both verbal and nonverbal interactions 

of the subjects being observed, as well physical settings, social organi:lation, routines 

and interpretations relating to the participants. 

In order to observe, take field notes and record what the group of six children 

were saying in each class, I asked the cla."ls teachers in the initial meetings if they 

could sit together on one table. To minimise artificiality, I asked if the children could 

sit in these groupings regularly through other sessions in the literacy hour before 

I came to observe so that they would be familiar with the scttiug. The teachers 

agreed to do this and when the time came to observe I was able to sit round the 

table with the group and observe the lesson as a whole, as well as the participants 

in the research. At these times I tried to remain inconspicuous, but initially the 

pupils saw me as a teacher-figure who could be asked for help. On such occa."lions, 

I gently persuaded them to ask a peer or the teacher for help, which they did, and 

quite quickly they seemed to accept that I really was there just to observe. 

At other points I also wrote down conversations that occurred between myself 

and research participants when the lesson had finished, walking to other venues or 

during interruptions, such as when the fire bell rang. 

Appearance within the school setting was important in the development of rela­

tionships. I felt it was best to dress 'ambiguously' (Morse, 1998, p.62) as I wanted 

to be accepted by both the teacher and the children. This was difficult since I did 

not want my clothing to be of such a formal nature that I appeared as an inspector­

figure to the adults in the classroom, nor as a teacher to the children. However, too 

informal, such as jeans, would have been unacceptable in such an institution and 

may have resulted in offence been caused or the research not been taken seriously. 

After careful consideration, I decided to dress smartly but casually in trousers and 

long or short sleeved tops, depending on the weather. My choice of dress code con­

tributed to the construction and management of self in projecting an identity of 
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both researcher and student. 

3.7 Analysis of Data 

I decided that my general analytic strategy of the case studies was to take the form 

of an open investigation about poetry and the NLS. The proposition that informed 

the research questions was that evidence suggested (see Chapter 2) that poetry was a 

difficult subject to teach and this had implications about Uw way in which teachers 

taught poetry and how children learnt about it. Ca.'le studies were chosen which 

would allow for literary events around poetry to be examined and from this, two 

broad themes were generated as a focus for analysis. They were: 

• Poetry in the Cla.')sroom (Chapter 4); 

• The Relationship Between Poetry and the Subject (Chapter 5). 

The first theme examines teaching and learning styles in a literary event with 

the focus on poetry, and with special consideration of how the NLS supports this, 

as demonstrated predominantly through the observation data. The second theme 

investigates how children's responses to poetry are influenced by the micro, meso 

and macrocosms of significant worlds that impact their literary environments and 

influence a literary event. This is presented through the interview data collected. 

However, the interviews, observations and written documentation provided data for 

analysis in both themes, which strengthened the reliability and validity of the ca...,e 

through triangulation. 

Categories of selection were formed by seeking patterns and 'distribution of 

frequencies' (Goetz and Lecompte, 1984. p.171) in the data that would suggest: 

'conceptual categories embedded in social phenomena' (Goetz and Lecompte, 1984, 

p.169). These are used in the presentation of the ca.'le studies under the umbrella of 

the two broad themes and also aid in comparisons across the cases. 
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The reports of the case studies are presented individually followed by a cross-ca..o..;e 

analysis in each chapter. 

3.8 Summary of Chapter Three 

In this chapter I have set out the research methodology, which was employed as 

an essential part of the research process. I have outlined the choice of ca..<.;e study 

design and justified its appropriateness for the subject of this study and discussed 

the instruments used for data collection, exploring their strengths and weaknesses. 

Selection procedures are then made explicit and the general analytic strategy for 

the data collected is outlined. This chapter presents the background contextual 

framework for the analysis and presentation of the data which follows in Chapter 4 

and 5. 



Chapter 4 

Poetry in the Classroom 

4.1 Introduction 

In Chapter 1 I identified that poetry was challenging for teachers to teach, which had 

generated two research questions that underpinned this study. They a."ked: 'What 

kind of literary environments are children experiencing as they engage with poetry 

in the classroom?' and 'What is the contribution of the NLS framework to that 

environment?'. In Chapter 2 I examined how poetry had been historically regarded 

within education, and discussed its relevance to the developing individual and the 

community. This was followed by an analysis of the framework of the NLS in relation 

to the support it gave teachers in the teaching of poetry. Finally, in Chapter 3 I set 

out the argument for the use of the case study as being an appropriate methodology 

to explore the questions raised in Chapter 1. 

In this chapter the teaching and learning styles of the teacher and case study 

children are analysed in each of the literary sessions observed at Chadwick school 

and St. Albans school. The main focus of the analysis is upon the hlentification of 

patterns of discourse that can be aligned or attributed to a certain style of teaching 

and learning, and the way in which this influences the treatment and subsequent 
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role of poetry. I define the learning of poetry as the way in which pupils COWltruct 

meaning about poetry individually and collectively, through dialogue and written 

text. Written work produced in the session is also examined, and, where appropri­

ate, non-verbal responses, so that pupils' responses can be presented from several 

perspectives, both to poetry and each other. Finally, the session is analysed along­

side the NLS to examine the ways in which the teacher ha.'l followed the suggested 

framework. 

To provide a comprehensive description of the complex phenomena present in 

each poetry session I have chosen to analyse in-depth the discourse of one observation 

from each school. This is then followed by a selection of extracts from the remainder 

of the sessions, which have been specifically chosen to highlight the themes identified 

in the first analysis. The selection of the poetry events for analysis was made on the 

basis that they best reflected the issues that this study was concerned with in the 

teaching and learning of poetry. 

The use of the term 'discourse' in this study refers to the spoken and written 

word, which will be defined as 'an interrelated set of texts' (Phillips and Hardy, 2002, 

p.3). It is the exploration of the interplay of these texts that will reveal 'the pro­

cesses of social construction that constitute social and organisational life' (Phillips 

and Hardy, 2002, p.2). It will allow a full analysis of the teacher and children's 

engagement with poetry, with any emergent themes and patterns further illustrated 

by the highlighting of significant data collected from the other observed literary 

events. The theoretical basis on which the comparisons of the two observations is 

founded is upon the 'structuralist point that a statement always gains its meaning 

through being different from something else' (Jorgenson and Phillips, 2002, p.149). 

Whilst I agree with this in relation to comparing one event with another, I do not 

hold to the structuralist position that language structure is fixed and stable. I take 

a post structuralist view that language is changeable, and meanings are maintained 
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and changed in specific events in which language is used. However, the value of 

employing such a technique where two very different texts are compared, is that the 

researcher can become more distanced from the data since they are less likely to have 

the same 'taken-for-granted assumptions' (Jorgenson and Phillips, 2002, p.149), so 

aiding identification of naturalised patterns of behaviour. In this way I will be 'ex­

ploring patterns in and across the statements and identifying the social consequences 

of different discursive representations of reality' (Jorgenson and Phillips, 2002, p.21). 

The text is presented in context, using what Wetherell (2001, p.388) terms 'distal' 

and 'proximate' context. Distal context refers to social cla.."is, the places the discourse 

is observed, and regional and cultural influences, wherea..'> proximate context includes 

the definition of the observed event e.g. a poetry lesson, and the roles of the people 

that speak in the context of that occasion at that time. Doth distal and proximate 

context play an important role in the analysis of the data, particularly the distal 

context, which was a key factor in choosing the schools, year group, teacher and 

children. 

In considering the approach to discourse analysis I have chosen to analyse my 

data with both a constructivist and critical emphasis (Phillips and Hardy, 2(02), 

since it is concerned with the study of the social processes that constitute towards 

a perceived reality, while also being sensitive to issues of power, knowledge and ide­

ology. In this chapter I adopt a theoretical framework of critical discourse analysis, 

where texts are analysed to provide an in-depth and fuller picture of the complex­

ities of the microcosm of a single literary event that children are engaged in, with 

emphasis upon the distal context: 'how it privileges some actors at the expense 

of others and how broad changes in the discourse result in different. const.ellations 

of advantage and disadvantage' (Phillips and Hardy, 2002, p.25). 8hor and Freire 

(1987) discuss how systematic education demonstrates the dominant ideologies of 

those in power, reflected in the official body of knowledge that must be passed on, 
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the authoritative status of the knowledge-giver, and the nurturing or lack of the 

development of critical autonomy in students to reflect, consider and question their 

social realities. As Shor and Freire (1987, p.31) state 'through education, we can first 

understand power in society'. In examining these observations I attempt to uncover 

the dominant ideologies that are present in the classroom culture and ask whether 

discourse is liberating or maintaining a balance of power that is of advantage to 

some and not to others. 

In this chapter I will also be analysing the social processes that constitute real­

ity for the research participants by examining how 'discourses ensure that certain 

phenomena are created, reified, and taken for granted and come to constitute that 

"reality'" (Phillips and Hardy, 2002, p.21). 

After careful thought I decided to label each session in which the teacher taught 

poetry to the pupils as a literary event, rather than a poetry lesson. I felt that the 

latter term was one that was immediately familiar to both myself and the reader 

and as such could carry pre-determined a,.'3sociations and feelings with it, evoking 

notions, expectations and prejudices which could implicitly influence the writer and 

the reader. 'Literary event' could suggest a moment that is more open and flexible, 

encompassing the complexities of the moment-by-moment interaction between the 

teacher, child and text. The focus of the analysis of each literary event was upon 

the discourse that occurred in the time set aside for the Literacy Hour (NLS, 1998). 

In examining the teaching and learning styles present in each observed liter­

ary event, I have chosen to adopt a framework for analysis developed by Webster, 

Beveridge and Reed (1996). They identify four predominant styles of teaching and 

learning, which are characterised by descriptions of the teaching process in terms of 

high and low adult involvement and high and low child initiative, and the kind of 

learning they might encourage. They are split into four quadrants, which aim to give 

a general indication of whether a lesson is teacher driven, resource-occupier-driven, 
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Figure 4.1 : Adult-Child Proximation (Web ter et aL, 1996, p.37) 

child-driven or learning-driven as shown in figure 4.1. 
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The teacher-driven style indicates a didactic approach to learning, where the 

teacher is the knowledge giver and the pupil is the passive recipient who must fulfil 

the teaching objectives. 

The resource, or occupier-driven style is characterised by pupils working individ­

ually through set schemes or worksheets with little interaction with teacher or other 

pupils, and little or no pupil initiative. 

In contrast, the child-driven style sees the pupil as central in initiating his or 

her learning with direct, hands-on experience, enabling the child to learn at his or 

her own pace. The teacher has a low-key role of being the facilitator of a rich and 

stimulating range of resources, as well as being available for information or help 
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when requested by the pupil. 

The fourth style is entitled learning-driven and is rooted in the theory of socio­

constructivism. It is described as being a learning partnership between teacher and 

pupil where teaching and learning are seen as occurring collaboratively in social 

settings, with opportunities to take risks and make meaning out of success and so 

called failure. 

While this framework shows clear delineations between each style, teaching and 

learning are complex, and combinations of all or some of these approaches might be 

used in just one lesson. Also, the teacher-driven and resource-driven styles are pre­

sented more negatively than the learning-driven and child-driven styles, yet some ac­

tivities such as multiplication might require rote learning. However, children should 

also be supported in the development of their understanding about areas of knowl­

edge so that it can be assimilated and translated into other domains. 

Entwhistle (1988) suggests that such teaching styles, as described by Webster et 

al. (1996) can be polarised into traditional and progressive ideas that are founded 

in a particular philosophy about the role of education. 

A traditional view of education sees the child being prepared vocationally to take 

his/her place in society, so there is a greater emphasis on standards and fulfilling the 

criteria needed to do well in exams. In the classroom this would be translated into the 

teacher maintaining tight control over the structure of the lesson and of behaviour, 

and learning would be highly structured, proceeding in logical and sequential order. 

There are many progressive movements, however, Silcock (1999) suggests that 

at the centre of each different style and emphasis is the conviction that education 

should enable the individual to become an active participant in social, political and 

economic decisions that will have some impact on their lives. In the classroom this 

would involve each individual being respected for their own diversity of interests, 

ability, ideas and needs. The individual would also be encouraged to devc10p their 
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own socially critical intelligence with others, so working towards the common good 

of the community. 

Both the traditional and the progressive movement are often polarised, yet teach­

ing methods and styles can combine elements as a continuum between the two. 

Entwhistle (1988, p.231) argues that the important point is that, 'Somehow the ap­

proach to teaching must take account of the variety of styles of learning among the 

learners, not just the preference of the teacher'. Much emphasis is placed on the 

teaching style as oppmied to different learning styles, but the karner is not merely 

an empty vessel waiting to be filled with knowledge. Edwards and Furlong (1987, 

p.352) suggest that 'teachers can never actually transmit knowledge, for they are 

still dependent on the pupil undertaking his (sic) own interpretive work and mak­

ing the necessary links for himself'. These links can be affected by a number of 

complex factors that include a pupil's body of pre-existing knowledge, intellectual 

skill, motivational traits and personality, which are further influenced by the context 

and content of significant environments such as the home and the school (Schmeck, 

1988). This can make the process of adopting a certain style of teaching difficult, 

and implies that any such style should be flexible in order to allow for different ways 

of learning. It also suggests that the adoption of a particular teaching style results 

in children learning in a particular way, which can impact on the kind of knowledge 

that is taught, how it is presented, and how it is assimilated by the child. 

In analysing the teaching and learning styles in the observed literary events I will 

be identifying what kind of teaching styles are being adopted, how this is translated 

through the presentation of knowledge, and how the C8.'ie study children respond. 

In examining the role and the treatment of poetry in each literary session I 

have used Dias and Hayhoe's (1988, p.14) table (see tab.4.1), which outlines three 

major literary trends, which are considered to have influenced the way that poetry 

is taught in the classroom. To this table I have added a fourth based on reader-



Poetry in the Classroom 

response theory. 

Theory 
New Criticism 

Structuralism 

Post-structuralism 

Reader response the­

ory (between texts and 

readers) 

Place of 'meaning' Critical activity 

Meaning is in the text Determine what the 
and is to be discovered; pomn means and how 
the text is guardian of it has transmitted its 
the poem's meaning 
The meaning of a par­
ticular poem is given 

less importance; the 
focus is on structures 
and systems of textual 
meaning 

Meaning is indetermi­
nate and unstable-by 
the very arbitrariness 
of language and the 

message 

Determine the princi­
ple of the systems by 
which poems mean 

'Decollstructive' 
criticism-constructing 
and recom;tructing; 
demonstrating how a 

individual 'subjectivi- poem cannot mean on 
ties' of readers and its own or as a part 

writers of a system, but is 

Meaning is formed by 

a transaction between 

the reader and the text 
at that given time 

dependent on several 
choices on the part of 
its reader 

Consider the active 
processes which form 
the relationship be­

tween text and reader 
resulting in a variety of 
readings influenced by 
time, age and context. 
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Table 4.1: Stances in Critical Theory (Adapted from Dias and Bayhoe, 1988, p.14) 

As Dias and Bayhoe (1988) suggest, there are many schools of thought that can 

be gathered under such a title but the most prominent one to impinge upon the 

classroom is the theory that explores what happens in the 'transaction' between 

reader and text (Rosenblatt, 1978, p.20). Other proponents of this theory either 

move towards a greater emphasis upon the text or the reader, but Rosenblatt tries to 

demonstrate that there can be a balance between the two 'that allows for a variety of 
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readings at different times and in different contexts, and by readers of different ages' 

(Dias and Hayhoe, 1988, p.22). Shor and Freire (1987, p.10) suggest that 'Reading 

is re-writing what we are reading. Reading is to discover the connectioIU; between 

the text and the context of the text, and also how to connect the text/context with 

my context, the context of the reader'. While Chambers (1995, p.61) notes how 

'Our sense of what a story is changes even as we talk and think about it, and every 

time we reread it'. 

I have used this table to analyse the role of poetry in each session, drawing 

evidence from the observations and aligning them with the descriptions below to 

discover the critical theory or theories that underpin the treatment of poetry in the 

two cla.<;srooms (see Sections entitled Role of Poem). 

I have chosen to analyse each literary session in proportions of time, in relation 

to the structure laid out in the Literacy Hour as a key clement of the NLS (1998) 

(see Appendix 2.1). In each segment of time, the data is presented chronologically 

to give some sense of the delivery of the session in terms of pace, structure and 

content, as it appeared to the researcher. Following each timed section, the data is 

then considered thematically to highlight important issues raised. 

First, a session from Chadwick school is introduced and background contextual 

features are briefly presented, followed by an in-depth analysis of the interactions 

between teacher and pupils. This is then followed by a session from St. Albans 

school. In both instances, key moments from other literary events observed are also 

analysed following the analysis of this session, to provide greater depth and fullness 

to the tentative suggestions already made, so culminating in a clearer argument. 

4.2 Teaching and Learning Poetry in Chadwick School 

The first event was observed at Chadwick school on the 31st of January (the re­

mainder of the sessions were observed in June). I selected this literary event to be 
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the main focus of analysis as it appeared to be the one that most clearly illustrated 

the themes that this study is concerned with (sec 4.1). 

As noted in the previous chapter, this school was selected because it had a 

predominantly middle-class intake and I wanted to examine the link between socio­

economic status and the achievements of the case study children in the class (see 

3.4.1). As documented in 3.4.5 and 3.4.6. teacher and children were also selected 

according to certain criteria. 

This session lasted the duration of an hour, and the focus was an objective taken 

from the NLS, Year 6, Term 2, text level work (DfEE, 1998a, p.G2 ): 

To recognise how poets manipulate words: 

• For multiple layers of meaning e.g. through figurative language, 

ambiguity 

To teach this objective the teacher had chosen a piece of poetry by Ted Hughes 

(1985, p.87) 'The Warm and the Cold' (see Appendix 4.1), which she had found 

through the internet by searching for poems with similes. The teacher had not pre­

pared a written plan, and explained that this was normal practice in her classroom. 

After each taped literary event, the discourse was transcribed and broken down 

into sections of speech. Where appropriate, sections of speech were divided by 

time in relation to the shared text work, focused word work, guided group and 

independent work, and the plenary set out in the Literacy Hour (see Appendix 2.1). 

The teacher did not always adhere to the set timings according to the NLS, so speech 

sections were separated into recognizable structures of subject content designated 

by linguistic cues, such as a statement of introduction or closure by the teacher or 

pupils. 

The first timed section of data analysis lasted fifteen minutes. The teacher began 

the session by standing at the front of the classroom with a small white board on 
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which the objective was pinned. All the pupils w('re sat in ability groups of six 

round desks, apart from the mixed-ability table of the case study children seated 

at a table near the back of the classroom. I had previously asked that all the case 

study children could be sat at one table to enable ease of observation (sec 3.9). 

Around the classroom were display boards with art and history work completed 

by some of the pupils in the class. There was a small library area without any poetry 

books, and around the blackboard the teacher had printed up thirty-six words, sHch 

as 'personification', 'hypothesis' and 'parody'. 

4.3 Interaction Between Pupil and Teacher In the First 

Fifteen Minutes 

The teacher began the session with an extensive monologue in which work was 

presented and related to previous tasks (see Appendix 4.2), as pupils had looked 

at the poem the day before. She introduced the poet Ted Hughes and related 

his work to the objective, taken directly from the NLS. In drawing attention to 

the objective the teacher noted that some of the vocabulary such as 'figurative 

language' and 'ambiguity' was specific to English and therefore may be harder to 

understand. Entwhistle (1988) and others (Richardson and Webster, 1996) describe 

how important it is to relate knowledge to children's previous experiences in order 

to build upon it, however, the teacher did not take the opportunity to find out what 

knowledge they had, stating: 'don't worry if you don't know them', which implied 

that she would pass the knowledge onto them at the appropriate time. 

After a short pause where the books containing the chosen poem were given out, 

the teacher continued with another lengthy description of how the session would 

proceed (see Appendix 4.3), followed by the reading of the poem. The teacher then 

asked pupils to highlight the similes in the poem. After two correctly identified 
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similes the teacher posed inferential closed questions based on evidence in the poem. 

TEACHER "Does anyone know what we've got in common? \Vhat's been written 

in, in the similes, in all, in most of them anyway? In most of the similes here, 

what is been likened to something else?" 

The teacher had a specific answer in her mind, the use of creatures in the poem, 

but confusion arose because the similes previously highlighted by the children were, 

'Freezing dusk is closing like a slow trap of steel', and, 'And the badger in its bedding 

like a loaf in the oven'. As a consequence, pupils struggled to find the answer the 

teacher was expecting (see Appendix 4.4). After two unsuccessful attempts to get 

the question right, one pupil suggesting that everything was warm, and another 

that, 'They're all, they're like, they're all like something' the teacher empha.·.;ised all 

the words she believed were important to make sense of the question. It was only 

then that someone was able to respond correctly. 

LISA "Is it that they're all animals?" 

TEACHER "Yes! Creatures aren't they? Well done, creatures, things like that, being 

like these kinds of things." 

The teacher then moved on to more opcn questions. She directed the pupils to 

a particular simile and explained that it was now time to look at the meaning. The 

teacher asked a question intended to elicit pupils' responses to the text, but worded 

it in such a way that pupils seemed confused as to how to answer. 

TEACHER "Can you tell me what you think, and there's no right or wrong answer 

here, it's really what you think, what meaning is Ted Hughes trying to give 

across here?" 

The idea that whatever pupils thought was neither right nor wrong combined 

with the question "What meaning is Ted Hughes trying to get across?" appeared 
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contradictory, since the question inferred that there was a singular meaning to be 

found out. This confusion was reflected in the discourse that followed. 

IAN "Is it because the carp's like hidden underneath and excluded from the rest of 

like the pond or whatever and the planet's excluded? Planets aren't normally 

close together. They're like far apart and stuff, the sky's in the distance." 

TEACHER "Well that could be, that could be one of the meanings. That could be 

one of the meanings couldn't it? So the carp is quite isolated, the carp on its 

own and like the planet, being sort of, I mean there are other planets, and 

there are other fish, but being quite alone, sort of thing? That could be one 

of the meanings couldn't it? Do you reckon there's another meaning? Do you 

see anything else? Jem?" 

By presenting the 'reality' of the carp and the planet in literal terms, the im­

age which Hughes was depicting seemed to lose some of its power in the teacher's 

description. 

Much of the interaction between pupil and teacher in this time period, appeared 

disjointed and lacking in coherence and this was accentuated, twice, by the teacher 

breaking off into a different train of thought. For example, when a pupil commented 

on the fish being very small she replied: 

TEACHER "Fantastic. Well, your idea of the fish being so small in such a, by the 

way, are carp fresh water fish? I'm not really too sure, but if river where, a 

fish is comparatively quite small isn't it in the river or sea, whatever, I'm not 

really too sure." 

4.3.1 The Role of the Poem 

In discussing the literary theoretical framework that underpins the first fifteen min­

utes I begin by examining the objective taken from the NLS, and the focus of this 
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time. 

The objective seems to be based on a structuralist approach (see tab. 4.1) be­

cause of the emphasis placed on the poet and the way in which the he/she uses 

patterns and dynamics of structure to make meaning. This demystification of the 

author serves to diminish 'authorial inspiration, and moves it instead towards the 

processes by which readers make sense, in different ways, of literary texts' (Buch­

binder, 1991, p.47). The objective, then, has not been allayed to any specific poet or 

poem, but is used as a generalised theme, which implies that there are operations of 

form and function that are open to systematic and regular definition. The operations 

and processes are the focus, rather than the poem and the teacher subcom;ciously 

adopted this theoretical framework when presenting work to the class (see Appendix 

4.5). 

The poem was introduced first in relation to the objective, the centrality of the 

objective emphasised by its early introduction and the physical act of pinning it to 

a whiteboard at the front of the class. The poem was only referred to six times 

at the very beginning of the session either by its title 'The Warm and the Cold' or 

'the poem', while Ted Hughes was referred to 20 times, and the word 'simile' was 

mentioned 18 times. This suggested that the poem was to be the vehicle through 

which the objective would be met, with the emphasis upon structures and processes 

became more evident in the literary language used. 

The teacher's choice of poem to fulfil the objective was fundamental to the way in 

which the lesson was perceived and understood both by the pupils and the teacher. 

The objective in the NLS is presented as (NLS, 1998, p.52): 

to recognise how poets manipulate words: 

• For their quality of sound, e.g. rhythm, rhyme, assonance; 

• For their connotations; 
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• For multiple layers of meaning, e.g. through figurative language, 

ambiguity; 
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The teacher had chosen to focus on the third point. In the 'Glossary of Terms 

used in the Framework' figurative language is described as 'the use of metaphor or 

simile to create a particular mood or impression' (NLS, 1998, p.80). If the teacher 

had read this, this might explain the sudden introduction of the word 'metaphor' 

without any explanation. 

TEACHER "Do you remember when we've done language? Things like similes and 

metaphors are all what we call figurative language." 

The second word, 'ambiguity', is described as 'a phra."le or statement which has 

more than one possible interpretation' (NLS, 1998, p.74), so the teacher had decided 

to look at how layers of meanings are achieved through the combination of both 

'figurative language' and 'ambiguity'. The choice of poem was very important and 

this was where the teacher seemed to have made a mistake, placing the session in 

jeopardy. Ted Hughes' 'The Warm and the Cold' is considered to be a poem that 

has strong and specific imagery that it is not obviously open to ambiguity and layers 

of meaning (Wilson, 2001). It is suggested that while figurative language is present, 

it is used to create a very specific mood and atmosphere, causing Wilson (2001, 

pp.85-86) to write: 'It is a poem where the realities of life on the 'bare brown hill' 

(ibid.) are presented to us memorably and with a dry-eyed clarity'. By the teacher 

omitting to discuss the first four lines of the poem, lines which set the scene of images 

of ice and steel in contrast to the images of animals hidden away in the warmth and 

safety of hibernation, some of that clarity and meaning is lost. As the teacher tried 

to unravel layers of meaning that, according to Wilson, are not apparent, and by 

isolating one line from another, teacher and pupil struggled to make meaning. 

It could be suggested that there are underpinnings of post-structuralist theory 
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in the way that the teacher instructed children that there were layers of meaning 

within the text, and asked them about their meanings and the poct's meaning. 

Post-structuralism suggests that meaning is unstable and dependent 011 the focus 

of the reader, and moves away from assumptions being made about the poem on 

the basis of one reading or interpretation. However, I felt that the teacher had not 

consciously been influenced by any literary theories, since she confessed that she had 

no knowledge of any during the first interview. Rather she seemed to lack a secure 

knowledge base from which to teach poetry at the level which was suggested by the 

NLS. 

Distance was created between the children and the power of the poem by the 

teacher constantly referring back to the objective, focusing upon poetic devices, and 

drawing attention to the poet. 

TEACHER "What meaning is Ted Hughes trying to give across here? Why on earth, 

Ted Hughes there he is, sat at home er ... writing this out...Why did Ted Hughes, 

why didn't he just write 'But the carp is in his depths like a planet is in the 

sky?' Because heaven is quite a hard word to rhyme with, isn't it, as well?" 

The writing of the poem was presented as a technical exercise, and there wa.'i 

little attempt to engage with how the poct was touched by the images or how the 

reader was affected by the poem. 

4.3.2 Case Study Children 

In the first fifteen minutes Jem, Ben and Lisa made contributions to the discussion 

but Simon, Sarah and Peter did not. Throughout the open discussion time Peter 

and Ben constantly put their hands up to answer questions posed by the teacher. 

Jem, Simon and Lisa each put their hand up once, with Lisa and Simon revealing 

their nervousness by quickly putting hands up, then back down again. 
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In this short amount of time it was clear that 'students of different personality 

types may pursue similar academic goals in very different ways' (Entwhbtle, 1988, 

p.99). 

Peter and Den showed that they were involved with the session by keeping their 

hands up, but Peter eventually got tired of waiting and held one hand wearily with 

the other, before finally losing interest in the discm;sion. This was evidenced by 

Peter folding his arms on the table and laying his head upon them. Den, however, 

demonstrated his eagerness to answer the questions by sitting attentively facing the 

teacher with hand straight up. This seemed to have a positive effect on the teacher, 

for he was asked to contribute twice, compared to Peter who was never asked to 

share. 

4.3.3 First Fifteen Minutes of the NLS 

In the NLS, the first fifteen minutes is described as shared text work for balanced 

reading and writing (NLS, 1998, p.ll). At Key Stage 2 the teacher should choose a 

common text that should be shared with the class as a whole to extend reading skills 

alongside objectives listed in framework text level column. This should be a time 

when grammar, punctuation and vocabulary work is taught and reinforced in the 

context of sharing of the text. It is expected that pupils who are less able readers 

should be able to use texts that are beyond independent reading levels, because the 

teacher is supporting them. This is expected to result in less able pupils having 

access to richer texts, developing confidence and learning more advanced skills. 

In examining the first fifteen minutes the teacher had fulfilled many of the criteria 

cited; she had chosen a poem and shared it with the class, she had supported less 

able pupils by reading out the text so giving them access to the poem. As Entwhistle 

(1988) suggests, reading can be very stressful not only for those who have difficulty 

with words, but also to those who are particularly shy and introverted. She had 
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attempted to choose an objective and cover it through the text, and had sought to 

extend vocabulary, knowledge of poetic devices and elicit pupils' responses to the 

text. 

In the NLS, successful teaching is cited as being (NLS, 1998, p.8): 

• Discursive - characterised by high quality oral work; 

• Interactive - pupils' contributions are encouraged, expected, and extended; 

• Well-paced - there is a sense of urgency, driven by the need to make progress 

and succeed; 

• Confident - teachers have a dear understanding of the objectives; 

• Ambitious - there is optimism about and high expectations of success. 

In examining the first fifteen minutes, it could be said that were elements of 

discursiveness, though it was not of high quality and that there was also interaction, 

although ideas were rarely extended. It could also be suggested that it was well-paced 

in that the teacher moved from introducing work to encouraging pupils to identify 

similes, to discussing the meaning of a particular simile. However, the teacher lacked 

confidence because there was little understanding of how the objective related to the 

poem she had chosen. There appeared to be optimism about certain aspects of the 

lesson, such as identifying similes, but there was lack of optimism in the knowledge 

that children brought to the lesson from previous work that they had done. 

The literacy objectives are expected to give teaching a clear focus and direction 

with high levels of motivation and engagement of pupils, which are suggested can be 

achieved by teachers using a wide range of strategies (NLS, 1998, p.8). The strategies 

that are suggested are varied (see Appendix 4.6) and the teacher did use seven out 

of the ten suggested. \Vithin the first fifteen minutes it could be suggested that 

direction, explanation, questioning, initiating and guiding exploration, investigating 
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ideas, discussing, listening and responding were all employed. From this it could be 

proposed that the teacher used a wide range of teaching strategies, but there is no 

indication of quality, implying that a successful session cannot be guaranteed by the 

amount of strategies employed. 

It appeared that even with the best intentions and having fulfilled many of the 

requirements, which the NLS says should lead to a successful session, the teacher 

struggled, and early on questions over subject knowledge, confidence and choice of 

teaching style arose, which I will return to throughout the analysis. 

4.3.4 Teaching and Learning Styles in the First Fifteen Minutes 

By comparing the first fifteen minutes with the model proposed by Webst.er et al. 

(1996) (see fig.4.1) it is evident that the adult had structured the environment and 

that there was little room for negotiation. Directives were explicitly given with 

teacher maintaining strict control over talking, listening and movement, and overall 

there was a sense that the session was predominantly teacher-driven. 

This was demonstrated by the 'predominance of restricted codes' (Edwards, 1987, 

p.219) as opposed to 'elaborated codes' (p.220). Restricted codes allowed a pupil 

to respond to the teacher with what she/he knows already. However, quite often 

the pupil only needed to touch vaguely on the answer required for the teacher to re­

spond with the full answer, which was also vague and indirect, but served to remind 

pupils that understanding was rooted in the 'teacher's frame of reference' (Edwards, 

1987, p.220). Though the teacher used the word 'we' on numerous occasions to 

convey inclusivity, this often formed part of a list of instructions that children were 

expected to comply with: 'We're going to remind ourselves, we're going to look at, 

we're going to draw out'. Opportunities for children to join in, were reduced further 

by the teacher reading out the poem, choosing a theme that she wanted to dis­

cuss, and limiting discussion by choosing one simile in particular to elaborate upon. 
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Through such classroom talk, the teacher and pupils worked out and maintained 

social identities and relationships established in the context of power and authority. 

In these first fifteen minutes learning was managed for the pupils, as the teacher 

proceeded through logical steps. Learning was broken down into discrete categories 

that were explicitly linked to the objective from the NLS. The poem had been chosen 

to serve the objective and was treated as something that could be broken down into 

easily identifiable components for study. As a result, the context of the poem became 

irrelevant. 

4.4 Interaction in the Second Period of Fifteen Minutes 

The teacher proceeded onto the next part of the lesson with a lengthy exposition 

of a task (see Appendix 4.7), which involved trying to discover the meaning of an 

isolated simile from the poem: 'And the badger in its bedding like a loaf in the 

oven'. The explanation of the activity was interrupted by organisational matters, 

which the teacher confessed she handled poorly, and as a consequence disturbed the 

flow of her explanation. This was illustrated by Lisa's question once her table had 

collected their whiteboards. 

LISA "Do you know what you've got to do?" 

However, the teacher seemed to be aware that some pupils were unsure and 

attempted to retrieve the situation. 

TEACHER "Can I just recap then? Does anyone still need a pen for their white­

board?" 

Again, organisational details were mixed up with explanations about the task, 

and instead of recapping the teacher gave details about how they were to proceed, 



Poetry in the Classroom 127 

which had not been given before (see Appendix 4.8). The teacher specifically in­

structed pupils to work in table groups, and set a time limit so that their discussions 

would be focused. However, the teacher seemed to give greater empha.'iis to what 

and how they were to write, with the teacher making clear her expectations of the 

content and style of that writing, rather than providing support for their talk. 

The aim of the activity was unclear, as the teacher referred to the meaning Ted 

Hughes was trying to convey with that of "could. we read. other meanings into it", 

and then at the end of the explanation referred again to "meaning", as if there was 

a singular one to be found. 

Once the teacher relea.'ied the class to discuss, the ca.'ie study children began to 

tentatively talk about what the simile meant. 

JEM "I think ... 'cos the badger ... " 

SARAH "Cos the badger is warm... " 

BEN "Cos the badger's like warm in its bed, nice and warm." 

SARAH "Yeh." 

PETER "Well, it's boiling in its bed. Yeh, cos you get a loaf..." 

JEM "Yeh, but a badger isn't that hot in its bed, so you don't have it that hot in 

the oven, do you?" 

SARAH "Well like you know how a loaf isn't that hot in the oven ... " 

BEN "Well you don't have it that hot, do you? Cos if you had it that hot it would 

just burn it, wouldn't it?" 

PETER "S'pose." 

BEN "If you had it boiling it would just burn it wouldn't it, so it would be like 

warped." 

(Silence as they turn their attention to writing on their whiteboards) 
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This type of talk could be labelled exploratory talk (Barnes, 1992, 1993), as it 

included partial formation of ideas, interrupted talk and ideas that were sometimes 

exaggerated, and it is the kind of talk that Barnes believes allows more pupils to 

contribute and encourages learning. 

It was interesting that Sarah, Jem and Ben reacted strongly to Peter's suggestion, 

and attempted to impose a reality-bound perspective upon the comparison between 

the badger in its bed and the loaf in the oven, by matching the heat that would be 

generated in the oven directly to that of the badger's bed. Though Peter's word 

'boiling' seemed inappropriate, it was perhaps a more appropriate word if taking a 

literal interpretation, than the word 'warm', since a loaf needs a considerable amount 

of heat to cook right through. Both interpretations, then, were constricted by the 

literal translation of the images. GaIda (1982) suggests that this preoccupation 

with reality is characteristic of concrete operations, where the text is broken down 

into discrete categories and generalised through real life experiences, lacking mature 

literary judgement. This lack of literary judgement was also indicated by the fact 

that the poet was not mentioned at all, even though the teacher had a."iked them to 

think about Ted Hughes's intentions. GaIda (1982) suggests that pupils should be 

encouraged to work towards employing formal operations where abstract alternative 

realities can be explored, and a spectator stance assumed. This spectator stance is 

considered by some to be essential in generating mature literary judgements (GaIda, 

1982). 

At this point neither Lisa nor Simon had contributed to the discussion on the 

meaning of the simile. This could have been attributable to lack of confidence in 

expressing their own opinions, and given that Peter received the response he did, 

this may well have put them off. Instead, Lisa attempted to divert the children's 

attention to a drawing she'd begun on her whiteboard of a badger. 
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Talk on task was short and there was a long period of time where there wa..'l no 

verbal interaction between the pupils. There was some discussion on the meaning 

of the simile, but pupils did not discuss many of the questions presented by the 

teacher. 

4.4.1 The Role of the Poem 

The teacher began this period of time, by isolating a simile from the context of the 

rest of the poem. The teacher placed the main empha....,is on the children discovering 

what meaning Ted Hughes was trying to create with this single simile, by choosing to 

liken one thing to another. This would appear to be underpinned by a structuralist 

approach, with the emphasis on the poet's usc of a set structure and system of 

textual meaning. It also implied that the teacher was encouraging pupils to process 

the poem through a 'bottom-up' reading model, demonstrated hy the examination 

of the individual simile, which was decontextualised from the poem as a whole. 

However, the teacher also asked two questions which appeared to be more in keeping 

with the theory of reader-response: 

TEACHER "What feelings do you get from it?What feelings he's trying to get ac­

ross?" [referring to Ted Hughes] 

Both of these questions seem to be more centred upon the interaction between 

the reader and the text, and suggested that the children may have had personal 

connections with the text, but the second question had a different emphasis upon 

the reader's response from the first. The first implied that the chihlrcn may have 

had a personal response to the simile that was evoked purely by the text, while the 

second question referred to the communication of the poet's feelings to the reader. 

Though they may both seem to be focused on personal response, it was the first 

that was suggesting that children might be responding to the text, while the second 
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was focused on the children discovering what feelings the poet might be trying to 

communicate. It is interesting that in the group discussion time neither of these 

questions were explored, rather it was the literal meaning of the text that became 

the main focus of the talk. 

Finally, how did pupils respond to the chosen simile? The teacher defined it as 

a task, and the children responded to it as a task to be completed. In some ways 

it could have been said that they fulfilled the criteria set out by the adult: they 

discussed the meaning of the simile; they wrote down some ideas. Not all the case­

study pupils did this, though. Lisa got her written idea.<.j from Sarah, while Simon 

wrote no ideas down. Once pupils felt the task to be completed the majority moved 

onto drawing pictures on their whiteboards. It seemed that they had engaged with 

the task, and therefore the poem, at a superficial level, and they had done what 

they felt they needed to do. In this way the children demonstrated a 'goodness of 

fit' in their environment (Lerner, 1984), emphasised by the individual way in which 

they responded to the task. Lerner (1984, p.150) suggests that: 

Attention has begun to be paid to the processes by which children may 

change themselves or be changed to meet the demands of changing and 

multiple contexts; in turn, there has also been concern with the processes 

by which children may change contextual demands to fit their attributes. 

To fulfil the criteria in this group, it only needed some of them to underst.and 

the task, and to get it done in the required time. Those who did not understand 

could ask for ideas from the others, if they felt confident enough to, or simply stay 

quiet and occupied as Simon did. There was no sense of a desire to engage with 

the text, or an enjoyment of the sounds, the images, the rhythms the poem evoked. 

For example, by isolating the simile from the others in the poem, the steady driving 

rhythm was lost, as the children were drawn away from the sound and the feeling 

of the words, and instead concentrated on a literal interpretation. Therefore the 
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'tensions generated between the looser rhythms of speech and the relatively tighter 

rhythms of poetry' (Andrews, 1989, p.24) were lost in the pupils' retelling. Finding 

out what the simile meant was the task that needed to be completed, and it could 

be said that this was done efficiently by the pupils, however, the role of the poem 

was a vehicle to get the task done, and in that sense it did not matter which poem 

was chosen or what simile. 

4.4.2 The Second Period of Fifteen Minutes in the NLS 

In the second fifteen minutes of the Literacy Hour, it is expected that there will 

be a balance of word and sentence work in the form of spelling, vocabulary work, 

grammar and punctuation, and that this will be carried out in the context of shared 

reading and writing. Though the teacher did not explicitly break down the ta....,k into 

word and sentence work, she focused on the meanings of one simile she had chosen 

from the poem and asked children how this has been done. The concentration on 

vocabulary work was a continuation of what had been discussed as a whole cla....,s, but 

with a change in group composition, including both talking, reading and writing. 

In considering the strategies (see Appendix 4.6) laid out by the NLS as a guide 

to successful teaching in this unit of time, we can see that the teacher had used a 

number of them. These were: direction; explanation, where she has had to clarify her 

instructions; and presentation of questions to initiate and guide group discussion. So 

again, it could be said that the teacher had implemented a wide range of strategies 

from the NLS. 

At this stage, the teacher diverted from the structure in the literacy hour by 

breaking the children off into groups. It could be suggested that in doing this the 

teacher showed confidence in using the framework as a flexible support rather than 

a rigid constraint which other teachers have felt it to be (Anderson, Digings and 

Urquhart, 2000; Fisher, 2000; Smith and Whiteley; 2000). However, it may have 
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also indicated that the teacher lacked confidence and subject knowledge to continue 

working with the poem with the whole class. 

The peer group discussion was at first discursive and interactive, but it lacked 

pace; there was only limited discussion of ideas, with little extension or development 

of them. It would be difficult to label the ideas discussed as ambitious. A significant 

number of the group lacked confidence in entering into the conv('fsation, so as a 

discussion group it would seem to have had limited success in terms of exploring 

and developing ideas, and encouraging group participation. In this second period of 

fifteen minutes the teacher set them on a ta.,.,k that could be described as inclC'pendent 

study, since the teacher was not present at the case-study table. Though a wide range 

of tasks are set out for independent work in the Framework for Teaching it docs not 

suggest that children may be working together and supporting ('ach other in ta.';ks 

(see Appendix 4.9). A teacher could look at this list and see ways that children 

could work together, but this is not explicitly encouraged, rather the predominant 

use of 'independent' seems to imply that children should be working separately on 

tasks rather than collaboratively. 

It is suggested that successful interaction between pupils needs support, encour­

agement and guidance where pupils learn about turn-taking, listening and respond­

ing to others, developing and extending ideas. If pupils have not had experience of 

this, and teachers receive few guidelines OIl how to encourage good group work, then 

successful discourse will probably not happen. Certainly the teacher of this cla .. ..,s 

in Chadwick school gave few suggestions on how pupils should relate to each other 

when discussing the simile, other than giving children the choice as to whether they 

wanted to discuss in groups or just with a partner. 
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4.4.3 Teaching and Learning Styles in the Second Fifteen Minutes 

In this second time slot the teacher began with a very structured schedule, which 

she appeared to drive. In introducing this task she used phrases such as: "I'm 

going to get you an activity" and: "\Vhat I'm going to do is, I'm going to give 

you another simile to have a look at". In contrast to the opening introduction to 

the first fifteen minutes of the lesson where the teacher had placed empha.'lis on 

the "we" as in "We've been thinking ... we had a look", in this section of speech the 

emphasis has shifted to "I". Very occasionally the teacher made reference to teacher 

and class working together with comments such as "We'll have a look", but this wa.'l 

predominated by clear references to strong teacher control and directives. Whereas 

before there had at least been a verbal implication that children were partners in 

the processes of learning, though this was not borne out in practice, it was now 

made clearer that learning was explicitly centred around the teacher's instruction 

and input. Both content and organisational details such as where to write, what to 

write, when to get up and fetch whiteboards, were orchestrated by the teacher with 

the children acting specifically on the teacher's instructions. In this first part of the 

lesson then, it would appear that the teaching style being adopted wa.'l one that was 

teacher driven, with high adult involvement and low child initiative as set out in fig. 

4.1. 

In contrast to the first fifteen minutes of this lesson, and the first part of this 

second time slot, the teacher gave the children the opportunity to manage their own 

learning. This could be seen as a change in teaching and learning style towards 

quadrant C of fig. 4.1. where pupils are given more initiative in organising their 

learning, creating opportunities to question, and raise concerns or issues along the 

lines they want to take them. This represented a positive move by the teacher 

for, as researchers (Andrews, 1991; Trousdale and Harris, 1993) have recognised: 

'Children need to talk about poetry' (Sedgwick, 1997, p.164). However, it would 
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seem that because so much of their learning was managed for them, they were unable 

to respond to the task, even given that there was only a short amount of time to 

fill in discussing the questions put forward by the teach('r. This could demonstrate 

that, due to heavy teacher direction at other times of the lesson, children needed 

support and guidance to become autonomous and to take on the responsibility of 

learning for themselves. 

4.5 Teacher and Pupil Talk in Third Period of Twenty 

Minutes 

The teacher followed the last fifteen minutes, in which pupils discusscd a simile in 

groups, with a wider discussion. Here group members were chosen to feedback some 

of the ideas they had talked through, revolving around the simile "And the badger 

in its bedding/ Like a loaf in the oven" (see Appendix 4.10). They shared similar 

ideas such as: 

SARAH "Cos a badger's warm and settled in its bcd, and its like a loaf, a loaf in the 

oven, its like warm and baking and stuff." 

The teacher had previously suggested that there might be other meanings, but 

pupils seemed to focus on that which was most obvious, or, 'the main one' as the 

teacher labelled it. They each contributed ideas that gave a fuller and more de­

veloped explanation of the simile, and responded to the pleasant imagery that the 

simile evoked by sharing descriptive phrases such as "curled up" "warm and set­

tled" "really warm". This might have been an appropriate time to examine what 

personal associations pupils bought to their reading of the simile, however, although 

questions were asked about what feelings the simile might evoke, or the feelings Ted 

Hughes was trying to convey, at the beginning of this activity (see 4.6.2), none of 

these questions were followed up in the feedback. 
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The teacher then became momentarily distracted and preoccupied with the ac­

curacy of a literal interpretation of the simile. 

ANDY "I put urn, to show that the badger's like slowly warmed up, because if you 

put a loaf in the oven straight away it doesn't all of a sudden go really hot, 

it takes its time to warm up just like a batch of the dough after like its been 

there for a while." 

TEACHER "(Laughs) Alright, then. I, I agree, I think there is that, that, that 

meaning there as well, the sort of, the slowly warming up. I've never baked 

bread in my life, I confess, but if you put a loaf in the oven it warms up quite 

slowly. I think you put it on a low heat. Do you have to put OIl a low heat or 

a high heat? (Looks to Support Assistant)." 

SUPPORT ASSISTANT "A high heat, quite a high heat. I mean as you do it it takes 

time to warm up." 

(Teacher and Support Assistant carryon discussing together momentarily, but 

it is unclear what is being said) 

TEACHER "So like the badger eventually getting warm." 

It was interesting that when the case-study pupils discussed this simile (see 

4.6.2), they too were concerned about the issue of heat, and it appeared that there 

was a pervasive anxiety over the accuracy of a literal interpretation, which suggested 

a lack of confidence in both the pupils and teacher. This was further evidenced in a 

further exchange between a pupil and the teacher (see Appendix 4.11) 

The discussion was brought to an end and the teacher drew the children's atten­

tion back to the objective of the lesson (see Appendix 4.12), making it very clear 

here, that "the point" of the lesson was the objective, and not the poem. The 

teacher had already highlighted figurative language right at the beginning of the 

session, but even though they were halfway through the session, she again assured 
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the children not to worry about the meaning of this word yet, because they would 

be dealing with that later. There followcd a lcngthy cxplanation of the next task 

(see Appendix 4.13) that was sct and how it was differentiated amongst thc levels 

(see Role of Worksheets 4.5.2). The teachcr paid most attcntion to those designated 

as lower level pupils. 

TEACHER "I've put a couple of examplcs there. I've put the 'cows are on the 

hillside like the cars are in the yard.' Sorry, its not the bcst of cxamples, but 

its er .. .likening animals, that's wherc they are, to cars in the yard. Alright? 

You don't have to worry about you know, what mcaning, you're just trying to 

um ... use an animal and likcn it to something ebc." 

When the teachcr cited hcr own example of a similc, she first apologised for it. 

This apology could be seen to reduce the crcativity involved in creating a simile, and 

again create a climate of anxiety about writing poetry. Also, the extra 'are' that she 

included in hcr simile, served to hinder the rhythm and communicated that she had 

no 'feel' for the language. The simile was portrayed as something the teacher had 

had to do, a technical exercise, which they now must do, rather than an enjoyable 

exploration into the play of words and meaning. Meaning, in fact, was presented 

as surplus to requirements in the invention of a simile, as the teacher actually told 

children that they did not have to worry about meaning. This seemed to contradict 

the objective, since meaning was linked to the recognition of how poets manipulate 

words. Also, to suggest that meaning was not necessary in order to create a simile, 

implied that the teacher had a lack of confidence in children who were designated 

to the lower-ability tables, and that they would be able to write something without 

necessarily needing to understand what they had written. 

At the beginning of the explanation the teacher said that she had written the 

objective down, again bringing it to the attention of the pupils. However as she had 

not explained figurative language or ambiguity yet, nor the word "manipulate", it is 
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strange that although the worksheets were clearly differentiated according to ability, 

the objective was not. 

4.5.1 Independent and Teacher Guiding Group Talk and Writing 

This section of discourse followed on immediately from previolls exchanges, however, 

it is separated to highlight the differences in the way in which the case-study children 

interacted together, and how this changed when the teacher intervened. 

Once children were given the opportunity to work independently of the teacher, 

Lisa again showed signs of a lack of confidence and an inability to take risks, even 

with what appeared to be the most simple of ta....,ks, without guidance from the 

others. 

LISA "vVhat list of animals are you doing? Are you doing a list of animals or are 

you just writing it out?" 

JEM I'm doing a snake ... why it says that and that and that. I know ... badger, no 

we've done badger." 

LISA "What animal can I write?" 

Lisa's situation was desperate because she was finding it difficult to engage with 

the work. She swiftly lost interest in the task, and tried to engage Jem in some talk 

off task (see Appendix 4.14). 

Even though Jem had previously given Lisa a number of animal names, Lisa 

asked for her help again (see Appendix 4.15). This stimulated Sarah, Jem, Peter 

and Ben into sharing their lists with each other, with Den reading a particularly 

long and diverse list of creatures. Though Lisa had a..'lked the question, no one read 

the list to her or Simon, sharing within the group of four. This gave the impression 

of a fragmented group, divided by ability and a lack of confidence. 

The teacher then came and intervened in the group (see Appendix 4.16). In the 
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conversation that followed between pupils and tea.cher it seemed that the teacher 

was not so much interested in the ideas that the children had come up with, in the 

form of a list of creatures, but rather she was intent on hearing exactly what they 

perceived they had to do. The teacher's final phrase "Don't be afraid to stea.l...any 

phrases that are going to help you" could have implied that the teacher felt that 

the children had not got any reasonable ideas of their own, and therefore must 

resort to stealing others' ideas. The creative processes of actually going about the 

task, appeared to be dominated by the teacher's preoccupation with t.he technical 

processes of how the task was going to be achieved. Though the teacher began by 

questioning Sarah, the majority of the question and allliwer session was conducted 

between the teacher and Peter. However, the answers Peter gave were not related 

to the work that he had been set on the workshe(~t, but to the task set for Level 

Four pupils. Both the teacher, Peter and Jem interrupted each other during this 

exchange, but it was the teacher who asserted her dominance over the directional 

focus of the conversation: "No, but I mean within the simile, what's your aim?" 

Again, little if no support was given about how they were to work together as a 

group, a problem that has been observed in other classrooms across the country 

(Kutnick, Blatchford and Baines, 2004), and in this exchange there was evidence of 

poor collaborative group work when the teacher was present: there were frequent 

interruptions amongst participants; no opportunity was given to discuss ideas and 

creativity in response to the poem; only one ability group's work was discussed; and 

there was limited involvement from the majority of the group, with Simon and Lisa 

contributing nothing at all to the discussion. 

Peter then asked a question about the meaning of 'viol' in the simile 'And the 

butterfly in its mummy/Like a viol in its case'. There was evidence here that the 

teacher attempted to bridge the specialised knowledge of the words contained in 

the simile, with that of Peter's experiential knowledge. She did this by relating the 
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"viol" to "viola", which Peter then related to the "violin". 

PETER "And its mummy in its case? Er it turns into a ... " 

TEACHER "What do you think of when you think of the word mummy, I mean 

maybe this is ambiguity coming into it because how could you interpret the 

word 'mummy', what could it mean. What docs it mean to you?" 

PETER "An Egyptian mummy or ... " 

TEACHER "An Egyptian mummification or ... " 

PETER "Or a biological mum." 

The teacher intervened in Peter's exploration of his thoughts and guided him in 

what she considered, a more suitable line of thought. At first Peter tried to relate the 

butterfly inside the chrysalis to mummification, the image that Ted Hughes sC'emed 

to be conveying. Peter appeared to be trying to pick up on the author's intentions, 

but the teacher confused the issue by asking what Peter thought of, when he heard 

the word 'mummy'. Unfortunately, by disassociating the word from the rest of the 

text, meaning was not embedded in the context of the whole line. The teacher 

seemed to use this approach to draw attention to the NLS objective: "maybe this is 

ambiguity coming into it because how could you interpret the word 'mummy'?" It 

is interesting that when the teacher asked Peter "What does it mean to you?", the 

first meaning he suggests is the one that Ted Hughes seems to be implying. This 

appeared to be at the forefront of this thinking, while the second interpretation 

of the "biological mum" may have been given jm;t to satisfy the teacher's request 

for different interpretations. The teacher then turned Peter's attention back to the 

butterfly and the process of change it undergoes in the chrysalis. This is what he had 

initially tried to think through and verbalise, but had been prevented from doing 

so. However, the teacher then referred Peter back to the text to identify which one 

of the two interpretations he suggested was more meaningful than the other. 
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While Peter and the teacher continued their discmiHion, Sarah and Jem were 

engaged in a different conversation. 

SARAH "A cat in its basket like a chicken on a barbecue (Laughs}." 

JEM "Chicken on a barbecue (Giggles). Are you going to write that?" 

SARAH "Yeh!" 

Sarah and Jem began to play with language, which generated huge enjoyment, 

however, there was a subversive feel to the exchange. It was spoken in hUHhed 

voices, so that the teacher could not hear, and Jem's comment "Are you going to 

write that?" suggested that to do that would be quite daring and maybe against 

the teacher's wishes and expectations, as the simile had not been conHtructed ac­

cording to the instructions and modelled examples. This small extract of speech 

gave the impression that playing and enjoying language waH something that was 

part of a classroom subculture, driven "underground" perhaps because of perceived 

lack of teacher endorsement and encouragement. Perhaps this is because of the in­

flammatory nature of word play, for as Crystal (1998, p.54) states 'It is dynamic, 

exciting, anarchic ... anything goes'. Given the heavily structured worksheets and 

verbal instructions, this is not the kind of language play the teacher had intended. 

Meanwhile, Peter and the teacher continued their conversation. 

TEACHER "So why would that, why would that, why would Ted Hughes have likened 

that then to a stringed instrument in its ca..<;e?" 

PETER "A stringed instrument. I think the ca..<;e is made just for it so it would be 

kept safe." 

TEACHER "Ahh, that's interesting." 

PETER "And this is like the changing so it won't get eaten by anything." 
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TEACHER "So for protection. That's quite interesting isn't it'? (Pause) And what 

does a mummy, do what does your mummy do'?" 

PETER "Feeds me." 

TEACHER "And protects you." 

PETER "Yeh." 

TEACHER "That's quite interesting isn't it, there's quite a few different meanings 

come from that." (Teacher leaves) 

The teacher tried to support Peter in re&<;oning through what the simile meant, 

by drawing parallels with the ideas of the "biological mother", and attempting to 

bridge the gap between specialised knowledge and Peter's life experiences. However, 

Peter found it difficult to draw the same conclusions that the teacher had come to 

about the meaning of the simile, so she had to supply the answer for him, as she 

had done previously with other pupils in the whole class discussion (sec section 4.2.1 

Interaction between Pupil and Teacher In the First Fifteen Minutes and Appendix 

4.4). Her comment that "there's quite a few different meanings from that" appeared 

contrary to the conversation they had had, because the teacher had only worked 

through one meaning. 

Both Peter and Jem seemed unsure about what "mummy" meant, despite the 

conversation with the teacher in which Peter appeared to understand what he was 

talking about, and they discussed it together (sec Appendix 4.17). When Sarah 

expressed interest in their discussion, both Peter and Jem debated the answer to 

her question. Peter had greater interest in the accuracy of the name for the process, 

using the word "chrysalis" that the teacher shared with him, but Jem attempted to 

give a more descriptive account of how and what constituted a "chrysalis". 

PETER "Yes, but a cocoon is like a co-coconut." 

JEM "A co-coconut'?" 



Poetry in the Classroom 

PETER "Yeh, it's like a co-coconut, except you can't cat it." 

JEM "That's funny (Laughs)." 

PETER "And bugs live inside it. " 

JEM "That's rubbish. You're being silly." 

SARAH "Are you talking about butterflies?" 

PETER "I read it in the dictionary." 

JEM "Perhaps it said cocoon." (Pause) 

H2 

Language play emerged here again, as the pupils seemed to repeatedly savour 

the sound of the nonsense word Peter had created. Jem appreciated the play with 

language, and it was noted in several of the interviews that the children liked Peter 

because he had a good sense of humour, but as Peter added detail to his original 

idea, she ridiculed his attempts. "That's funny" was swiftly followed by "That's 

rubbish" when Jem appeared to feel that Peter did not live up to the quality of 

ludic language he initially displayed. Crystal (1998, p.181) suggests that 'Language 

players are in effect operating within two linguistic worlds at once, the normal and 

abnormal, and trading them off against each other'. This involves risk-taking, and 

sometimes failure when the recipient docs not understand or fails to find it funny, 

which is what seemed to have happened here. Jem then brought the conversation 

back to the root word which Peter had played with, "cocoon", signalling an end to 

this period of play, while possibly also implying that this word had been the correct 

one to use in reference to her previous conversation with Sarah. 

SARAH "Ben, what would you put a cat in its basket with?" 

BEN "I can't think." 

PETER "A toilet roll" (Laughs). 

BEN "A toilet roll" (Laughs). 



Poetry in the Cla.<;.-;room 

PETER "A toilet roll in the toilet." 

SARAH "Like a teabag." 

BEN "Like a shoe, a shoe in the cupboard." 

SARAH "Yeh, like a teabag in a teapot." 

143 

Language play cOlltinuNi, encouraging laughter and enjoyment again, but also 

resulting in the creation of a simile that has meaning. Though each pupil contributed 

different ideas, Peter the toilet roll, Ben the shoe, Sarah developed her own ideas 

but implied that it had come out of the time of sharing: "Yeh, like a teabag in a 

teapot". Even though Ben said he could not think at Sarah's initial question, once 

Peter and Sarah bcgan sharing ideas, he was then able to respond with a suggestion. 

In this section thcre were some emerg£'nt signs of playing with language, partic­

ularly when the teacher was not pres£'nt. Jem, Sarah, Peter, and occasionally Ben, 

engaged in word play, which suggested a growing confidence in the use of language 

and with each other. Crystal (1998, p.181) argues that: 

Just as metalinguistic skills in general require a stepping back, so too does 

language play .. .!t therefore seems very likely that, the greater our ability 

to play with language, the more we will reinforce Our general development 

of metalinguistic skills, and - ultimately - the more advanced will be our 

command of language as a whole ... 

However, Lisa and Simon appeared less confident, engaging in limited amount 

of talk on ta-;k re\"oldng round what they had to do, and the names of creatures. 

Group work with the teacher pres£'ut took two directions: the teacher asked the 

group to clarify what they had to do; the teacher engaged in a one-to-one exchange 

with one group member. :\Olle of the other members contributed or were expected 

to contribute to the com"crsation betw{'{'n Peter and the teacher, even though Jem 

wa.;; occupied with the same work. 
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4.5.2 The Role of Worksheets 

In this part of the session the teacher handed out three worksheets, which she had 

designed and which were aimed at three ability groups defined by their expected 

Level Descriptions in English: Level Three and below (see Appendix 4.18); Levd 

Four (see Appendix 4.19), and Level 5 (see Appendix 4.20). The poem title and 

poet headed each worksheet, followed by the objective. As noted before, it was not 

clear how many of the children understood this objective, or related it to the ta.<;k 

set, or whether having the objective written on the worksheet hindered or enhanced 

children's understanding in the context that it WCk'l being presented. 

All three worksheets were strictly structured setting out work that was non­

negotiable, with little opportunity to move beyond or even within the parameters set. 

They represented a disciplined step-by-step approach to giving the right answers, 

rather than a creative exercise in exploring language. They also seemed to be ba.sed 

on a structuralist approach, evidenced by the breakdown of the poems into bits for 

the Level Five pupils, the carefully structured approa.ch to constructing a simile for 

Level Three pupils, the demystification of the poet Ted Hughes and themselves as 

authors, and a concentration on the processes and structures of the similes for Level 

Five and Four pupils. 

There are many poetry books that discuss ideas on how to encourage children to 

write poetry and respond to it, but worksheets of this design are rarely mentioned 

(Benton and Fox, 1985; Hall, 1989; Andrews, 1991; Brownjohn, 1994; Sedgwick, 

1997). 

Though the use of worksheets might seem appropriate for those who have learning 

difficulties, on the grounds that they might need a more structured approach, in this 

case-study group it seemed to have varying effects on all the pupils, sometimes to 

the detriment of their independent powers of comprehension. An analysis of these 

responses are given in 4.6.3 Responses on Worksheets in the Role of the Poem 4.6.2. 
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4.5.3 The Role of the Poem 

As this literary event continued pupils appeared to have little autonomy to engage 

with the poem: the teacher read bits, the teacher separated sections off from the 

main text, the teacher chose what the pupils did with those isolated sections. 

In both the structure of the session and the expected verbal and written re­

sponses, there seemed to be an emphasis upon a structuralist interpretation of the 

poem. This was suggested by the intentions laid out in the worksheets, which re­

quired Level Five pupils to dissect the similes written by the poct, while Level Four 

pupils were expected to do the same to those they had written themselves, demysti­

fying the poet and making explicit the systems and structures that govern meaning. 

So, by decontextualising the similes from the main body of the text, followed by 

little reference to the warm and the cold theme that weaves the images together, 

pupils' responses were less focused on the meaning, than how meaning was achieved. 

For Level Three pupils and below, meaning was explicitly stated as being secondary 

to completing the task: 

TEACHER "You don't have to worry about you know, what meaning, you're just 

trying to urn ... use an animal and liken it to something else." 

They were literally encouraged to fill in the missing spaces that. the teacher 

had left on the worksheet, an activity which McClure (1995, p.125) suggests is 

'counterproductive' . 

All the tasks set on the worksheet seemed to dh;tance the children from the poem 

as a whole, and there seemed no sense of encouraging a transaction between reader 

and text (Rosenblatt, 1978). 
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4.5.4 The Third Period of Twenty Minutes in the NLS 

In this third period the NLS states that pupils should spend approximately 20 

minutes in guided group work, with the teacher apportioning time with at least one 

same-ability group a day, working with them on guided reading and writing. There 

has been considerable emphasis placed on structured ability grouping as a means 

to raising educational standards (Hallam, Ireson and Davies, 2(04). Normally, all 

the pupils would have been in same ability grouping, but for the purposes of this 

research the case-study children were seated in mixed ability. 

Work was linked to reading and writing, in as mnch as they had to read the 

worksheets to find out what they had to write, some pupils also had to read similcs 

taken from the poem, while all had to re-read what they had written either in note 

form or complete, to a.'>certain whether it fulfilled the critpria. It could be suggc::->t(\(l 

that the teacher had scaffolded work, according to the definition in the NLS (1998, 

p.B) 'by providing writing frames' in the form of the worksheets. As the lower­

ability groups were given detailed verbal explanations, as well as written instructions, 

reading was given greater priority for the Level Four and Level Five children a.., they 

were given fewer details verbally, but more complex instructions and examples to 

read through. However, it appeared that initially all the cru;e study children relied 

on listening and talking to gain information, rather than reading. Doth Simon, and 

particularly Lisa were dependent on the others to verbally clarify what they had to 

do, while Peter and Jem started making lists of animals ba..,ed on the instructions 

given to the other groups, while later relaying those same instructions back when the 

teacher asked them what they were supposed to be doing. Sarah seemed confident 

because she had already verbally repeated back what she had to do in the whole-class 

discussion, with Ben following the correct instructions too. 
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4.5.5 Teaching and Learning Styles in the Third Twenty Minutes 

In this third period of twenty minutes, it would appear that the main teaching; 

style was teacher-driven. This was evidenced by the teacher spending a considerable 

length of time on explanations of tasks, which she then reinforced by getting; pupils 

to repeat them back. This was done in both the open class discm;sion, and with the 

group of case-study children. 

There was some class discussion, but again the teacher dominated, as she did 

with the small group discussion. Previously to the teacher intervening the group had 

been engaged in sharing the list of creatures they had generated, but she appeared 

to halt the flow of creativity by getting them to repeat back what they had to do 

again. 

The use of worksheets took the children through prescribed steps by which the 

task would be fulfilled, with no apparent opportunity for children to negotiate or 

move beyond the work set on sheets. The similes were treated in isolation of each 

other, and of a complete poem, whether the children were being asked to make 

them up, or comment on the ones in "The Warm and the Cold" , rendering context 

irrelevant. This was further evidenced by the teacher's comment to the lower ability 

groups that they did not have to worry about meaning when they made up their 

similes, and not to worry if they did not understand the words linked to the objective. 

However, it could be suggested that this period of the session also had some 

characteristics of the resource-driven style defined in fig. 4.1. by Webster et al. 

(1996), given that learning was managed for them by the structure of the worksheets. 

It could also be argued though, that there were also elements of a child-driven 

style, given that time was given to pupils to working and discuss together in their 

groups. However, observations imply that this was not underpinned by a child-driven 

philosophy, as learning was so managed for them, and there was little encouragement 

given by the teacher for children to explore and discover language for themselves. 
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Also, the segregation of the ability groupings, represented by the format of the 

worksheets and the verbal explanations suggested that individuality was not a key 

factor when encouraging children's responses to poetry. 

One of the possible consequences of learning through a teacher-driven style Wl:l.'l 

that the case-study group apparently found it difficult to operate and engage suc­

cessfully when the teacher withdrew her support and guidance. And when she did 

intervene it was not always clear where they were going, possibly due to lack of con­

fidence and subject knowledge which created a pervasive anxiety about the poetry 

event, which pupils may have absorbed and, at times, reciprocated. 

4.6 Interaction between Teacher and Pupil in the Final 

Ten minutes 

The teacher began this part of the session by getting SOlIle feedback specifically from 

the Level 5 children on the work they have been doing in their groups. She then 

linked this back to the objective again. 

TEACHER "What then, going back to this objective here, the point of the lesson, 

have we touched on something, a word? Some of you will know this. Have we 

touched on something that I touched on recently? Abigail?" 

ABIGAIL "Ambiguity." 

TEACHER "Ambiguity! What does that mean then? What docs it mean if I'm being 

ambiguous, ambiguity? (Pause) Tony?" 

TONY "It means that it can be read in more than one way." 

TEACHER "Read in more than one way, interpreted different ways, a bit confusing. 

Is that intentional? Is that what Ted Hughes wanted? Did he want us to look, 

look at it in different ways? Ehren?" 
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EHREN "Yes, he want us to look at it in different ways cos of the way that he writes 

it." 

TEACHER "Fantastic. And isn't that the beauty of poetry that you have your own 

way of looking at it, or some of you may have seen a differcnt way, lots of 

different ways." 

The teacher seemed to be suggesting that there are lots of different ways to 

look at poetry, but, for example, when discussing the simile 'And the badger in its 

bedding/Like a loaf in the oven' (see section 4.7. Teacher and Pupil Talk in Third 

Period of Twenty Minutes and Appendix 4.10), it appeared that rnm;t children had 

a common interpretation based on the text, which they occasionally exprcssed dif­

ferently. As the teacher attempted to draw children's attention back to the objective 

and the role of ambiguity, it was not clear from either the whole cla.'is and group 

discussions, that "double meaning" had been discovered in this poem. 

The teacher encouraged pupils to carryon working on their ta.'iks, and came to 

help Lisa. What followed was a very difficult conversation (sec Appendix 4.21 for 

full exchange). 

LISA "I don't know what to put." 

TEACHER "You're a bit stuck aren't you? (Pause) Right, do you know what you've 

got to do Lisa? What have you got to do?" 

LISA "I've got, I've got to make similes from different animals." 

TEACHER "Right." 

LISA "Its, its got to be a warm or a cold." 

TEACHER "That's, you've got nothing to worry, so you're jm;t comparing an animal 

in somewhere in a situation to something else aren't you, like I've done some 

examples there." 
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Even though the teacher had been through the work Lisa had to do with the 

whole class, and despite the structured worksheet, she was still unsure as to what 

she had to do. She knew the terms to use, but did not understand their application. 

Their conversation together revealed a wide gulf between the adult and child, as 

Lisa appeared disengaged and overwhelmed when the teacher intervened. Lisa had 

found it difficult to understand the task she had been given, and this WCl.'; further 

exasperated by the teacher's explanation: " ... you're just comparing an animal in 

somewhere in a situation to something else". However, even though Lisa appeared 

to be struggling, she was still able to converse in the traditional question-answer 

pattern, and therefore fulfil the teacher's requirements. 

TEACHER "What sort of things do you put in your bag?" 

LISA "Er ... bike keys." 

TEACHER "Ahh, bike keys. That'll be a good one, because then, why docs that 

work do you think? Cos we could write 'like, like bike keys in a bag'. Why 

would that work?" 

LISA "Cos it would be like bike keys." 

TEACHER "Exactly, yeh, exactly, and that would work and that's fine, that's a good 

one. There you go, do you want to write that one down straight away." 

Wells (1995, p.135) suggests that 'By the time children have been in school 

for a few years, most have acquired the traditional ways of interacting. They are 

accustomed to being asked questions and giving the safe and correct answers-or the 

wrong ones'. So, even though Lisa was disengaged in the teaching and learning 

process, she was still able to survive by adopting a pattern of action that had the 

appearance, however superficial, of adult and child interacting in an educational 

setting. She did this by closely following the teacher's cues, and repeating back 

sections of speech the teacher had said. Despite the apparent lack of understanding 
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Lisa still had, the teacher left her and Lisa did not attempt to write any more similes. 

Ben began sharing some of his work with the other pupils. 

BEN "The calm shark swimming through the deep blue sea like a boiling sun in the 

sky'. (No response from others) Listen to this one, 'The sparrow, the sparrow's 

legs snapping in half when it falls out of the tree, like a twiglet crunching in 

someone's mouth" 

SARAH "A twiglet!" 

PETER "Yeah. Twiglet!" 

BEN "Like a twiglet crunching in someone's mouth." 

PETER "Who'd eat twigs?" 

BEN "Could you do that, er? 'The sparrow's legs crunching like twigs under people's 

feet?" 

PETER "I like the twiglets in people's mouths." 

SARAH "Yeh, I do to." 

BEN "Yeh, I know, but I changed it." 

PETER "Yeh, you could do that." 

BEN "Is that a bit too, Sarah, do you reckon this is too good? 'The sparrow's legs 

crunching like people walking on dry, soggy twigs'." 

SARAH "You could put like on dry twigs, cos they're dried up." 

BEN "The sparrow's legs crunching like people stepping on dry, dry leaves." 

TEACHER "Alright." (To whole class) 

PETER "Dry twigs cos of twiglets." 

BEN "Yeh, I know." 
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When Ben received no response for his serious and creative attempt at a sindle, 

he then shared a humorous one, with ridiculous and nonsensical imagery, which 

immediately incited laughter. Both Sarah and Peter were drawn to the usc of the 

word 'twiglet' and the imagery it conjured up, and conversation sparked up around 

the second half of the simile. This began with an appreciation of the use of the word 

'twiglet', followed by a deciphering of what each individual thought of whpn they 

heard that word. For Ben the word was used in reference to the snack known as 

'Twiglets' as something you would eat, but for Peter the word meant a play 011 'twig' 

causing him to ask 'Who'd eat twigs?'. Sarah was called on specifically by Ben to 

comment and advise on his simile, which she did by suggesting that contradictory 

adjectives such as 'dry, soggy twigs' were replaced with 'dry', to give meaning to the 

second part. However, the children did not discuss the first half of the simile, and 

the meaning of the 'sparrows legs snapping in half', which Ben then altered to 'The 

sparrow's legs crunching'. The meaning of the simile as a whole did not come under 

scrutiny, and description was given greater value. This was also represented in the 

other simile that Ben read out 'The calm shark swimming through the deep blue 

sea like a boiling sun in the sky'. On first reading this was beautiful and evocative 

imagery with the shark and the sun, but it was not clear why the sun was like the 

shark, for the shark was 'calm', and the sun was 'boiling', the shark was moving, the 

sun was still. So even though the language Ben used was imaginative and emotive, 

it lost its impact as a simile, because he had not employed the ruks of this particular 

poetic device. What this exchange also revealed though is that while description 

was significant to Sarah, Ben, Peter and Jem, comedic wordplay had far greater 

appeal and value. 

The teacher began to bring the lesson to a close. 

TEACHER "Let me just put this up .. .! wonder if you can think, and it's from the 

Ted Hughes poem. Can you all see it, on the board here? I wonder then if you 
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can tell me, why I might have chosen to copy out this simile and relayed it to 

this objective here. 'Moonlight greeted the shaggy world like a mammot.h of 

ice'. Who can be really poetic and clever and think about why I chose to write 

that out and how does it link with what we've been looking at this lesson? 

Okay, Jem, do you think you know?" 

The teacher implied that to be poetic and clever was not necessarily linked to 

understanding the simile, but by the working out of how the traeher's choice of 

simile related to the objective. 

JEM "The word mammoth could have two different meanings and comparing that 

to the ... " 

TEACHER "So the word 'mammoth' you think has got two meanings, because mam­

moth can mean big, huge whereas mammoth can also mean ... ?" 

J EM "The animal." 

TEACHER "It's, it's extinct now isn't it, but the extinct animal [ller predisposition 

for technical accuracy just kills the enthusiasm]. Right. nut how does that 

link with this objective, what we've been looking at?" 

JEM "Ambiguity?" 

TEACHER "Ambiguity. So what does that mean? So what, it's ambiguous? What 

does that mean? Can anyone take it a step further? It is ambiguous, you're 

right. So how does it relate to the objective, cos that's just one of the words 

there isn't it? Grace?" 

GRACE "Its er .. .its about layers of meaning." 

TEACHER "Layers of meaning. Are there layers of meaning in it? Peter?" 

PETER "Um ... mammoths have shaggy fur and it says the shaggy world so the mam­

moth's fur might be freezing like the world freezing." 
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TEACHER "Right. So mammoth of ice you could see as a mammoth, the extinct 

animal with shaggy hair, the mammoth of ice being frozen or ... ? Lisa?" 

LISA "Does it mean that like um ... a big part of the world's cold'?" 

TEACHER "Or it could mean that, mammoth being a big part. Excelhmt! So have 

we got more than one meaning here? So perhaps we've got what we call layers 

of meaning haven't we? We've managed to do that ... I'1l have a look at your 

work and see what you've done today to work out exactly what we're going to 

do um .. .in tomorrow's lesson, but eventually you yourselves will be writing a 

poem inspired by Ted Hughes, the late Ted Hughes." (Instructions follow to 

collect sheets in). 

The teacher used questions to guide pupils in a pre-determined direction so she 

could return to the objective on the board, and relate what the Level Five group had 

been doing, to key phrases associated with the objective, 'figurative language' and 

'ambiguity'. The reference to these phrases and trying to get children to explain what 

they were, had been left to the very last minutes of the session, although the teacher 

had been using those words throughout the poetry event. The explanation for 

'figurative language' was quickly dealt with, as the teacher moved on to concentrate 

the whole class on the 'ambiguity' of one particular 'simile'. She chose a very difficult 

simile for the plenary, and hurriedly rounded off the lesson with what appeared to 

be a reinforcement activity. 

The next poetry session did not occur until June, six months after this lesson, 

and the pupils never did get to write a poem inspired by Ted Hughes 'The Warm 

and the Cold'. McClure (1995, p. 119) suggests that 'When poetry is experienced 

in a vacuum, it loses its vitality and appeal to the reader'. 
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4.6.1 The Role of the Poem 

In this final period of time, the poem was returned to, but again wa..'l s<'paratcd int.o 

discrete sections that allowed the teacher to reinforce the objective of the lesson. 

There seemed to be no reference to the poem as a whole, and the contrast of the 

warm and cold imagery, which wove the similes together. Wilson (2001, p.45) states: 

A poem or a work of fiction has been conceived of as a whole ... The 

relationship between each part adds something to the meaning of the 

whole .. .It is for this reason that it is unfair to the story writ.er or poet t.o 

take a section of text and study it without also seeing it in its cOlltext...As 

we become more familiar with a writer's or a painter's work, we can 

appreciate a detail seen in isolation, because we have in our minds our 

knowledge of the rest of the text on which to draw. 

In fairness, the teacher had focused on this poem the day before, mentioning 

that they had looked at some of the similes then. Even so, no opportunity was given 

to hear the whole poem, or to refer to it as a complete work in this session. Rather, 

the poem appeared to be treated as an object to serve the purpose of the objective, 

broken down to illustrate a particular point, rather than embraced as piece of art 

to be explored and enjoyed. 

Hall (1989, p.60) suggests that using poetry for other ends is an 'exploitative 

approach', which: 

reduces imaginative literature with all its potential emotional and in­

tellectual benefits to an arid functionalism ... This exploitation of poetry 

simply mirrors and reinforces the values of the commercially exploitative 

world that exists outside the school gates. 

Although this might seem an exaggeration, Shor and Freire (1987) make the 

point that education reinforces societal norms, and this explotitativeness was not 
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only seen in the treatment of the poem, but also with pupils. For example, at 

difficult points in the session, those who were considered to be more intelligent we're 

used to provide answers to complicated questions. This gave the appearance that 

the class had understood the work, which was not always accurate. AhlO, pupils 

were not asked to share their own work, but were instrumental in expounding the 

different points relating to the objective. 

4.6.2 Response on Worksheets 

All the case-study children completed some work on the worksheets, apart from 

Ben and Peter. I was able to photocopy Ben's whiteboard, but unfortunately Peter 

rubbed his notes off before the teacher or myself were able to look at it. Before he 

did, though, I had observed that he had attempted both the first and the second 

simile. 

Jem's responses on the worksheet (see Appendix 4.22) were limited for a Level 

Five student. In the English Level Descriptions of the National Curriculum (1999, 

p.7) Jem's writing would be expected to be 'varied and interesting, cOllveying mean­

ing clearly ... Vocabulary choices are imaginative'. However, in the description of the 

first simile there is a repetition of 'warm and settled', and it is used to describe both 

the badger and the loaf, resulting in the meaning having less credibility through its 

application to them both. In the second interpretation of the simile, Jem forgets to 

write about why Ted Hughes has written in this way, and simply states how each 

'fits exactly' into its particular casing. Because this simile is more difficult to un­

derstand, and there has been no chance to discuss it as in the previous simile, Jem 

may have felt unable to take a more abstract approach in writing about the poet's 

intentions. Again, there is repetition, and there is no development of the imagery 

presented, nor has Jem included any ideas discussed by the teacher and Peter. The 

final simile is not attempted. 
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Lisa's written responses are confined to just one attempt (sec Appendix 4.23). 

On the surface it appears to be an effective simile, and if the writing had been read 

out of context of the session, it could be suggested that Lisa had written clearly and 

imaginatively, and had adopted the appropriate style, with words chosen for variety 

and interest (DfEE, 1999b, p.7). However, the exchange that went 011 between Lisa 

and the teacher demonstrates that Lisa did not really understand what she was 

writing, and that the teacher heavily orchestrated the answer. 

In contrast to the rest of the group, Simon (see Appendix 4.24), at Levd Three, 

wrote more, choosing to compare a variety of creatures and situations. Even though 

there seems to be little meaning in the similes, in that there is no immediate com­

monality evident in the descriptive imagery between the object and its comparison, 

he has in fact done exactly what the teacher has 8."lked him to do. 

Ben wrote just two similes on his whiteboard (see Appendix 4.25), but did not 

attempt to describe why he wrote what he did. At Level Four, Ben should be writing 

in a 'lively and thoughtful way' where 'Vocabulary choices arc often adventurous and 

words are used for effect' (DfEE, 1999b, p.7). Ben demonstrated this in bot.h of the 

similes he created, though in the second one he needed to think more carefully about 

the shark and its comparison to the sun. The first simile had greater effect, and 

this was probably due to the fact that Ben had closely followed and modelled the 

teacher's example. The sparrow simile was never committed to the whiteboard, 

although Ben used it to generate laughter from the rest of the group, revealing that 

he had an understanding of the power of words to evoke both drama and humour. 

Sarah's work (see Appendix 4.26) was effective, thoughtful and adventurous, and 

fulfilled all the criteria that the teacher had set. It cmbraced the concept of warmt.h, 

and conveyed this effect to the reader. She was also able to explain her thought 

processes in combining one image with another. 
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4.6.3 The NLS 

The final part of the literacy hour is entitled the plenary session, where the whole­

class is expected to be brought together to review and reflect, and the teacher can 

consolidate pertinent teaching points, and give pupils opportunity to present work 

(see Appendix 4.27). 

In the plenary of this poetry event the teacher began by asking some of the 

Level Five children to share their work. She then used this work to re-emphasise the 

teaching point that was part of the objective: the meaning of the word ambiguity 

and how Ted Hughes created ambiguity, or different meanings in his similes. She 

partly clarified and developed the objective at a whole cla .. 'ls level, but it was not 

clear how many of the class had understood, especially those at Level Three and 

below. For example, when the teacher worked with Lisa on an individual level, even 

though it become apparent that she was having real difficulty, the teacher walked 

away without resolving this. 

Constructive criticism and feedback was restricted by the desire to use every 

pupils' answer to reflect back to the objective. Though it could be argued that this 

was desirable in keeping the teaching points central to the lesson, it equally could be 

suggested that it limited creativity and did not allow children to develop their iciea..'l. 

Further, since quite a large proportion of the class had not worked on work directly 

linked to the objective, this meant that what they had done was almost snperfions 

to the objective. 

Finally, the teacher did not really provide opportunities for the children to 

present their work, rather work was monitored or assessed according to whether 

it linked to what the teacher wanted to talk about next. 
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4.6.4 Teaching and Learning Styles in the Final Ten Minutes 

This final section had a variety of groupings in it: whole cla.o.;s work; iwkpeIl(kllt 

group work; teacher working with member of group. However, in both the whole 

class discussion and the time that the teacher spent with Lisa, the teacher WH ... "i very 

much in control and led the children down specific pat.hs that :,lhe wanted them to 

go on, even when it was apparent that they had not unden,tood, as in Lisa's case. 

This lesson was driven by the teacher's desire to cover the objective in the NLS 

using a particular poem, 'The Warm and the Cold'. It could be :suggested that this 

was adhered to so rigidly, that at times it became apparent that meaning did not 

necessarily matter. 

Finally, the feedback time at the end conformed in the main to the 'recitation 

script' with the teacher testing the pupils to see if they had understood the objec­

tive. Again there was no evidence of pupil self-selection; the teacher addressed the 

questions to the pupils and the response from the pupils was fed back to the teacher. 

4.7 Recurring Themes in Other Literary Events 

In analysing the first literary event it became apparent that two broad cat<'gories 

were emerging under which recurring themes could be identified and sit.uated in 

the other events, so building up a thick descriptive profile in each of the:se two 

areas. They were pedagogy and subject knowledge: the first relat.ed :specifically to 

the teaching style adopted and the way this was enacted through teacher and pupil 

interaction; the second related to the way in which poetry WH.'> taught awl considered 

the role of the poem in the event and the effect of this 011 pupil and teacher. 

Literary events two to five are briefly summarised, before repeated patterns of 

action are highlighted from all five sessions. 

In literary event two the teacher introduced the haiku by reading some examples, 
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and asking pupils to comment on the imagery created by the choice of words and the 

rhythm. Pupils then worked individually on differentiated worksheets, explaining 

the imagery present in lines taken from a haiku. 

In literary event three the teacher modelled a haiku, and then pupils wrote haikuH 

while looking at pictures from the rainforest and listening to music. 

The fourth literary event began with the teacher and pupils sitting outside and 

writing a haiku inspired by the sights and sounds around them. They then typed 

up their poems on the computer. 

In the final event the teacher handed out paper with four titles on it: Spring, 

Summer, Autumn and Winter. Pupils were encouraged to write a haiku under each 

title, inspired by each season. 

4.7.1 Pedagogy 

The Balance of Power 

Throughout the five sessions the majority of time was heavily teacher-directed. This 

was demonstrated in the teacher dominating much of the time with her own talk, 

where she gave lengthy instructions and explanations that were tightly defined (see 

Appendix 4.28), and this was reinforced by very structured worksheets that desig­

nated a set pattern of work aimed at levels five, four and three and below. There 

appeared to be no room given for children to move beyond designated boundaries of 

their ability as dictated by the worksheets, and no negotiation over tasks. She was 

very insistent on having her own way in how the activities should be approached. 

This was particularly apparent in Session three when the teacher had set pupils the 

task of writing a haiku to music. This was a lovely moment as there was a heightened 

sense of creativity and purpose, until the teacher switched off the music to reinforce 

a point she had made earlier: 

TEACHER "Right, I have got to say something. No matter how many times I say 
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it, I see people doing all this (mimics counting on fingers) ... with their, with 

their fingers. Did I, did I demonstrate that up there? Did I go 'Oh, there's 

one word that doesn't fit in?' If you're doing that it defeats the whole object 

of poetry. 'Oh, I couldn't find a word that fits in'. It should not be like that! 

I didn't do that up there! I didn't think 'Ooh, I've got find a word with three 

syllables that fits in'. If you're doing that you're doing it incorrectly cos poetry 

shouldn't be like that to start off with. We can polish it, at the end, but it 

should become like that, just three lines ... then, if we want to polish it to fit in 

with Master Basho's seventeen syllables, we can work on that, but to start off 

with do not worry about that because it's wrong!" 

In all sessions observed the teacher kept tight control in negotiation and structure 

of tasks, physical movement, and verbal interaction. 

Relating the Work to Children's Previous Experiences 

Whenever the teacher referred to children's previous experiences it was within the 

context of school knowledge. Even this was quite narrow though, for apart from 

referring to knowledge of language that they might have come across in previous 

years or sessions in literary event one, such knowledge was never referred to again. 

The following sessions all based around the haiku were self-contained in that knowl­

edge from the one session was recapped at the next (see Appendix 4.29). This gave 

the impression of knowledge being isolated from the rest of children's experiences 

outside of school, and because the teacher did not highlight poetic features such a.'" 

similes, assonance and metaphors as she indicated she would in the literacy planner 

(see Appendix 4.30) this served to accentuate the isolation of the haiku from other 

forms of poetry studied. There was little sense of progression or development of 

knowledge and it gave the impression that knowledge was dealt with a.., separate 

constructs, one unrelated to the next, and, if they were alluded to, as in session one, 
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it was never explored as to what constructs pupils had. 

The Role of Ability 

Ability played a significant role in the structure of tllC poetry s('ssiolls. III S(~SSiOll 

Two it was revealed by the teacher that she had labels for the different levels. 'Table 

One and Two' were Level Three and Below 'the in-betwecnies' were Level Four and 

'the others' were Level Five. Tasks were consistently divided between these groups, 

and there were no opportunities to move between levels, in fact the t('acllCr was 

most insistent that pupils only did the work that they were set. In session two this 

was set out on worksheets (see Appendix 4.31), in session three this was set Ollt on 

a criteria checklist where the more intelligent you were deemed the more features 

you were expected to include in your haiku (see Appendix 4.32), in session four the 

same applied. In session Five, however, all the class where given the same sheet of 

headings on which to write their haikus (see Appendix 4.33). 

Overall, there was very little opportunity, for pupils at any level to <kmonstrate 

resourcefulness, initiative, and to take ownership and make decisions ahout their 

work. However, Level Five pupils were treated with greater respect and authority in 

the classroom, particularly during cla.o;;s discussions, often be called upon to provide 

the 'correct answers' to difficult and open discussions. 

Play With Language 

In sessions two to five there seemed to be no opportunity giv<'ll for pupilH to play 

with language, and none was witnessed, as in the first session. This could have 

been attributed to the teacher taking greater control of language during the latter 

sessions. vVhere as , in the first session children had been encouraged to work in 

groups, in sessions two to five there wa." no encouragement to do the same. \Vork 

was given out independently, and often designated into specific ability categories, 
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and this seemed to have had an impact on group interaction. Some of the writing 

on haikus was also done in silence, and, though this seemed appropriate at the time, 

it may have been valuable for children to have the opportunity to share amongst 

themselves, rather than just between the teacher and whole class. This would have 

given children time and space to savour and play with the langua.ge, and taken back 

some of the control from the teacher, for it was she who presented and retold poems 

to the class. But perhaps, most importantly, there seemed a lack of enjoyment in the 

classroom. The teacher demonstrated anxiety over writing, which was particularly 

evident when she modelled a haiku (see Appendix 4.34), and her predisposition 

for accuracy in her own verbal interactions with the children suggested that they 

had to be precise in the way they responded to her questions. She never joked or 

laughed with pupils, and certainly did not encourage them to do the same betw('en 

themselves. In many ways then the classroom atmosphere W&'i not conducive to 

play with language, and language appeared to be something that was functional, to 

be used to get the task done with what appeared to be the minimUIll of enjoyment 

inside the literacy hour. 

Lesson Plans 

During the five literary events observed, the teacher said she did not follow a written 

plan either for the day or the week. She said this was normal practice, and yet even 

though there was no plan, there seemed to be a strict structure to each session, 

and progression, particularly from sessions two to four as the teacher taught about 

haikus. When I pressed the teacher for term plans after I had observed the sessions, 

she eventually sent through a detailed timetable for the week in which the llaikus 

had taken place (see Appendix 4.28), although there was none sent through for the 

work done on Ted Hughes' poetry. The structure for the planning highlighted some 

aspects of concern. 
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The structure of the plan for each session appeared to conform to the tmciitional 

three-form pattern of lessons before the NLS, with three sections whole class, pupil 

tasks and plenary, as guided reading was separated from the main body of the 

literary event. This would suggest that the teacher did not conform to the literacy 

hour framework, and yet in the main the sessions observed did. This suggests that 

there was an inconsistency between the plan and practice. 

The children were separated clearly into ability groups, which where labelled 

'BA', 'A' and 'AA' - 'Below Average', 'Average', 'Above Average'. Work was dif­

ferentiated between each group, further accentuated by worksheets, and there wa . .., 

no opportunity for children to cross between ability labels, apart from the last day 

when the teacher gave all children the opportunity to write ltaikus for all the seasons. 

Simon, classed as being Below Average, demonstrated that he was perfectly able to 

do the work set. 

4.7.2 Subject Knowledge 

Subject Knowledge 

Though the teacher used the appropriate words relating to the haiku in sessions two 

to five, she demonstrated a lack of confidence in the subject knowledge in a numher 

of ways. Firstly, four sessions were conducted in a row on the same objective, 

with the latter three sessions spent writing haikus, which culminated in a feeling 

of stagnancy and writing for writing's sake rather than for creativity's sake. There 

were two instances where the writing felt fluent and creative; when the teacher 

played music and put images of the rainforest up as a stimulus in session three, 

and when the class went outside and wrote haikus in the school grounds, in session 

four. But these times were relatively short compared with the amount of time the 

teacher spent on explaining the haiku, and in the final session getting children to 

write a haiku for each season, with merely the titles 'Spring', 'Summer', 'Autumn' 
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and 'Winter' as the stimulus. 

She also showed considerable anxiety over her own creative ability evident par­

ticularly in event three where the teacher modelled a haiku fur the cla."s (for full 

extract see Appendix 4.34). 

TEACHER "Now can I say something for me doing this, I don't think I've ever 

written a haiku before. I don't think I'm going to be able to write it straight 

away .. .I've never written one before. I hope I will improve during the week as 

you will, I hope .. .I'm going to say something 'An agreeable pair'. Agreeable, 

how do you spell that? Agree .. .I'm not too sure about that spelling, so I'll 

have to check that one. I think it's like that, but I'm going to have to check 

that." 

She presented the writing of a haiku as a technical exercise, using the checklist 

as the guide to what she would put in, rather than her response to the imag(~s of 

nature she had on the overhead projector. She also drew considerable attention to 

her worry about spelling of a word, rather than just asking one of the children to look 

it up in a dictionary after she had finished discussing the creative id(~as. Her finis}wd 

haiku 'Rising bark, rough and sweet, fragile leaves falling; An agreeable pair' wasn't 

particularly effective either with the 'rough and sweet' suggesting opposing imagery, 

and the last statement seeming to be separate, rather than binding the whole picture 

together. Finally, as part of fulfilling the checklist the teacher asked children what 

season was suggested by her haiku to which they answered autumn citing the 'falling 

leaves'. However, as the pictures that the teacher used for stimulus were from the 

rainforest, where there are no temperate seasons, it seemed that the pictures were 

only functional in providing the nature stimulus in order that the haiku could be 

written to fulfil the checklist. The poem then, did not scem to have been written 8." 

a genuine response to what had been seen, but in response to what W8.'> required. 
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Lack of subject knowledge was also demonstrated in the teacher's opening session 

on the haiku where she asked children to explain, on worksheets, the meanings of 

certain haikus. In particular, the Level Five pupils misunderstood what the teacher 

was asking them to do. 

TEACHER "I've written a few haikus down. Some of them are images created and 

some of them are explanations, but you decide in the form of a haiku. You've 

got to read through and write image beside it, if you think think 'Yeh that's 

definitely describing an image' or explanation, and as I've said on the sheet 

you need to describe what the others are doing, what the images are capturing, 

what did you see happening here. Alright?" 

JEM "Do we have to write an image for everyone?" 

TEACHER "No, not for the explanation one because you won't have an image cre­

ated there. Alright? What's the difference then between an image and an 

explanation? Master Basho would be appalled if he read an explanation. lie 

wants nature, images created. Alright?" 

The teacher subconsciously misled children when she suggested that an image 

would not be created in your mind, if it was an explanation. This is contrary to 

the belief that a reader brings many things to a text, and that it cannot be read 

objectively without some associative imagery being brought up in response to what 

is being read (Rosenblatt, 1978). This was reflected in the conversation between 

Peter and J em. 

PETER "Do you get how to do this? How do you change them?" 

JEM "You've got to write image or explanation by it." 

PETER "I know that part, but I don't know what's the difference. They're all the 

same." 
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JEM "If you get a picture in your head, when you read it, if you get a picture in 

your head it's an image, if you don't it's an explanation." 

PETER "Yeh, but what if you get a picture for all of them?" 

JEM "Then they're all image." 

In feedback time, the teacher acknowledged that many of the Level Five pupils 

had had difficulty understanding the nature of the task. 

Meaning 

Finally, by constantly drawing children back to the checklist the teacher highlighted 

criteria which she felt was central to composing a haiku, but in discussing the mean­

ing of a haiku she made a serious error. In the following extract the teacher, intro­

duced a haiku by l\latsuo Basho by stating: 

TEACHER "Master Basho said it's up to you what you think because you could 

all see different things, you could all see different imagcs ... I'll read it through 

'Summer end nears: Now slow bee allows stroking of fur'. Don't worry about, 

don't worry about what it means, you only want a picture or an image ... thcre's 

no right or wrong" 

The idea that a picture or image can be generated without it being related to 

some conception of the meaning of the words seems untenable. Though the teacher 

emphasised the value of different interpretations, she responded more positively to 

a pupil's comment when she felt it matched her thoughts. 

JEM "When it says urn 'Crow follows crow' it could be like a long stretch between 

them." 

TEACHER "It could be like a long stretch. Or maybe, could it be anything else?" 

OLIVIA "I think it could be where the crow is flying slowly." 
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TEACHER "Brilliant! That's how I see it actually. I was going very slowly, crows" 

In discussing pupils' haikus, the criteria on the checklist were discllssed in terms 

of what had or had not been included, but meaning was never highlighted which led 

to contradictory images as exemplified in Den's written haiku (set out as Den wrot.e 

it) in session five. 

Parrots follow parrots 

Daferdills sway in the sun 

As sweet smelling leaves fruits fall 

The teacher wrote: 'Don't worry about the haiku being perfect to begin with. 

You may need to write the same one 3 times!', but did not highlight the mixture 

of seasons that were being suggested nor the unlikelihood of finding daffodils and 

parrots in the same place. 

This concludes the analysis of the sessions observed at Chadwick School. 

4.8 Introduction to the Analysis at St.Alban's School 

In the second part of this chapter the first literary event of St. Albans was dlO­

sen for detailed analysis as it highlighted themes based all subject knowledge and 

pedagogical style that were of concern in this study, and comparable to the literary 

event observed at Chadwick. Recurring themes in all five sessions are examined at 

the end of the first event. 

4.9 Teaching and Learning Poetry in St. Albans School 

The first literary event at St. Albans school took place all the 2nd July 2001. Though 

this was towards the latter end of the school year, the teacher claimed that this was 
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the first opportunity she had had to teach poetry, due to the combined pressure of 

an Ofsted inspection in early spring, and the preparation of pupils for SATs. 

This school was selected on the ba.'lis that pupils attending were from homes 

of predominantly low socia-economic status, presenting a contrast with Chadwick 

school, and providing opportunity to examine any emerging links between class, 

expectation and achievement (see 3.4.1). As noted previously, the research partici­

pants were chosen to fulfil specific criteria such as gender, level descriptions and age 

(see 3.4.5 and 3.4.6), however, the design had to be flexible to incorporate individual 

differences between each school. As St. Albans had a smaller intake of children than 

Chadwick, year classes were combined for economical reasons, therefore, the cla,,'ls 

observed were a mixture of Y6 and Y5 pupils, though all case-study children were 

in their final year of school. The children were originally to include a hoy and a 

girl at each of the Levels 3, 4, and 5, but because there were no children considered 

to be of Level 5 description, children were selected from Levels 2, 3 and 4. These 

consisted of Joshua and Hannah at Level 2, Jeremy and Julia at Level 3 and Nia 

and Andy at Level 4. Finally, the teacher was a non-specialist in English. 

The focus of the session was: 

• To understand and use prepositions; to write poetry from own experiences 

The teacher had chosen a poem by David Orme (2001) (see Appendix 4.35) who 

had written this poem as part of a selection of resources for teachers to use in the 

classroom. A brief lesson plan had been produced as part of a weekly document for 

the Literacy Hour (see Appendix 4.36), upon which the following learning objectives 

for the week had been written: 

• To explore the structure of a variety of poems 

• To develop use and understanding of prepositions 
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• To use own personal/emotional experiences when writing poetry 

In the classroom there was a small library, but this did not contain any poetry 

books as they were all kept in the main library area. However, there was a display 

board where pupils had written poetry around the theme of 'What makes me angry?'. 

As in the session from Chadwick school, speech was split into designated sections 

whereby teacher and pupils used cues to indicate the closure or opening of a sub­

ject area. These were approximate to the time slices detailed in the literacy hour, 

although content was not always literal to that in the NLS. 

The following analysis concerns the first fifteen minutes of data in this literary 

event. 

4.10 Interaction Between Teacher and Pupil in First 

Fifteen Minutes 

At 11:15 a.m. the children came in from the playground and immediately sat in an 

informal group on the floor around the teacher, who was seated on a low chair, with 

a small white board to her side on which to write. The teacher began with a short 

introduction to the session (see Appendix 4.37), where it was announced that they 

would be looking at a poem, and at their word level work. These were presented 

as two separate categories, so it was unclear at this point how the two were to be 

related. She then immediately proceeded to talk about the word 'preposition', which 

was highlighted in the written objective on the board. Pupils were swiftly included 

in working through what the word meant, firstly through verbal explanation, then 

through practical application. 

TEACHER "Okay, it tells me where things are, okay so let's have an example. Grace, 

stand up. (Grace comes and stands by the teacher who places the pen lid to 

illustrate the point). Right, where is the pen lid?" 
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JOSHUA "On her head." 

TEACHER "Okay. One word that describes the pen lid's pm;ition?" 

SHARON "On top." 

TEACHER "On top. Okay, can you think of another one?" 

171 

The teacher proceeded at a swift pace, encouraging them to think and respond to 

the rapid change of pen position, the change of child to illustrate the pen's position, 

and the direction of the questions (see Appendix 4.38). The teacher's questions, 

both literal "Where is the pen lid?" and abstract "What is the opposite to ahove?" 

served to make the children think, and the teacher linked back naturally to the term 

'preposition', rooting the activity in the objective 'To understand pre'positions'. 

In this introductory section, the teacher included a range of pupils, hot.h in 

providing answers and physically illustrating the position of the pen lid. The children 

looked excited and interested and the majority of the class eagerly put their hands 

up. The informal seating, fast-paced introduction, and the inclusion of pupils seemed 

to create a heightened atmosphere of expectation, and it was at this point that the 

poem was introduced. 

TEACHER "Okay, let's have a look at our poem today. As we read our poem I want 

to think about where the prepositions are and how they've been Ilsed in the 

poem. It's called 'In the garden'. Oh, can you take the dip off the side for 

me. You can put it back on now. Good. Right, okay, let's sec if we can spot 

the prepositions. Who's going to read the first verse for me? Katy?" 

KATY "Under a cold damp stone, A ... a" 

ANDY "A thoughtful frog." 

KATY "A thoughtful frog, dreams of rainy days to come." 

TEACHER "Okay, now altogether for the second one please." 
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CLASS "Behind the old shed, a family of hedgehogs, is dressed in autumn leaves." 

TEACHER "Greg." 

GREG "In, in compost heap, a thousand beetles, build a mighty city." 

TEACHER "Everyone." 

CLASS "Over the rooftop, the bonfire sparks, spread like bright s('eds." 

TEACHER "Okay." 

The teacher encouraged the class to share the poem, both individually and cor­

porately. Even when Katy struggled with the words she was treated sellHitivcly and 

was able to continue with the support of another pupil, without the teacher taking 

overt control over the situation. It has been suggested that opportunities such as 

this for peer assistance can contribute to academic achievements for the students 

involved (Greenwood, Carta and Hall, 1988; Fuchs, Fuchs, Mathes, and Simmons, 

1997). 

The teacher then encouraged pupils to identify the prepositions in the poem, and 

they were allowed to come up to the front and underline them. She then continued 

by asking pupils about the structure and stylistic features present in the poem (Hce 

Appendix 4.39). A pupil outlined the structure of the poem in three steps, which 

the teacher asked her to repeat. In doing this the teacher drew the class's attention 

to the point that not all the verses were about creatures. She allowed children to 

express initial mistaken opinions about this, which other children thcn countered by 

pointing to evidence in the poem. 

ABBY "The second line describes what it is." 

TEACHER "The creature?" 

ABBY "Yeah." 

TEACHER "Was it always a creature?" 
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Some children say 'Yes' while others point to verse three, about the bonfire. 

TEACHER "So it's what's in the garden we're looking at." 

The teacher then asked for pupils' opinions about the poem. When Andy re­

sponded with "It's too plain", the teacher attempted to open up the discllssion to 

see if Andy's statement was justified, by a.'iking the children to think of plainer ad­

jectives than "thoughtful" (see Appendix 4.40). In this way the teacher suggested 

that the session was open to negotiation, that pupils could infhwnce the direction 

of the discussion, as it appeared that Andy's comments had (Pret-iland, 1996). How­

ever, the teacher demonstrated that she was still in control, for even though the 

children thought of very dull and unimaginative adjectives, the teacher insisted that 

there was one that was the most boring - the one she had thought of. The chil­

dren eventually guessed when the teacher practically speIt it out for them. She 

allowed children to continue with their contributions, elaborating occa.'iionally on 

their ideas, which the children greatly appreciated. The teacher then moved on to 

ask the pupils to consider more creative adjectives. Suggestions followed, which the 

teacher sometimes embellished much to the class's amusement. 

SAM "A monotone frog." 

TEACHER "A monotone frog! Oh, I like that. Rebbit. (mimics frogs sound in a 

monotone voice and the class laugh) 

A pupil then suggested "a peaceful frog" and the teacher decided to develop this 

idea in relation to the original poem. She read out a section of the poem describing 

the thoughtful frog, and related this to the new word they were focused upon now, 

so scaffolding children's thoughts and ideas. Such an approach encouraged children 

to relate previous knowledge to new constructs, and use that to deVelop related 

concepts (Vosniadou, 1992). However, the thread of the discussion, which had begun 

as a result of justifying Andy's argument that the poem was too plain, seemed to 
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have been lost, and this part of the session seemed slightly disjointed. Pupils were 

then encouraged to attempt to contribute ideas to develop the idea of the "peaceful 

frog". 

JEREMY "A peaceful scene." 

TEACHER "A peace ... yeah that's a bit obvious, think of another one. A peaceful 

frog dreams of?" 

ANDY "A new wife." 

(Class laughs) 

TEACHER "What, get rid of the other one?" 

ANDY "Yeah." 

TEACHER "Okay." 

These first attempts were not very successful in developing imagery based on 

the word 'peaceful'. While Jeremy's answer was perhaps obvious and repetitive, the 

teacher could have asked him to describe a peaceful scene using different vocabulary. 

Instead, she moved onto Andy who contributed an idea which was not particularly 

appropriate, but which made the class laugh, and gained a further humorous re­

sponse from the teacher. The teacher moved swiftly onto the next idea rather than 

continuing with the idea of 'the peaceful frog' and exploring different respouses. She 

could perhaps have engaged the class in personal association with a discussion about 

what peace meant to them. There followed a more successful exploration of which 

showed signs of children building and developing ideas together. 

The teacher asked the class to think about another word, but immediately picked 

the word "romantic" which she had initially suggested (see Appendix 4.41). The 

structure of this discourse was one of a number of examples where choice and part­

nership were implied, but control of material and direction of conversation was firmly 

embedded in the teacher's control. 
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After discussing ideas generated by the word "romantic" the pupils were then 

encouraged to think about another adjective. 

Boy "An obsessed frog." 

TEACHER "An obsessed frog. What would an obsessed frog be like?" 

Boy "Obsessed with thinking." 

TEACHER "Err ... what in your mind is your frog obsessed with?" 

JEREMY "Collecting things." 

TEACHER "Right, okay, so an obsessed frog dreams of...?" 

JOSHUA "Collecting things." 

TEACHER "You won't have collecting things, would you?" 

JEREMY "His collection." 

TEACHER "Right, so an obsessed frog dreams of his collection of...?" 

JEREMY "Money." 

TEACHER "Right, very good." 

Though the children were corning up with idea'l, they seemed to be random and 

unrelated to the character or life of a frog. For poetry to be effective on such a subj(~(t 

as this, I suggest that there needs to be some resonance and relationship between 

the literal frog and the imagery and fantasy that is being created, a'l represented in 

the line of the poem 'Under a cold, damp stone, A thoughtful frog, Dreams of rainy 

days to come'. 

The teacher encouraged personal preferences. 

TEACHER "What about the hedgehog? A family of Hedgehogs, Is dressed in autumn 

leaves. Like that one?" 

l\1ixture of responses from class: "Yes" "No" "Boring." 
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TEACHER "You don't like that one?" 

Boy "I don't like that one." 

She also stimulated children to think about the poet's intentions in writing and 

the meaning of the descriptive imagery. 

TEACHER "A thousand beetles, Build a mighty city. Oh, what would the city 

actually look like?" 

SEVERAL CHILDREN "Big. Ginormous." 

TEACHER "Would it? Is that what this poet means? Is it going to be this huge 

building that's sort of going to take over 'our school' (name removed to preserve 

anonymity)?" 

SEVERAL CHILDREN "No." 

TEACHER "Nia?" 

NIA "It would just be like a load of leaves." 

TEACHER "Right, it would just be little, so what's the poet trying to say then?" 

NIA "To the beetles it's huge." 

TEACHER "Right, to the beetles it's huge." 

She switched between the perceptions of the subjects in the poem, and what the 

poet meant, so encouraging engagement with the poem on a multidimensional level. 

The teacher ended this part of the session by referring children to the use of 

similes in the last stanza (Appendix 4.42). 

4.10.1 The Role of the Poem 

Though the teacher introduced the lesson by saying that they were going to look 

at poetry, she began with 'word level work' on prepositions. In presenting the 
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poem to the class after this it became apparent that the poem was secondary to 

the preposition work, and that it was being used as a vehicle to teach and develop 

understanding of prepositions. This was reflected in the moment where the cIa...,s read 

the poem together, and then the teacher immediately asked children to underline 

the prepositions. The poem then became the stimulus for encouraging discussion of 

their own ideas, and this was reflected in the nature of the questions and answers 

given by teacher and pupils. 

The discussion in this first fifteen minutes appeared to be split into four differ­

ent areas; work on prepositions, identifying prepositions in the chosen poem, brief 

discussion on the structure and theme of the poem, and a lengthy discussion of their 

choices of adjectives with development of some of these into poetical stanzas. How­

ever, as pupils moved to discuss their own stanzas, ideas became disjointed from a 

main theme, such as the season in the autumnal poem they had read. This led to 

a disjointed feel to their ideas which is apparent when comparing a line from the 

poem: 

"A thoughtful frog, Dreams of rainy days to come" 

With that of the collective class response: 

"A lonely frog, Longs for a best friend" 

While the collective class response is expressive and words had been chosen 

carefully, it seemed to lack any coherence because it was not rooted in a thematic 

structure, which essentially binds poetical expression and ideas together. So while 

the poem had been discussed briefly and important features had been identified such 

as structure of content, subject, pattern and choice of vocabulary, their ideas had 

been discussed and applied without reference to an overall pattern or theme. 

This would suggest that in relation to the literary theoretical framework out­

lined in fig.4.2, the approach to the poem is based on a structuralist perspective, 
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whereby meaning is secondary to structure and poetical features and style (Buch­

binder, 1991). Also, the implication that pupils can question a poet's choice of words 

serves to demystify the author, another pertinent characteristic of a structuralist ap­

proach. 

4.10.2 Case Study Children 

In the first period of fifteen minutes, all case study children entered individually into 

the discussion, apart from Julia, who often responded with the cooperative group, 

as in laughing at an idea. 

It became apparent that the ca..'ie study boys, Jeremy, Andy and Jm;hua re­

sponded more than the girls. They sat themselves clm;e to the teacher and the 

board on which she was writing, so that they had a prominent pmiition when she 

looked for pupils to answer questions. Julia and Hannah sat in the middle of the 

group, while Nia sat towards the back. 

All case study children seemed interested in the discussion and involved, even if 

they were not verbally contributing. The putting up of hands to respond individually 

or corporately evidenced this, as did laughing at what others said, and the eagerness 

reflected in body language such as Joshua and Andy, who frequently knechl in ol'(i('r 

to stretch up and gain an advantage in height when trying to attract the teacher's 

attention. This seemed to work to have the desired effect, for they were a..-;ked a 

significant proportion of the questions. 

4.10.3 First Fifteen Minutes of the NLS 

In the first fifteen minutes the teacher taught prepositions from Year G term 1 (NLS, 

1998, p. 50), which she then related to a common text. There wa..'i evidence of both 

the teacher and pupil supporting less able readers, and encouraging all children 

to participate in reading the poem. This came about by giving opportunity for 
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individual readings of particular stanzas as well as whole cla..'ls readings, HO developing 

confidence. By handing over the reading of the poem to the dass and allowing 

another pupil to support an individual who struggled over a line in the poem, the 

teacher encouraged autonomy, self-sufficiency and support. 

Her objective for the session was loosely taken from the NLS, from a point of 

grammatical awareness in Year 6, Term 1 of sentence level work (NLS, 1998, p.1)O): 

Pupils should be taught: 

Grammatical awareness 

• The different word classes, e.g. prepositions 

However, it was not taken literally from the NLS and was influenced by the 

teacher's own ideas. There was no reference in Year 6 work to children writing 

poetry from their own experience, so this was an addition by the teacher. In writing 

the objective up on the board for the class the teacher had also adapted the language 

of the NLS, making it more accessible to the pupils. 

Many of the elements of successful teaching as laid out in the NLS (1998, p.8) 

were present in this first period of time. It was discursive, and th('re were some 

instances of good quality oral work, such as in the discussion of the structure. 

It was highly interactive, a..'l reflected by the number of qucHtionH askc(l aIHl 

responses given, although many of those responses were lower-order, and there wa..., a 

fast pace to the discussion. However, sometimes the unrelenting pace disadvantaged 

children who could not think quickly enough, for the teacher would move swiftly 

on. The teacher seemed both confident in her ability to handle the material and 

the children's responses, allowing them to make literary judgements and express 

a variety of new ideas. This first section of discussion could also be described as 

ambitious, as at times the teacher encouraged children to think of better words that 

they could use in the poem. 
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In considering the statement 'shared text work' there was evidence of the teacher 

sharing her ideas, yet also giving pupils opportunity to share theirs. For example, 

the teacher still allowed pupils to share their own words, while reminding them that 

she too had a word that she wanted them to guess. 

The teacher used a wide range of teaching strategies in a successful way, which 

engaged and motivated the class as a whole. The strategies included in this lesson 

were direction, scaffolding, questioning, initiating and guiding exploration, investi­

gating ideas, discussing and arguing and listening to and responding. Some ~f these 

strategies, such as arguing about a point, were not followed up as successfully as 

some other teaching strategies employed, such as in discussing Andy's point about 

the adjective "thoughtful" being too plain. 

4.10.4 Teaching and Learning Styles in the First Fifteen minutes 

By comparing this first fifteen minutes with the Webster ct a1. model (1996) (spe fig. 

4.2) it was evident that there was much that was comparable with the learning-driven 

style. Though the teacher maintained control over the structure, pupils were given 

significant opportunity to engage in dialogue, sometimes influencing and changing 

the direction of the conversation. Pupils worked together with the teacher to con­

struct ideas and generate others, with evidence of some scaffolding by the teacher 

(see Appendix 4.43). 

In this time segment there had been a feeling of enjoyment, a sharing of ideas 

and a development of them together. However, the teacher's comment 'Any more 

for me?' served as a reminder that she was in control and taking the cOIlversation 

where she intended it to go. 

However, there were some interesting passages in this period of teacher-pupil 

interaction, where the teacher did not ask any questions, but merely repeated each 

pupil's answer, while another responded with a fresh idea (sec Appendix 4.44). 
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And at points the teacher also allowed children to work through their idea.", only 

intervening to give support and guidance, which pupils feHpondcd to awl ut.ilised 

(see Appendix 4.45). 

4.11 Interaction Between Teacher and Pupil 

The teacher moved into the second part of the session by swiftly int.roducing the 

next task, in which they were to write their own garden poem (see Appendix 4.46). 

The teacher explained why writing poetry from their own experience was easier 

than generating ideas from their imagination, and then attrmptcd to disperse any 

anxieties that children might be feeling by making a joke. She also tried to include 

those that may not have had a garden by widening the focus to parks. Research 

suggests that relating school knowledge to the body of knowledge children bring into 

the classroom is an effective way of building bridges between the two domains, so 

encouraging a more holistic approach to teaching and learning (Rogoff and Lave, 

1984; Newman, Griffin and Cole, 1989). 

She began by asking children to tell her what kind of creatures inhabited their 

gardens. She responded positively to their suggestions, and then changed the fo­

cus to inanimate objects they might find there as well. After some suggestions of 

non-living things such as swings and bird table, the teacher explicitly linked their 

ideas to that of the 'Autumn' poem, by including pupils in writing a class poem. 

The children suggested ideas but the teacher indicated on several occasions that 

preferential treatment would be given to the ideas she liked, and others rejected on 

that basis. This seemed to suggest that the children's role was to provide ideas, 

ideas that fundamentally pleased the teacher (Edwards, 1987, p. 220), rooted in her 

'frame of reference'. 

TEACHER "Now 'big' is obvious, but think of more unusual." 
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GIRL "Rickety." 

TEACHER "Rickety, yeah, good." 

Boy "Gloomy, old." 

TEACHER "Gloomy. Behind the gloomy ... yeah I like that." 

The teacher explicitly referred to the autumn poem as "a writing frame", and 

seemed determined to follow it in detail. The teacher and pupils worked together 

to provide ideas to complete the first stanza to their poem (sec Appendix 4.47). 

However, as they came to the last line, the teacher attempted to guide pupils to 

choose the word that she was thinking of (for full extract see Appendix 4.48). 

TEACHER "No, think of getting rid of 'collect' and 'food' and try to find one word. 

Kelly?" 

KELLY "Gathers." 

TEACHER "Gathers .. .for the winter?" 

SEVERAL CHILDREN "Yeh." 

TEACHER '''Gathers for the winter' sound alright? Yeh? Instead of 'Gathers' I was 

thinking 'Prepare'." 

ANDY "Prepare for winter." 

TEACHER "An army of ants prepare ... " 

JOSHUA "For the winter." 

TEACHER "For the winter. So it makes a little bit shorter. Does that sound best 

or do you like it the other way?" 

SEVERAL CHILDREN "Err ... " 

TEACHER "It's whatever way you feel happy with." 

Boy "That way." (Points to 'prepare') 
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She implied that their word 'gathers' was acceptable by writing it up all the board 

and considering it, but then she made it clear that her preference would have been 

for 'prepare'. She then wrote that up on the board as well, and suggested that pupils 

could choose either one. However, as in the first period of time, the pupils chm;e the 

teacher's suggestion over their own. On the surface children seemed engaged with 

the process; they were saying lines to themselves, mulling things over, sllgg('sUng 

ideas, finishing off lines, but in doing this they appeared to be also focused upon 

interpreting the teacher's cues and emphasis. It appeared that the discourse was 

interactive and free and exciting, because the teacher let them have freedom ill ex­

pressing themselves, but this seemed to be a psucdo-partncrship, because ultimately 

it was centred around finding out what the teacher wanted them to say. 

They moved onto the next stanza, beginning again with a preposition 'beneath'. 

The pupils then focused on the subject of a group of worms under the soil, and bega.n 

to build imagery around this (see Appendix 4.49). However, after a good start with 

'A cluster of worms', the line lost its impact as the discussion wellt on, for the 

teacher's main preoccupation seemed to be that it should match the structure and 

content of 'Autumn Gardens' rather than having meaning, relevance and resonance. 

Further discussion of ideas demonstrated the teacher's preoccupation with struc­

ture, and a desire to push her own ideas above pupil's suggestions (see Appendix 

4.50). 

4.11.1 The Role of the Poem 

In this period of time the poem was explicitly used as a framework for childrC'n's 

and teacher's ideas. The teacher adhered to it closely, trying to make lines shorter, 

including a simile in the one stanza, fitting in adjcctiv('s so that it mat.ched the 

structure of the Autumn poem. At times it became explicitly evident that it was 

about filling in the gaps. 
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TEACHER "Beneath the soil? All right. Beneath the blank soil. Beneath the ... what's 

the soil like in your garden?" 

Unfortunately, throughout this passage, little consideration WH.'> given to meaning 

and this was reflected in the ideas that the children came up with, the teacher's 

contribution to the discussion, and some of the stanzas they created. For example: 

"Beneath the moist soil, a cluster of worms, visit their friends." 

And: 

"Behind the gloomy shed, an army of ants, prepare for winter." 

'Army' would have had more resonance with a pupil's suggestion of the ants 

marching, than the teacher's choice 'prepare for winter'. 

The teacher also appeared unclear about what the poem wa.s a.bout. First she 

stated that they were going to write a 'garden poem', but then llsed the autumn 

poem as a framework without integrally linking their own poem to a sea.,>on. Later, 

when they picked the prepositions for their class poem she abo comment.ed: 

TEACHER "Beneath. It's all the 'b' words. It's a 'b' poem." 

4.11.2 Involvement by Case Study Children 

In this period of time Joshua maintained the most verbal involvement, followed by 

Andy, Jeremy and then Nia, but neither Hannah nor Julia contributed individually 

in this session. However, all case study children looked interested and involved, 

looking at the board and listening to what the teacher and their peers were saying. 

4.11.3 The Second Period of the NLS 

In this second period of time, the teacher concentrated on the development of both 

focused word and sentence level work, as suggested in the NLS (1008). This was 
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accompanied by the implementation of a wide range of strategies such as direction, 

scaffolding, using the poem as a framework, que::;tioning, initiating and guiding ex­

ploration, investigating ideas, and listening to and responding. The teaching in 

this session could be described as interactive, well paced, confideut auci ambitious. 

However, I am reluctant to apply the label of discur::;ive and its description a." 'char­

acterised by high quality oral work' (NLS, 1998, p.8) to this period of cOllversation. 

There were important threads of meaning and context that seemed to be left out 

by the teacher that may have given children greater clarity and expression when 

thinking and developing their own ideas about their poems. This was highlight('d 

by matching the framework of their own ideas to 'Autumn Gardens', without atten­

tion to any season, which was an integral part of the poem, providing coutext and 

meaning to the ideas developed. Rather, the teacher appeared to separate the struc­

tural mechanics of the poem, such as preposition and simile, into discrete categories, 

which the children then modelled with little reference to meaning and interpretation 

of their ideas. 

4.11.4 Teaching and Learning Styles 

On first reading of this part of the session it appeared very pm,itive - pupils were 

interested and excited about contributing, they were given space to ponder, IIlull 

and savour words and ideas, and most of the session consisted of well-paced intrr­

action between teacher and pupil. The teacher sometimes a."ked pupils what they 

thought, which suggested that there was room for negotiation and partnership in 

their learning. Overall, this could imply that this teacher's style is in the domain of 

the learning-driven section as described by Webster et al., (1996) (see fig. 4.2). On 

the surface there are many elements of this event that appeared to be within this 

domain, but when examined in more detail it is apparent that this was not always 

the case. For example, when the teacher gave children a choice, whether it was their 
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line they wanted to accept or hers, they chose hers. This was possibly because the 

power was weighted in her direction and they had a desire to plca,,<.;e the adult in 

authority. Also, the teacher consistently demonstrated that her preference was what 

guided the choice of ideas for future development. Further, writing poems from their 

own experience also seemed to have to match up with the teacher's experience or 

else she negated what they offered. It could be suggested then, that the tcaclH'r's 

style is a pseudo learning-driven style, covering a teacher-driven style. 

4.12 Interaction Between Teacher, Pupil and Peers 

The teacher briefly explained what pupils were to do next, which was to writ.e their 

own garden poem based on the one they had read as a class. They were then 

sent them off to begin work. The case study pupils spent approximat{'ly three 

minutes sorting out materials and seating arrangements, before opening their hooks 

to work silently and independently. While the teacher went and sat at the deHk 

with the lower ability children, the case study children started to look through the 

dictionaries. Then they began to offer advice to each other, and, on requeHt, giving 

it. Although Hannah asked for help from Jeremy, she had had the confidence to 

write down some ideas of her own as well, so she was not completely depencient on 

his support (see Appendix 4.51). 

They carried on working quietly, until Joshua and Nia swapped books, even 

though the teacher had imposed a ban on sharing work. Thm;e pupils seemed to 

have forgotten her instruction and appeared to enjoy sharing, 8.'> Joshua read Nia's 

out and Nia read Joshua's silently. Pupils demonstrated the ability to talk off t8.<.;k, 

yet respond to others to get back on task (see Appendix 4.52). When Julia ta.lked off 

task Andy joined in, but Jeremy regulated the talk by bringing them ba.ck outo task 

with the authoritative comment 'Why aren't you doing any work?'. Though this was 

a humorous exchange between the two, the underlying disciplinary message made 
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an impact, for work on their individual poems resumed ollce more. Min1ltes later 

when Julia and Andy talked off task again, they were able to n'gulat.e th<'1Jlscives 

back onto task without intervention from ot.hers (sec Appcndix 4.(3). 

As noted previously, even though the teacher had specifically said not to share 

their work and to work independently, the children appeared to show a natural 

inclination and desire to discuss and exchange idea.'l, to read others' work and recut 

out their own. All case-study pupils shared their work with each other. 

The teacher seemed unaware that the case-study children had bee11 sha.ring th<'ir 

work, and working co-operatively rather than individually. She instructed pupils to 

decide as individuals which was their best verse and to combine them into a group 

poem. She indicated that there was a time limit of five minutes to sort their work 

out, so creating a sense of urgency and ensuring that the task were done dficiPntly. 

NIA "Right, everyone read a part." 

TEACHER "Andy, what's your best verse?" 

ANDY "Err, that one." 

TEACHER "Can you read it to me?" 

ANDY "Across the little pond, A small frog decides to take a dip, lIe dives into the 

f · t" reezmg wa er. 

TEACHER "Uh, I like that. Remember 'Across the little pond' that could be your 

next line. Or maybe you don't need that line. Perhaps you could have 'Takes 

a dip'. Or maybe 'A small frog dives into freezing water'. It's quite IOllg that 

bit, but I do like it. There's quite a lot of information there, Andy." 

Nia took on the role of organising the selection of verses, but she ditl this by 

allowing each person to choose a part. The teacher intervclIcd and superseded Niu's 

instructions, focusing on Andy's best verse. She then advised Andy on how he could 

change the line around, to improve on it. However, the teacher had not allowed for 
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this in the session, so it seemed inappropriate to begin now as pupils were Ill'gCIltly 

trying to prepare for a performance. 

JEREMY (Reads out his verse same time as teacher iH speaking to Andy) BchiIl<l 

the hairy, gigantic bush, An old badger, Remembering the good 01<1 days. 

TEACHER "Four minutes!" 

ANDY "Why do you do it like that? Why don't you just do it like ... " 

NIA "Andy!" 

JOSHUA "It doesn't matter though." 

NIA "Pick your best verse." 

ANDY "Across the little pond, A small frog decides to take a dip, He dives into the 

freezing water." 

JULIA "A dip?" 

(All of the group laugh) 

As Andy was on the point of suggesting changes to Jeremy's reading, perhaps 

modelling what the teacher had done with him, others intervened recognising that 

time was limited. Nia remonstrated with Andy, while Joshua stated, "It doesIl't 

matter though", but though there appeared to be conflict, Andy responded to t.heir 

authoritative tone. Any tension seemed to dissolve by t.he group laughing together 

over one of his word choices. 

JOSHUA "Uh, Julia." 

HANNAH "Under the soggy soil, A patch of worms, Prepare for a hattIe." 

ANDY "Prepared for battle? With what?" 

JEREMY "With glasses" (Laughs). 

(Everyone else joins in laughing) 



Poetry in the Classroom 

ANDY "Yeh, with glasses." 

NIA "So who do you think should go first?" 

JULIA "How can they be wearing glasses?" 

JOSHUA "I don't know. This should go first." 

ANDY "Right, there comes the worms." 

IH!) 

Both Nia and Joshua kept the focus of the discussion on track, trying to steer 

Jeremy, Julia and Andy from delaying the process any IOIlger. However, this dill 

not eliminate them from sharing the joke about the worms preparing for battle with 

glasses. They were able to appreciate the humour 8.'> well H.'l take control in moving 

the discussion on. 

While Joshua and Nia seemed to be the natural leaders, they shared the respoll­

sibility of which verse should go where with the others. While Andy took \lp the role 

of designating who went where he too was open to suggestions made by the others, 

and together they came to a co-operative agreement over the order (spc Appcndix 

4.54). 

4.13 The Role of the Poem 

At the beginning of this period of time, the teacher explained what they were to do 

next, and in doing so indicated the role of the poem in this literary event. 

TEACHER "Okay, so this morning I want you to use this, please, 8.'l a modd to write 

your own 'In the garden' poem. Each verse should start with a preposition, 

okay? And I want at least three verses. If you get to four then your fourth 

verse should be something about, something non-living in your garden. I want 

you to work independently today, by yourself, bccause tomorrow you're gonna. 

be working in pairs and re-drafting together. So if you're already looking at 
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each other's poem, it will be a waste of time. So make sure that it's by yourself. 

Okay, date and title plea.."ie. Off you go." 

The teacher related the work of the previolls section to this period of tillie, 

providing opportunity for all children to do the same work. As in the previolls 

section, she used 'Autumn Gardens' as the model for their own gardeu poems, 

although the season was not mentioned. She concentrated on the structure the 

poem should take, what it should include, and how this should mirror the poem 

already studied. She also highlighted that they would work independently of ench 

other, stating that 'It will be a waste of time' if they had already seen each other's 

poem. Nothing was said about meaning of their poem. The Autumn poem appcar<'d 

to be a useful resource - a framework that pupils had to fullow in order to produce 

an effective poem. 

4.13.1 The Case Study Children 

In this period of time the case study children demonstrated an apparently sophisti­

cated level of autonomy in that they were able to work independently and together, 

share and develop ideas, maintain a standard of self-regulated diHciplinc, and <'Hjoy 

the experience. 

The most striking element of this particular episode of group work was that 

Level Descriptions of individual pupils did not. seem to infhwllce who int('racte(l 

with who, or the nature of those interactions. Power appeared to he distrilmted 

amongst the group, rather than linked to Level Descriptions. For example, Joshua 

(Level 2) and Nia {Level 4) took on the role of leading the group at significant tinu's, 

but were able to share that leadership amongst the rest of the group. l3iott (1984) 

suggests that this kind of role sharing is to do with responsible membership, rather 

than leadership. In this literary event Julia (Level 3) a."iked Andy (Level 4) for 

ideas, while Hannah (Level 2) asked Jeremy (Level 3), but in later sessions similar 
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partnerships showed that they were able to support each othcr. Though Hannah 

seemed the least confident in interacting with others in this HeHHion, she was able to 

write some poetry and to competently contribute in the group performance. 

4.13.2 The Third Period of the NLS 

In this third period pupils spent approximately 20 minutes in gui<i('d group work 

reading and writing. Although pupils would normally sit in ability groups, for t.he 

purposes of this research the case-study children sat in mixed-ability. lIowever, 

the teacher set work that was open to all abilities, and there was no differentiat.iol1, 

other than the greater amount of time the teacher spent with the lowcr-ability groups 

compared to others. 

It could be suggested, as stated in the NLS (1998, p.8), that the teachcr had 

scafi'olded their work, by providing the poem as a framework for their writing, ali 

well as the previous ideas that they had brainstormed in the previous time H('gmcnts. 

Although children were instructed to work independently and not to Hhare work, 

there were periods of writing quietly, followed by t.he Hharing of t.hat writing. The 

teacher seemed happy with the level of talking going OIl in each group, but given 

her instructions about not sharing their work it was unclear as to what the teachcr 

thought the talk might be about. 

4.13.3 Teaching and Learning Styles in the Third Period 

In this third period of twenty minutes the main teaching style seeul('d to be child­

driven. The majority of time was given over to the pupils working, and there wa..'l a 

strong emphasis on pupils sorting out the order of their verscs and making choiccH 

to present to the rest of the class. When the teacher withdrew immediate support 

and guidance, pupils were able to regulate off-task talk, Hhare in humour generated 

by their work, take turns in making decisions, discipline peers when needed, and 
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work through disagreements successfully. However, when the teacher illt.erverwd it 

became teacher-driven for that short period of time. The teacher went over the head 

of Nia's attempt to organise, putting her stamp on what wa.s goillg 011 alld gui(ling 

the conversation with Andy. In terms of allowing pupih; to engage practically in 

making decisions about the conduct of their work, the child-driven approach WH."! 

more successful. By contrast the teacher-driven style appeared to be oppressive. 

4.13.4 The Plenary 

In the plenary, different table groups carne to the front of the class and perforn)('d 

their poems. The teacher asked the class to clap after each one, and say what they 

liked about the poem. The case study group was the second to perform. At Nia's 

quiet and quick instruction they stood in the order that they were to read the PO{,IIl 

out. They were all able to contribute something to perform alice, and they fUllctiolled 

as a team who were confident that they had written something good and enjoya.ble. 

As they each read their line out, they spoke loudly and st.eadily, culminating in a 

very positive performance. 

HANNAH "Under the soggy soil, A patch of worms, Prepares for battle." 

ANDY "Across the little pond, A small frog decides to take a dip, lIe dives int.o the 

freezing water." 

JOSHUA "On the concrete patio, Stands a rusted, battered barbecue, Like a stand­

·1£ " mg, s y ox. 

NIA "Through the blossoming garden, A secretive snail, Glides graCl-fully to its 

headquarters." 

JEREMY "Behind a hairy, gigantic bush, An old badger, Remembering the good oM 

days." 

JULIA "Up the smooth step, A, a snail climbs, I3ack home again, home sweet home." 
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Given the hurried discussion at the end of the la."lt period about who would go 

where, the case study group were able to successfully present their poem without 

preamble in the order they had discussed. 

TEACHER "Thank you. Give them a clap. Okay, what did we like about those 

poems then? Abby?" 

ABBY "Nia, cos you can actually imagine the garden with the sHail gliding." 

TEACHER "So you can picture the whole scene and not just that olle creature. Good. 

Thank you. Cherie?" 

CHERIE "Jeremy's because in his it's about an old hedgehog and thiuking ahout ... " 

SEVERAL CHILDREN "Badger." 

CHERIE "Badger." 

TEACHER "You can imagine him being quite old, can't you with a little walking 

stick, maybe. Poor old badger. Maria?" 

Cherie made a mistake in the identification of the creature in Jere'my's line, and 

it seemed that because time was taken in correcting that, she was not given the 

opportunity to finish her statement. This terminated an important statelllPnt that 

Cherie was making, for Jeremy's line was not just about the badger being old, but 

remembering the time when he was younger. 

MARIA "I like Julia's because it's got a really good ending in the popm, it had a 

really good end. Really good poem at the end there." 

TEACHER "So you like that, the way that that group did the ending." 

MARIA "Yeah." 

TEACHER "Right give them a clap." 
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The teacher repeated what Maria said, rather than asking her to explain why it 

was a good ending. Perhaps the teaeher eould have prompted talk about the C0I1C('pt 

of home for a snail, since it is widely agreed that a snail carries it.s hOllle on its hack. 

This kind of praise and encouragement is suggested by some resear(,hers (IIit", nlHl 

Driscoll, 1988) to be ineffective in that it is not particulary specific. lIowewr, given 

the self motivation and autonomy of the ca.'ie study group it is probable that the 

intrinsic rewards of the task led them to be less reliant on the praise of the teacher 

(Brophy, 1981). 

Two more groups came up to perform their poems, and then a.'i the dillIlC'r bell 

went, everyone was dismissed for lunch. 

4.13.5 The Role of the Poem 

There was no more mention of the Autumn poem, and no attempt to link it into t.he 

overall theme of the lesson. However, pupils' poems took a central part of this final 

session, and they were treated positively. The children seemed very relax{'d and at 

ease with poetry and there seemed to be genuine enjoyment. They were ('Ilcournged 

to make positive statements about what they liked, enjoyed, and [('It w('re good hl(,lIs 

or lines. 

4.13.6 The NLS Plenary 

In the plenary, the teacher gave opportunity for all pupils to prcsent some o[ their 

work, enabling the teacher to monitor and a.'isess that work, and encouraging pos­

itive feedback from their peers. The teacher did not return to the objective or 

re-emphasise the points from that objective, but it was clear [rom the poetry read 

out that they had all understood and were able to use pr£'positions, and it could be 

said that they had written from their own experiences of what wa.-; in their gard£'n. 

The children had translated their idea.., about the human world into their deHcrip-
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tions of creatures in their garden, using their imagination to create a fantasy world . , 

e.g. the worms preparing for battle, and the snail gliding towards its secret hend-

quarters. These were ideas and characteristics imposed onto other creatllf(,s, rather 

than the children experiencing this for themselves. 

All three objectives, outlined in the weekly lesson plan (sec ApP('ndix 4.3G) 

were present in the first literary session, with the second ohjcctive l)('ing dearly 

identifiable in the NLS. However, the other two could not be literally icic'utifi('d ill 

the text of the NLS document. Though the development of personal respollse is 

highlighted in Year 6, it is implied that this is in relation to children articulat.ing 

their response to a recogniHed body of literature (see Year G, Term 1, text level work, 

3 and Year 6, Term 3, text level work, 8). Although children are encourng('<l to write 

poems, there appears to be no recommendation that this should he gellcratc(l from 

their own personal and emotional experiences, so this was an addition by the t('ach('r. 

Also, the teacher seemed to have been flexible with the first objective too, since the 

word 'structure' in the NLS is used in relation to stories, a..'l opposed to poetry. 

She appeared to have used it as an umbrella term to incorporate themes, style and 

how messages and feelings are conveyed as she looked at various poems with the 

class over the week. The structure of the daily plan took into account the differC'llt 

requirements of the Literacy Hour, and was set out so that the teacher ('ou1d think 

about how she would address each part. The way in which the teacher used this 

plan demonstrated the ideas of progression, although in practice she l)('gan with the 

focused word level work, before progressing onto the whole cla.ss shared reading, 

demonstrating that she was not confined by the structure of the plan, 1I0r hy the 

Literacy Hour. 
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4.13.7 Teaching and Learning Styles 

The children were given considerable autonomy in chom-ling thc hest line that til('y 

had written, and how they were going to present that poeIll. The teacher th<'Il 

encouraged positive feedback from the pupils, which she tlwIl reinforced. IIowcwr, 

feedback was not developed, possibly because more in-dq>th critique of individuals' 

work was to follow the next day. 

This style of teaching seemed to be learning-drivcn, in that pupils worked collah­

oratively, and activities appeared to provide opportunity for dialogue. Ilow('ver, the 

reflection and reviewing by pupill=l on what wa..'> shan'd wa.s lIot devei0pl'd, and tlH're 

was little discussion on the meaning of what had been written. Although pupils 

clearly enjoyed what they had been asked to do, there were prOCeSS(~H of It'awing 

that were not highlighted in this session, such as the overall meanillg and relevallce 

of images and ideas and their relationship to each other within the colltext of their 

poems. 

4.14 Recurring Themes in Other Literary Events 

As with Chadwick school, in analysing the first literary event at St. Alhans school 

it became apparent that repetitive themes in all five events could be identifird in 

the realms of pedagogy and subject knowledge. However, some of the cal('gories 

differed, highlighting important characteril=lticl=l unique to the teacher nnd ca..'>e study 

pupils at St. Albans. These were: analysis of term plans; the knowledge of poetical 

constructs; and the value of poems written specifically as a resource for teaching 

poetry. 

Literary event two to five are briefly contextualiscd, before the theHI(~s are pre-

sented. 

In the second literary event the teacher used a redrafted version of the poem from 
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the first literary event, Autumn Garden 1 (see The Poetry-Popms or Resourcps?), 

and encouraged pupils to think about how the po('m had 1)(,('11 improved. Pupils 

then worked on improving their own poems that they had wriU,('u is the first lit,('rary 

event. 

In the third literary event the teacher presented a poem called I nm the Earth 

(Appendix 4.63). This was followed by the cla"o.;s writing a group POl'1ll about 11 

pencil, which closely modelled the structure and content of I am the Earth, and 

covered the objectives: to use tenses (past, present and future); to write poetry 

using everyday experiences. 

The fourth event began with the class looking at the poems Storm awl Wiwly 

Night (Appendix 4.58) and discussing feelings, images, shap<'s and s01l1HiH ('vokpd 

by them. The teacher then introduced the pupils to a ouoll1atopia P()(~ll1 (AppclHlix 

4.58) and encouraged pupils to experiment with the sounds that were l)('ing suggpsted 

by the different words. 

Finally, in the fifth literary event the teacher intro<iuc('<i the class to a rap P()(~lI1 

(Appendix 4.60) and pupils considered how they would perform it. Tlwy worked 

in groups, concentrating on tone of voice and usc of rhythm, before pn'scnting the 

poem to the rest of the class. 

4.14.1 Pedagogy 

The Balance of Power 

Throughout all five sessions the teacher demonstrated that control a1\(l pow('r were 

established in her domain. This was sometimes evidenced through firmly stating 

that an idea was not going to be developed, as in literary event three. 

TEACHER "Okay, 'Soon, soon' what will happen? To the pencil?" 

JOSHUA "Recycled." 
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TEACHER "No, it won't be recycled." 

Or using her influence, for example in session four, to sway an ar!!;lllllellt ahout 

the use of rhythm in the comparison of two poems: 

TEACHER "Yeah, yeah I agree with that. Does everyone think it's quicker r(lading 

this one?" 

SEVERAL CHILDREN "Yeh." 

However, her powerful status as the teacher was balanced by an appnrent willing­

ness to dissipate control, giving pupils a perceived sense of considl'rable nllt.ollolllY 

in the classroom. This was experienced by the children in a variety of ways: sit.t.ing 

informally on the floor round the teacher; choosing their Own partll('l'S to work wit.h; 

involvement in underlining key words of a poem on the board, ill the colour of tlwir 

choice; plenty of opportunity to read others' and their own poems out; the fn'cdoru 

to occasionally change the focus of discussion during whole class illt.('l'action; op­

portunity to respond and express opinions without the teacher SIwcifically ~\"'ikillg 

them; and the teacher giving minimal instruction and maximum involvement time 

for pupils in all five literary events. 

In event two, the teacher also involved pupils in contributing to gliidditH'S of 

how they might respond to peers' work (see Appendix 4.55). 

She also allowed them to negotiate terms of finishing off work: 

TEACHER "Right, I'm looking forward to reading these wdraft,('(l <'f\'orts. Are t.lu,y 

all finished?" 

SEVERAL CHILDREN "No." 

TEACHER "Are there any that need another couple of minutes, need anot.her couple 

of minutes?" 

Boy "Just a couple." 
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TEACHER "Just a couple, okay." 

And in literary event three, she allowed JOlihua. and Andy to re-IH'got.iate work 

conditions and work individually when they were unable to co-ope'rate t.og<'t.lwr Il.'! 

instructed. 

Though it was clear that the adult held the authority in the cl II.';S roo III , pupils 

operated within a flexible structure that encouraged a certain alJlount of frecdom 

and autonomy, allowing expressions of individuality without degenerating into dmoH. 

Relating Work to Children's Previous Experiences 

The teacher attempted to embed the work of each sClision within t.he cont.ext of work 

already done and experiences outside of the classroom. 

For example, after the first literary event, a pupil was inspin'd t.o bring t.wo 

poetry books from home, while others told the teacher that they ha(l read some 

poetry outside of classroom time. The teacher highlighted this by encouraging the 

pupil who had brought the books in to read her favourite poem at t.he end of the 

second session. In the third literary event, she also spent time a."iking the ca.'lc st.udy 

children about the poetry books they had at home (liee Appendix 4.06). 

The teacher also related immediate work back to previous work covered in otIwr 

sessions. 

TEACHER "There again, how's this similar, put your hand down, how's t.his similar 

to the poem that we read on Monday?" 

She encouraged them to choose ideas ba."ied on their own experience bot.h out.side 

the classroom, as in the writing of the garden poem in the first session, anei from 

their immediate experience within the claHsroom in the third sCHHion. 

The teacher also related many of the poetical devices and stylistic fl'atures in the 

poems back to sessions of the preceding year, asking pupils to iekntify anel explain 
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terms such as stanza, ellipsis, simile, personification and figurative lallgllagp. 

Children's previous experiences outside of the classroom were lI(,ilis(~<l wit.hin the 

cla.<;sroom as a way of encouraging children to write poetry. lIoweV<'r, work frolll 

other literary sessions was given greater emphasis in providing a strollg fOllll<latiollal 

basis upon which the identification, understanding and usc of poetic features ('()ull! 

be further extended. 

Play With Language 

Most of the play with language occurred in the context of ta.o.;ks set, as pllpils thollght 

about the words they might use, checking them with others, rNl,diug thPlll 0111. rc-

peatedly and making alterations. 

Occasionally language play was manipulated to enhance a mundane activity, /1S 

in session two where a mispronounced word provided opportllnity for word play 

association. 

JEREMY "Err, Julia can 1 have that fesaurus after you?" 

ANDY "Fesaurus?" 

NIA "That one's better." 

ANDY "Thesaurus not fesaurus." 

JEREMY "I don't care." 

T " JOSHUA " yrannosaurus. 

And: 

JEREMY "Why didn't you add that word in? 'Under the sharp, soggy soil' Why 

didn't you write that down? Redraft, redraft, giraffe." 

HANNAH "Giraffe?" 
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Humour played an important part in this classroom, instigated by both teacher 

and pupils, who, in turn, demonstrated a general appreciation of each ot\l('r's COIl­

tributions, and this was often linked to play with language. 

The teacher, for example, would often make jokes, which the dass readily laughed 

at as in the third session observed when they were discussing prdt~rellces for words 

used in a poem about the earth (for poem sec Appendix 4.57). 

CHERIE "I like the word 'stubble'." 

TEACHER "You like the word stubble? Makes the Earth sound like George Michael 

now doesn't it?" 

This had the effect of embracing all the cla.<;s in the poetry event, possibly making 

the moment more accessible. However, this particular poem was not int.<'wkd to he 

humorous, for it described the mutilating effects of humanity 011 earth, so it could 

be suggested that this joke diminished the message of the poem. 

In session three a pupil displayed inspired repartee when a peer sugg('st.e(i all 

idea ba.<>ed on the personification of a pencil's figurative 'death'. 

TEACHER "Right, last line 'But my spirit will live on'." 

ANDY "'But my spirit will live on'." 

JOSH "It's not Jesus, Andy." 

Andy also demonstrated the art of comic timing in simult.aIlPously offering hot.h 

encouragement and discouragement to his work partner in It brid, but frank exchange 

of contrary opinions. 

ANDY "Oh, oh, you can start at that one." 

JULIA "In the springy green grass, A family of woodlice, Arc having It family dinner. 

In the centre of the garden, A small insect, Is having so 1011Ch fUll. 

Up the smooth step, A snail crawls back home again - HOllle sweet home." 
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(Andy applauds) 

JULIA "Okay, is that okay?" 

ANDY "Well, it wasn't really good." 

NIA "Andy!" 

ANDY "It's better than the last one." 

Occasionally a pupil would engage in daring language play to ('ut('rtain and shock 

others. 

JOSHUA "Sexy pencil" 

(Case-study children laugh). 

While the teacher teased pupils about pol-isible risque IH'liaviour during cla.'is 

time. 

TEACHER (To Jeremy who is looking in the th('saurus) "You're not lookillg up rude 

words are you?" 

JEREMY (Laughs) "I don't do that!" 

And sometimes humour was used at the expense of anot.her, ali in session five. 

TEACHER "Right, stand where you are. Let's see what YOll come up with. Creat! 

Nia's group?" 

NIA "Julia's playing, Julia's playing with Lucy, Jeremy's playing cool ulI1 ... so ... IIa­

nnah's lost in poetry, and Joshua's heading the bal!." 

TEACHER "Excellent, thank you." 

JOSHUA (Whispers to Jeremy) "Andy's the faa!''' 

In all the sessions observed, there was a general air of hUIIlour and enjoyment of 

language, and an appreciable grasp of word play that permeated te(1ch('r and pupils' 

times together. 
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Lesson Plans 

During the five literary sessions obserVf~d, the first three s('ssiolls corr('spoll(h'd t.o 

what had been written in the daily plans (sec Appendix 4.:lfi), although ill the 

plenary of Thursday's event a particular poem wa .. 'l not read ont i)('canse the teaciwr 

used this time to hear pupils' poems instead. However, at Friday's event t.he teacher 

departed from the plan, teaching a different session withont any evilknce of wriU('n 

framework of planning. Instead of writing a poem about bullying ba:.;ed Oil ))('rsollal 

experiences, the cla.<;s looked at two different poems about stormy weat.h('r awl th('II 

switched to a different poem ba.'led on onomatopoeia (see ApI)('n<iix 4.G8). The 

contrast of styles and subject matter led to a disjointed and incoh(')'('nt [l'd to the 

session, as in the first half the teacher led a discussioll 011 f(,dings and illlag(~s t.hat. 

the poems evoked, then in the second half discussed sounds of words a.nd how tlwy 

could be written to evoke certain readings. 

The last session was also conducted without a written framework, but this had a 

clearer structure in that they looked at a rap poem and worked out how tiH'Y wouhl 

perform it, and then, in groups, they began to write their own rap poem about 

people in their class. 

In considering whether the five sessions covered the learning objectives s('t out by 

. the teacher, it was evident that the structures of a variety of poems were explored. 

Over the five literary events the class looked at seven PO('IIlS, which illt.ro<iIH·('d 

children to different forms, and pupils were given the opportunit.y to modd t.heir 

own poems on four of them. 

Pupils also gained an understanding of prepositions, cvidcnced in their lise of 

them in their own writtcn poems. 

Finally, the children uscd personal experiences in the writing of their poet.ry, 

such as thinking about what was in their own gardens for one of their poems, choos­

ing objects in their classroom to write about, and also composing a rap based on 
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children in their group. However, it was debateable as to whet.h('r or not ('lIlotiollal 

experiences had been used in the context that the teacher meant, for she hall in­

cluded a session where pupils were going to write a bullying poem ba.sed Oil p<'rsona.l 

experiences. However, this had been replaced by work on the 'Storm' poem alld the 

work on onomatopoeia. In the replacement session the teadl('r did try to ('Ilgnge 

the children to talk about their emotional responses to the poet.ry, but t.his WIl.'i 

done swiftly and without any extensive development, so perhaps the t('l1ch('r lackeel 

confidence in this area (see Appendix 4.59). 

4.14.2 Subject Knowledge 

Knowledge of Poetical Constructs 

In every session the teacher took the opportunity to reviHe and ronHoliliat.e knowledge 

of poetical style and structure by relating it to the PO(,HlS Uwy were f<'adillg as a 

cla..'ls, or to poems they were writing. Across those five literary events, the teadwr 

and pupils discussed the following constructs in the context of set activit-iPs: simill's, 

personification, ellipsis, figurative and literal language, alliteration, stanza .. ." rhythm, 

rhyme, and onomatopoeia. Pupils were adept at identifying styliHtic fl'atureH in the 

poems they were reading, and the teacher made it clear that she liked it when they 

used them in their own poems. Pupils were also able to relate back to previolls work 

they had done on poetry, as when Joshua paralleled the structure of t.he PO('lIl in 

the third session, to that of the first. 

JOSHUA "It's like prepositions but using verbs." 

TEACHER "Right, it's got a similar kind of structure, ha .. ·.;u't it'?" 

The teacher also encouraged the demystification of the poet by cOllsidering t.he 

words that had been written, and allowing them to think about changes they might 

make. 
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G REG "I think he should change 'sharp razors'." 

TEACHER "Change 'sharp razors', right. 'But now IrH'n cOllie wit.h sharp razors'. 

Can we not think of anything more exciting there?" 

In all five literary events there were lots of opportunitks for pupils to ('xplo)'(1 

and enjoy the words of the poems written by them, and for thpll1. This was <10110 

through whole class reading poetry together, so that kss confi<ipnt f<'ItIil>l'S could 

join in without anxiety, or individuals would volllntrer or be volllnt('('J'('d by the 

teacher, or children would work in pairs on experimenting with the sound of words. 

This allowed a variety of readings to take place and diff('J'('ut. l(~vds of confid('n('(~ awl 

reading skills to be catered for. 

For example, in session four, a pupil volunteered to read a particular PO('1ll (for 

poem see Appendix 4.58) with very difficult and peculiar Hounding words 1>1I.-.;"d 

on onomatopoeia. The teacher then encouraged the dass to expprillwllt with the 

different lines in pairs so that they too could exp<'riPIH'e playing wit.h lallgllagc, 

without having to do it in front of the rest of the class. 

Meaning 

Though there were some good things that happened with po('try in tllPs(~ s('ssions, 

one of the fundamental mistakes that the teacher seemed to make was the lack of 

attention to meaning. 

Although very occasionally attempts were made to discnss the lllt'anillg of iwli­

vidual lines, as in session one (see Appendix 4.61), generally there was little rd('wnce 

to the meaning of the poems, either in isolated parts or as a whole. However, wlH'1l 

meaning was discussed, as in session three, the teacher suggested to pupils that 

interpretation was rooted in the individual's right to say what they wanted (8(,0 

Appendix 4.62). 

The implication that any interpretation of a poom is right wouhl seem to be 
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a particularly damaging concept, because it has no fOlllldation in the cOllt.ext or 

resonance of the subject of the poem, nor docs it recogllise how the lIIeaning of 

isolated lines, words and images inter-relate. This emphasis could he niiglH'd wit.h 

that of post-structuralism (see fig. 4.2), in that meaning is d('pen(h~Ht on H('veral 

choices that the reader might make. This, perhaps, is encapsulated hy t.he t('ach('r's 

comment "we're all entitled to interpret this poem in our own way" , 1'0 hillting I1t 

a vagueness and uncertainty about what "Like a green }wrd" could 111('1111. This was 

reiterated again in the third event (see Appendix 4.63). 

In reading a poem, if a teacher or pupil can say, "whatev('r I want" this sllgg('sts 

that the focus of meaning rests with what a person thinks, alld is Hot dell('lIdC'Ilt. 

on the text. However, while post-structuralism is focused upon the way in which 

readers read texts, it is a theory that recognises Hignificant dis('()urs(~S and, lIlore 

importantly, those that are less obvious. It is the decollstruction of texts to qll('stion 

that which is obvious that seems to be at the heart of post structuralist tbcory, but 

this differs from the empha.r.;is the teacher placed upon the reading of the pocm. Tlw 

teacher seemed to be suggesting that "poetic licence" is permission to ma.ke llH'ltlliug 

without being related to the text, which was evidenced in SOlIle of the poetry pllpils 

were writing in the first session. Such a statement may stc('r J>llpils away from a 

close reading of a poem, causing them to miss important due's in the text that could 

illuminate meaning and understanding of the parts and the whole. 

Instead of meaning and interpretation, there was a preoc('upation with the struc­

ture of the poems, and this was given considerable prominence by the teacher w}\('11 

children wrote their own poetry, as in session two (Appendix 4.6,1). This S('t'lIwd to 

supersede meaning, as demonstrated in the same event wlH'u Joshua highlight('d n 

change in a redrafted poem. 

JOSHUA Where there's 'colonies homes', colouy usually IIleans hOllle so ... 

TEACHER "Right, so there's an extra word there. Right, thank you, yeah, gOC)(I." 
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The teacher picked up on the difference in structure, but not on .1os1Illa's mis­

taken assumption that colony meant home. 

Often, when writing, the meaning of individual words was not disCllss('d in rda­

tion to the rest of the poem, even though choices were made as to their appropriate­

ness (Appendix 4.65). And when the teacher asked pupils to redraft their poems, 

no mention was made as to whether word choices or lilies made s(,lIse in the context 

of the poem as a whole (Appendix 4.66). 

The teacher's main emphases in the sessions were lIpon the tedlllicni side of 

reading poetry, identifying structure and poetical features, which the pupils pick('(l 

up on (see Appendix 4.67). 

This emphasis was epitomised in the introduction to the final P(H'1ll in lit,<,l'Iuy 

event five. 

TEACHER "Right, now this poem is called 'Rat rap' and I Wllllt to read it to you nlld 

I want you to listen out to all these features: metaphors, similes, alii t{'rat iOIl , 

personification, onomatopoeia and all the rest." 

The teacher and pupils then went on to discuss rhythm and I)('rforlllanc<~ bllt the 

meaning of the poem was never mentioned. 

Only once or twice did the teacher begin to explore what HOllie of the PO(,lllS 

meant. She did this in session three, though the question was not int.entionally 

about eliciting the meaning of the poem. 

TEACHER "Okay. Who doesn't like that poem? Okay, Chantclle, can YOIl explain 

why you don't like that poem?" 

CHANTELLE "These things are not really happening to the Earth." 

TEACHER "Right, so you don't think it talks about what's going to be happening 

to the earth. Okay .. .! think it's got some bits in tlH'rc. Those who like it, can 

you tell me why. Sam?" 
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SAM "Well I think it's actually true. Men did come and cut the trees down." 

TEACHER "Right so it's a true reflection of how the Earth is, in your opinion. Thank 

you. Nia?" 

NIA "Err .. .it's like the Earth's feelings." 

TEACHER "Right, right, so it's taking into cOIlsideration how the Earth might be 

feeling a little bit more. Good." 

Meaning was also briefly discussed in literary eWIlt four (H('e App(,ll<lix 4.(iH). 

The Poetry-Poems or Resources? 

Some of the poetry used in these sessions was written as resomces for teaching 

specific aspects of poetry, some of which she obtained on a course led by a ITIall 

called David Orme. Most of the poetry Orme writes is written to }I('lp teachers 

teach poetry in the NLS. Orme wrote both the poem Autumn Gar<ims 1, and the 

redraft, as well a.', 'I am the Earth', but in examining the first poem used in literary 

event one and the redrafted version in literary event two, it is not clear how sllccesHful 

they are in supporting children in writing good poetry. 

Autumn Gardens 1 

Under a cold, damp stone 

A thoughtful frog 

Dreams of rainy days to come. 

Behind the old shed 

A family of Hedgehogs 

Is dressed in autumn leaves. 

Autumn Gardens 2 

Under a damp stone 

A thoughtful frog has cold dreams: 

The rain is coming. 

Behind the old shed; 

A family of Hedgehogs 

Dressed in Autumn leaves. 
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In the compost heap 

A thousand beetles 

Build a mighty city. 

Over the rooftop 

The bonfire sparks 

Spread like bright seeds. 

A thousand beetles 

Scurry through the compost heap, 

Building great cities. 

The sparks of bonfires 

Are spreading like shining speds 

Over the rooftops. 

2ml 

If the un-inspiringly titled 'Autumn Gardens 1 and 2' poe illS are paralleled to 

a verse from Meredith's 'Autumn Even Song' (see Appendix 4.(9) the diff<'f('nce in 

the language, structure and the evocative imagery is striking. 

In Orme's poems the flow of the subject matter SCClllS stilted, hiwkwd by t.he 

change of subject matter from animals in the first three verses to the bonfire in 

the fourth, and the sudden introduction of a simile in the last stanza. From initial 

reading of the first version it would seem that verses aIle and four are the most 

successful in establishing some metaphorical image through a poetic structure, al­

though it could be suggested that the lack of poetic imagery overall makes the po('m 

feel more like a statement of factual information, 8.'> noted by the teacher in session 

two. 

However, what appears to be most disturbing about these two poems is that the 

second version of 'Autumn Gardens 2' seems to be even less effective than the first, 

providing a poor example of redrafting. For example, the usc of a colon in the first 

verse, followed by a semicolon in the second verse seems unnecessary and disrupts 

the flow of ideas. Previously the prepositions had begun every v('rse and provickd 

some repetition and cohesion to the poem, but here it has been redrafted so that 

the first two verses begin with a preposition, the third does not have one and fourth 

includes one on the third line. This again adds to a lack of coherence and disrupts 

the structure, but may also confuse pupils since the teacher was intent on them 
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writing their own poetry using prepositions to start each line. Overall, I suggest 

that this second version is an unsuccessful redrafting of 'Autumn Gardens 1', and 

would possibly hinder children, rather than support them in their own writing. 

While all the case study pupils were successful in getting ideas down lIsing the 

framework of 'Autumn Gardens 1', it appeared that unless the teadH'r cmphasispd 

key points such as meaning, in both the resource poems and their own, this re~mlted 

in ideas lacking comprehension and coherence. For example: 

Hannah: 

Behind the old gate 

A crowd of mice 

Settle for sunset 

Joshua: 

Beneath a dark damp stone 

Wriggles a home sick ant 

Scurrying to his home sweet home 

Julia: 

In the springy green grass 

A family of wild woodlice 

Are having a family dinner 

The resource poems needed to be of good quality to demonstrate clearly and 

effectively the objective of that particular session, the purpose for which they have 

been written. However, such poetry can never replace poetry written for its own 

sake, for the former is a shadow or an imitation of the real thing. Perhaps the 

teacher could have introduced poetry such as Keats's 'To Autumn', Meredith's 'Au­

tumn Even-Song' or Robert Louis Stevenson's 'Autumn Fires' (Stevenson, 1994) 
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(see Appendix 4.70) and compared it with the modcl poem by David Orll1e. While 

it may be suggested that such poems are more complex and lack the accessibility 

of Orme's poem, it would seem that if children are being asked to understa.nd and 

use complex language at Y6, then with appropriate guidance they would be able to 

engage with poems like these. Poetry written purely to teach a point may have a 

place in the classroom for helping children to write their own poetry and for helping 

teachers to teach poetry, but it cannot replace 'real' poetry, just as reading schemes 

cannot replace 'real' books. 

4.15 Summary of Chapter Four 

In this Chapter I analysed two literary events from each school in detail. I attempted 

to present a sequential approach to the data by analysing the session in segments of 

time, following the format of the Literacy Hour. After each timed segment, I then 

took a thematic approach and considered how the role of the poem, the interaction 

between case study children and teacher, the framework of the NLS and the teaching 

and learning styles interrelated to provide a thick description of how these individual 

parts contributed to the design of the literary environment experienced by the caHC­

study pupils. After the main analysis, themes that were illuminated in the first 

literary event were traced in the other sessions observed, and presented as evidence 

to confirm what had been perceived in the first event. Written documentation, sHch 

as daily plans were also discussed, to examine how planning informed practice. 

Following this microcosmic analysis of the literary events, I present the inter­

view data in Chapter 5 as a consideration of how the mesocosm of the school, and 

the macrocosm of outside influences such as government policy, public interest and 

Ofsted inspections contribute to the research participant's perceptions and inter­

pretation of reality. By considering the internal and external influences that might 

contribute to and constitute social processes as expressed through discourse, this al-
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lows a fuller and more descriptive picture to emerge of teacher, children and poetry 

in a literary environment. 



Chapter 5 

Relationship Between Poetry 

and the Subject 

5.1 Presentation of the Interview Data 

In Chapter 4 a microanalysis of observations of poetry sessions in St. Alhans and 

Chadwick school took place. This comprised of in-depth discourse analysis of two 

events in particular from each school, followed by examples from the four other 

literary sessions observed, highlighting recurring points and issues. 

I continue this in Chapter 5 where I study the interview data (s('e 3.8.2-3.8.4) 

from each school using a theoretical framework of analysis called interpretative st.ruc­

turalism (Phillips and Hardy, 2002) (see fig.4.1). This approach cllcourages a per­

sonal account of the research participant's interpretations of the context in which 

poetry is taught, and allows the discovery of how the processes of social construction 

lead to a particular social reality. This contributes to the analysis of the microcosm 

of the classroom in Chapter 4, by considering how the mesocosm of the school, anel 

the macrocosm of outside influences such as government policy, public interest and 

Ofsted inspections contribute to the research participant's perc<'ptions and intcr-

213 
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pretation of reality. By considering the internal and external inflllC'llces that might 

contribute to and constitute social processes as expressed through discourse, this 

allows a more full and descriptive picture to emerge of t(lacher, children and poetry 

in a literary environment. 

In this chapter a wider focus of the literary environment was obtained through an 

analysis of the beliefs, values and perceptions of those who influenced or might have 

influenced, that environment, with specific reference to poetry. The Literacy Co­

ordinators were interviewed because of their role in implementing the NLS (DillE, 

1998), and to ascertain the measure of ongoing support and advice they pl'ovi(letl for 

staff. The teachers were interviewed because they had an imn}('diate impact and the 

greatest influence upon shaping children's literary environment.s in the classroom. 

The children were interviewed to gain an insight into the kind of literary ellvironment 

they perceived they were experiencing, which included the identification of external 

and internal pressures upon them, and the values, beliefs and percq>tiolls th<,y had 

formed and held about that environment. 

Questions were also asked of research participants to illuminate the underpinning 

system of beliefs that influenced action observed in the sessions, and to give a wi<i('r 

perspective on how the teaching and learning of poetry was regarded alongside 

the complex internal and external pressures from the individual, the school, the 

government and the public. By adopting a phenomenological approach, from the 

multiple realities expressed by the Literacy Co-ordinator, the class teachers and the 

case study pupils, common codes of meaning emerged to form a literary framework 

from within which the role of poetry emerged. The following data analysis highlights 

key area.., of that meaning through the research participants' expressions. I was very 

aware in interpreting this data that my role as researcher could demonstrate bias 

in the meanings I chose to include or omit. However, in choosing the material to 

present I constantly reflected upon how it best highlighted the thC'Illes raised in the 
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observation in order to strengthen the validity of the study, a.., well as give great.er 

understanding of the research participants. Although there can be no generalisations 

made from the interview data, to further add to the validity I have provided a macro­

analysis by relating some of the issues raised to research conducted outside of this 

study, so establishing relationships between that which has been identified in these 

two case studies with wider educational issues present in ot.her schools. 

The first interviews discussed are those of the Literacy Co-ordinators, follow('d 

by the teachers, and then the pupils. This tiered effect will illuminate t.he way ill 

which pupils are affected by those responsible for their learuing, and give t.helll all 

opportunity to speak about their experiences, beliefs, values and llwllnings. As there 

appears to be little research on children's views, values and first-hand experiences 

(Cullingford, 1987; Duffield, Allan, Turner and Morris, 2000), this was an important 

part of understanding their literary environment wit.h special reference to poetry, 

especially given the relatively recent implementation of the NLS. 

5.2 Interviewing the Literacy Co-ordinators 

In these interviews, pertinent questions (see Appendix 5.1) were generated around 

the following themes: 

• Biographies of the Literacy Co-ordinators and percrptions of their role 

• Their understanding of the relationship between English policy and practice 

• The impact of the NLS upon their role 

• Attitude towards poetry in the NLS 

• The effect of standards on their role 

The interviews of the Literacy Co-ordinators, Chloe from St. Albans Hchool , 
and Simon from Chadwick school, are discusHed together under the above themes. 
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This not only allows their own reality to be expressed, but enables comparhiolls and 

contrasts to be made between those realities. 

5.2.1 Biography of the Literacy Co-ordinators and Perceptions of 

their Role 

Simon, revealed that he had obtained '0' levels in English literature and language, 

and an 'A' level in English Literature, before specialising in the sllbj(\ct as part of a 

teaching degree. He was then employed as a Literacy Co-ordinator ill his first. job, 

where he remained for six years, before moving to St. Albans as both De»uty Head, 

and Literacy Co-ordinator. He had being doing this for three years. 

In contrast, Chloe from St. Albans school had GCSEs in English Literature 

and Language, but had not pursued the subject furtlwr because, "I'd always fdt 

I wasn't good enough to do English 'A' level". Her specialist subject during her 

teaching degree was R.E. She had then taught for four years, before Illoving to St. 

Albans, where she was put in charge of Music and R.E. She had been in her present 

teaching post for two years. Chloe was given the position of Literacy Co-ordinator 

when the Deputy Head, who was managing the role, became ill. 

In both schools, then, Deputy Heads had been assigned the role of Literacy Co­

ordinator within their schools, that is, until Chloe had been given the position. It 

could be implied from this that not only is English considered important (Prother­

ough and King, 1995), but that the role of co-ordinating it is a powerful olle. Chloe 

certainly seemed to feel that it was advantageous with regard to moving up the 

hierarchal system of the school. 

CHLOE "I'd always done R.E and Music, but you don't get anywhere unless you've 

b · t" got a core su Jec . 

She also implied that this was a role that was sought after. 
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CHLOE "It's worked for me though because I'm lucky to have had that experience, 

because there are people in the school that would have likC'<i t.o do English." 

And that the position gave her recognition and status: 

CHLOE "As soon as I was appointed staff started to listen to llW, so it, wa.s a pow('r 

trip really." 

With a new title, Chloe was now attempting to move iuto D('puty Headship by 

applying for positions at other schools, and securing interviews at the tillle of the 

research. 

For Simon it seemed a natural progression, due to his educational experieIlce, 

that he should co-ordinate English in school, but he took on the role at a time wll('l1 

core subjects, though high profile, were not as explicitly linked to a school's public 

success as in Chloe's era. Chloe's choice to co-ordinate the subject appeared to be 

linked to the perception that a core subject would ensure greater access to more 

powerful positions. Simon also recognised that it was a position of authority, and 

that it had ultimately helped him move into the position of Deputy Headship. 

SIMON "I think because it was a core curricular area, obviously there is a certain 

er ... esteem, but you know, you had to, you had to, it was a core curricular area 

so you were in a fairly important position within the school awl the curriculum 

along with other core areas." 

Shannon (1992, p.2) makes the point that the 'job as literacy educators is polit­

ical'. Though this statement is made in reference to American education, it seems 

that it could also be applied to these two schools, for the acquisition of a core subject 

role appears to be aligned with an increase in power and status that Simon, Chloe 

and the rest of the staff recognised. 
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5.2.2 The English Policy and Practice 

The English policy has been described by Merchant and Marsh (1908, p.52) as 'a 

statement of the principles and practices which underpin the contcnt and ddiV<'ry of 

the English curriculum' devised to meet a range of internal and external alHlienc('s. 

It is intended to communicate the school's philosophy 011 the teachillg of lit.eracy, so 

the way in which the policy has been developed in each school, the content and the 

Literacy Co-ordinator's perception of the role of the document provides an important 

indication as to both the individual's and the school's approach to the subject. 

In both Chadwick and St Albans school, the Literacy Co-ordinators had inherited 

the policy from their predecessors. Simon felt he had a dear idea of how the policy 

was put together: 

SIMON "The approach to policies is the same for all of us, and what llsually happens 

is a policy, either the development of a policy, but really they're revisions 

of policies, the policy's revised by the curriculum co-ordinator and then it'8 

presented to the staff. The staff meet where it's taken apart bit by bit. Th<'l1 

it's taken away, worked on again, presented again, usually to say 'Yes, that's 

what we all agreed' so that's how the policy develops." 

He felt it wasn't just about staff taking ownership, but accurately r('presentillg 

what was happening in classrooms, and that the policy could only really do this if 

the rest of the staff were involved in its development. 

Chloe also described the process of putting together the policy, which involved 

the subject co-ordinator writing up the policy with the Head, presenting it to the 

staff, who underlined bits they didn't agree with, and thm revising it. 

Though both Simon and Chloe were able to id<'lltify a dear and efficient pro(·('SS 

by which the English policy might be created or revised, both admitted that duc to 

the implementation of the NLS, the policy had not been updated since th<,y took 
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over the role from their predecessors. Indeed, Chloe expressed major confusion over 

the origins and ownership of this document. 

CHLOE "Our English policy at the moment is just the National Literacy Strategy. 

I haven't really looked at the policy so I can't really commcnt on that. 

INTERVIEWER "Do you remember when Sue did it?" 

CHLOE "No. Let me have a look. I think her policy's been relllove(i and I have a 

feeling it just says National Literacy Strategy now. Oh, my name's against it 

but I didn't write it and it's dated January 97'." 

It seemed that the policy had been updated with Chloe's name, an(i the date of 

her appointment to the role, but the content had not, and due to lack of time and 

pressures the NLS had become the underpinning policy for English in the school. 

Simon also admitted that the policy was not up to date: 

SIMON "I mean, 1 don't enjoy working on policies and to be hOllest in [('('('llt years 

it's, I mean 1 couldn't actually tell you what state the policy's in at the moment. 

Since I've been here, with the implementation of the Literacy Strategy, nnd 

all the demands of that, the focus has been complet.ely on that." 

Though both Co-or dina tors were aware of the function of a policy in terms of 

defining the school's aims and approach to English, and how to go about revising a 

policy, the policies at that time did not reflect the school. This was attrilmt,('d to the 

pressures of implementing the NLS, and in Chloe's ca."ie the policy was scpu to be 

represented by this document. This could be problematic as the NLS is a framework 

for teaching literacy, aimed particularly at content and delivery, which wa."i produced 

universally by the government for all schools, whereas a policy should be explaining 

the philosophies which underpin practice, with reference to the uniqueness of that 

particular school community. Merchant and Marsh (1998, p.70) warn that 'if the 
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language policy is going to be a living, breathing document which communicatos 

practice to a range of different people for a variety of Pll1'POSPS, it IWl'<iS to be 

regularly reviewed and updated.' 

5.2.3 The Impact of the NLS upon their Role 

Simon felt that the introduction and implcmentation of the NLS had had a huge 

impact on his role, specifically in the way he had to implement it in Chadwick school. 

He felt that although the National Literacy Strategy wa.'l a positive docullIent, the 

sheer volume of work and the training involved had overshadowed its implementation 

(see Appendix 5.2) and Simon communicated an overwhelming sense of fatiguc abo11t 

that time, which perhaps prompted him to say: 

SIMON "If someone had told me at college, you know, that 'you will he Literacy 

Co-ordinator and English Co-ordinator' and given me a glimpsc of what was 

involved, the time and the energy that was involved in it I'd have said 'Thanks 

very much I'll move over onto a subject that I can say I can put my h('art int.o'" 

The speed of implementation could be compared to the implem('llt.ation of t.he 

National Curriculum (Croll and Moses, 1990), where many schools were unpr<'llltred 

and overwhelmed by the task. Issues prevalent then, such as cont.ent familiarity and 

confidence in assessment procedures, were also experienced in the impkllJentation 

of the NLS at Chadwick school. Time did not allow r('flection upon the maU'rials, 

how they might be best communicated to staff, and how teachers might interpret 

them. 

In contrast, Chloe embraced the implementation of the NLS, perhaps because 

it heralded the start of her new position as Literacy Co-ordinator, and allowed her 

to establish her authority by training the rest of the staff. Shc saw the opportunity 

to implement the NLS as a way to assert her new status, and any extra training 
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that she attended was viewed as equipping her with knowledge of the subject area. 

However, because of the timing of her transition into the role, milch, if not all of the 

training revolved around the content of the NLS. 

CHLOE "When I fin;t started off I wa.'i a...,ked about phonic systelJls, digraphs and 

all that and I didn't feel confident enough to answer their questions but t.h(,ll 

Diane [the Head] put me on a lot of training." 

It could be suggested that such training was very narrow, since it Wit:'; dpsigllPd 

to equip Co-ordinators to train staff to specifically implemcut the NLS, rat.h<'r than 

give a broad and varied approach to literature and literacy. Ncverthdcss, it 1<'<1 

Chloe to believe that "I am good at my job, and 1 do know my stuff, and 1 am able 

to give the rest of the staff models on what the work should be like, and 1 will say 

what should be happening in the timetable". However, if a person's knowhlge of t.he 

subject area is defined almost exclusively by the NLS, which is just olle approach 

to teaching English, then it could be implied that there is little foundation upon 

which such a framework could be confidently scrutinised anci questioned (St.aint.horp, 

1999). It may leave the Co-ordinator, and consequently the school, very dependent 

on the framework. Chloe, however, felt that she was flexible with the Nat.ional 

Literacy Strategy, and that she encouraged the staff to be, but on further probing 

it appeared that this was mainly to do with altering the time structure of the hour. 

When considering the content, Chloe seemed bound to the d0('111Ilellt, specifically 

when she talked about drama, an area that she would have lovc(} to teach morc of. 

CHLOE "You go on courses and it's frustrating because they give you these wouckrflll 

drama activities and you're thinking where am 1 going to llse this? 1 meau, 

does that come in the Literacy Hour if its not specified there, or does that COllle 

in English time, but then English time outside the Hour is minimum really 

because you've got seven hours in the infants and six hours five minutes in the 
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juniors and it's that specific and it just ha..'> to filter through otJH'r subj(,('ts 

then." 

It seemed that in practice only certain aspects of the Literacy Holl1' wpre OpCI1 

to flexibility; the structure of the holl1' could be changed, drama and po!'l.ry ('oul(1 

have less focus, but areas such as spelling, handwriting, guid<'d writillg alld l"!'adill!!; 

were given greater priority. 

CHLOE " .. .if people aren't indicating that they've clone the guided readillg scssion, 

you can say, 'Well you haven't indicated that this week"'. 

Simon also felt that his school was flexible with the Strategy. 

SIMON "We feel far more confident to pull things about and change things. St.ill 

keeping in with covering those objectives but still using our own COHllllOIl-SCllHC 

and the best way to deliver it." 

It appears that both Co-ordinators felt able to be flexible with the sugg<'HtiOlIH 

about the delivery of the hour, particularly concerning the timed H('gmcnts, and how 

the content should be organised throughout the year, yet neither really qllcHtiolled 

the content of what they were being asked to teach. Although Chloe expreHHed 

reservations about the absence of drama and speaking and lilitening, she did not 

address these issues even though she was in a position to do so. Doth Co-ordillators 

said that they did not read the English National Curriculum (lg8!)) dOCIlIll('nt. 

Despite the immense volume of work in implcmcnting the NLS, hoth Co-ordinators 

felt that it had had a positive impact in their school, mainly due to staff following 

a set scheme of work. 

5.2.4 Attitudes Towards Poetry in the NLS 

Both Co-ordinators felt that the pupils in the school had little experimce of poetry 

other than through the NLS, and that they would not have any poetry books at 
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home. In the NLS there is considerable cmpha.,>is given to poetry, ami Chloe !iaid 

that she welcomed this. Although Chloe felt that poetry WH.'" taught well in the 

school she had never observed staff teaching it, nor led any sessions on the t.eaching 

of poetry, although she had on writing. In fact, Chloe seemed to draw a distinction 

between writing and poetry. 

INTERVIEWER "So have you done a staff teaching inset day on pol'try or anything 

like that?" 

CHLOE "No. I've actually talked to them about modelling writing, but moddling 

" poems, no ... 

CHLOE "1 don't think there's the emphasis on poetry like t1l('re is on writing l)('cltuse 

again in the SATs tests, poetry doesn't come up every time. I think th<'rc was 

one in '98, poetry question. There w&'ln't one la!it year, I know." 

INTERVIEWER "Do you think that's strange considering the emphll.:,is on poetry in 

the National Literacy Strategy?" 

CHLOE "Yes, you'd think you'd be able to say that there was a guarantee of a poetry 

question. I think its because people don't want to mark it, people wouldn't be 

able to tell if it's a Level 3. With the writing if they use a subordinate clause 

that's a Level 4, or if you use a colon, semi-colon that's a Level 4 or Level 5 

but you can't say that with poetry and I think that's why it's lIot included." 

Chloe emphasised the grammatical standards needed to achieve certain levels in 

the tests, but seemed to place no emphasis on the content in terms of creativity and 

meaning. Simon also highlighted grammar, in fact he felt quite strongly that th('re 

was too much attention given to poetry, and that it detracted from w1lat he termed 

"the meat and the potatoes", the essentials that children needed (sec App('udix 5.3). 

He felt the text level column was overly weighty, and that there n('eded to be more 

focus on the first two columns, particularly in the younger years of schooling. Even 
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though Simon had background training in English, cOllsiderable years of ('xp('ri('lIce, 

and said he recognised the richness of poetry, he talked about poems as illstrlllll('nts 

or resources to teach the word and sentence columns in tIw NLS. Uitilllatdy he f('lt 

that poetry was less important for pupils than the 'lm:,ics' (see Appelldix G.4), nlHl 

that its inclusion in the NLS, particularly in the early years, Willi cause for COll('('rn. 

This seemed to suggest that even though Simon was a SIH'cialist in ElIglish, and 

could be considered an expert, this was no guarantee that poetry would be taught 

well or for its own sake. Both the enjoyment as well as the knowhlge of how t.o 

critically appreciate a poem seemed to be lacking. 

5.2.5 The Effect of Standards on their Role as Literacy Co-ordillators 

Both Co-ordinators were very aware of the standards set by The S(~cretary of St.ate 

for Education at that time (David Blunkett), and this drove much of the Year G 

curriculum, and subsequent action plans. In Simon's school, they had had a 100% 

pass rate at Level 4 the previous year, and had far exceeded their expected Key 

Stage 2 results. In Chloe's school the pass rate was a lot lower (58%), although 

Chloe commented on the fact that all the children she had in her boost('r dass('s got 

Level 4. However, she had mixed feelings about this. 

CHLOE "They definitely jumped up a Level and that recognition for llIy:·wlf WHli 

quite good, although I don't particularly approve of setting childrm agaim;t 

Levels" . 

She seemed torn between the pressure of succeeding in her role as a Literacy 

Co-ordinator, success being related to students achieving Level 4, and the effect this 

was having on the children (see Appendix 5.5). 

Both Co-ordinators were anxious when successive year groups perfol'Ilwd differ­

ently, and felt the results reflected upon them. 
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5.2.6 Summary of Co-ordinators' Interviews 

In considering the impact and influence the Co-ordinators had on the litPrary <'lIvi­

ronment of the Y6 children in each school, the Co-ordinator's role was to impklll('nt 

the NLS, ensure that it was running successfully, obierve teacht'r::> teaching ::>tory 

writing because this was related to pupil::>' SAT::> performance, update staIf ou u(,w 

documents that came in, and ensure that standard::> in f('latioll to the SAT::> were 

improved or maintained. It appeared that few illitiatiV<'s or original ideas w('rc 

implemented by the Co-ordinators. Rather than visionaries, tlll'Y S('<'llwd to be fa­

cilitators of the government initiatives. For Simon, the role was ja(hl. lIe said that 

he had never been passionate about the grammar side, but felt that this should 

be the focus in the primary school years. For Chloe, the Co-ordinator's role was a 

chance to move up the career ladder, and though she expressed interest in tPaching 

poetry well, and had been on one poetry course, it seemed that she did lIot have the 

background knowledge or experience to question or reflcct upon the doclImentation 

that came her way. It seems improbable that someone with no qualificat.ions in 

English should be given the Literacy Co-ordinator's role, and yet Stainthorp (1999, 

p.5) suggests that 'the model of the NLSF is that of a technician and not the en­

quiring professional'. While Simon seemed to accept the need for test.ing, and did 

not question it, Chloe had mixed feelings but ultimately went along with it, possibly 

because she did not have the knowledge to question it, nor the iuclination, giV<'Il 

her desire to move into a Deputy Head::>hip. Both of them per hap::> encllp::>uiatc(1 

the co-operative image of how the Co-ordinator should be in the school, impklllcllt­

ing what government decided without question or real dissension and this approach 

seemed to ensure the successful integration of the NLS into ea.ch school. 
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5.3 Interviewing the Class Teachers 

Class teachers have the mm;t significant and irmnediate impact upon ('hildrc'n's lit­

erary environments in the school, therefore it is important to ull(krstand how their 

actions are underpinned by their beliefs, values, perceptions and attitudes towards 

the NLS, poetry, and the pupils. The following themes are discllss('d in relation to 

this, with full interview questions presented in AppC'ndix 5.(i; 

• Biography of the teacher and future plans 

• Understanding of English teaching 

• The National Literacy Strategy and teaching poetry 

• Personal attitudes to teaching poetry 

• Perceptions of children and poetry 

5.3.1 Biography of the Teacher 

At the time of interviewing Sarah had been a teacher for three and half years in her 

first teaching post at Chadwick school. She had specialised in P.E. at (iPp;rec lev<'l, 

and was employed to develop that area at the school. She had confessed previollsly 

that she did not really enjoy teaching in its present form, and elaborated that she 

would like to be involved working with "more able children", a.s the most difficult 

aspect of her job was working with a wide range of diffC'ring needs. 

Chloe had been a teacher for six years, four at St. Albans and two years at 

a previous school. As noted previously, she had specialised in R.E anci History at 

college and was originally employed to mana.ge R.E and Music at the sehool. She 

said that she enjoyed teaching, the main reasons being the variety ami interaction 

with children. \Vhat she disliked most about teaching was Ofsted inspections, awl 

the amount of paperwork involved in preparing for them. 
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Both teachers were trained at the same college, and had good mCllIoril'S of one 

particular lecturer who taught them poetry. 

5.3.2 Understanding of English Teaching in the School 

Both Sarah and Chloe were unaware of the contents of the English policy for thpjr 

respective schools. Sarah had read it in a staff meeting whcll t.he staff had dwck<'<i 

through it together, and Chloe had not, although she was lwginning to look at it 

since a recent Ofsted inspection. 

Chloe had never been to the Literacy Co-ordinator for help, \H'callse the Co­

ordinator had had ill health induced by stress. However, Sarah had been to Silllon 

once over an issue concerning the use of complex and simple s('utenc('s. lIe had 

referred her to the Literacy Co-ordinator for Glollcestershire who was ill Hc1l00l at 

that time, and she had helped Sarah with the problem. 

I asked Chloe and Sarah why they felt it was important to teach children English. 

SARAH "So that children can read and write! To succeed in this world you n('c<1 

to be able to communicate, you need to be able to communicat.e wrbally and 

er. . .in written means and I mean I'm surprised really hy HOllie of the letters 

I receive off (sic) parents. I actually find it quite difficult t.o read sOllwt.imes 

what they've written so communication isn't made or its confused so there's 

one er ... there's one reason. Also there's the joys of English, the joys of reading 

and poetry, which we're probably going to talk about more. !,lm ... you know 

if they're going to be able to access that then they're going to need to be 

able to have English they need to be able to read and, and to unlIPrstand the 

language." 

She spoke about the instrumental and aesthetic nature of English, though the 

latter seemed to be lost in the desire and need to communicate well. 



Relationship Between Poetry and the Subject 22H 

CHLOE "It's the focus for everything isn't it, it's the focus for all other suhjects, 

English, they couldn't, you know, the letter writing skills that t}wy do ill 

English, they can use in History, it's just that, it's just everywhere isn't it, it's 

just needed in all subjects really ... Oh, I love teachiug English, y('h, tIle power 

of the words, we were talking about personification today, and they so)'t of 

were bringing it up in other subjects 'Oh, that's alliteration tll(\)'e' you know, 

when you're doing science and you've written something down 'Oil you've just 

written an alliteration there'. It's the fact that it COUles in all other subj('cts 

and can be drawn on. I draw on English in other subjects fa.r lIlo)'e now than I 

used to. Things like, definitely like History and Geography where t.hPir writ.ing 

letters where you have to think about, cos you'll find if it's Geography t.hey'll 

just slip and write a whole page without paragraphs and I'll say '\\'('11, couldu't 

, k " you ... you now. 

Chloe talked about English in terms of its impact upon other subjects rat.h('r 

than a subject on its own. While she communicated a love of English, she thm 

focused upon the grammatical and instrumental nature of English, rather than the 

creative aspect of it. 

5.3.3 The National Literacy Strategy and Teaching Poetry 

Sarah confessed that she taught more poetry now through the NLS than she had 

previously. She stated that her knowledge of poetry wa." much greater now, aIHI that 

she read a wider variety of poems. However, this knowledge seemed to relat.e to the 

poetic devices in the word and sentence level objectives of the NLS, and writing a 

poem around those, rather than perhaps a subject or theme. 

SARAH "Before the National Literacy Strategy came, it wa.s just the sort of creativ­

ity of 'Hey let's just write poetry' whereas now it's a bit more focused. It's 
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you know, perhaps, 'Let's look at personification and see how we can usc that 

in poetry and what sort of different effects we can achieve with that.' It's a 

lot more focused now." 

In contrast, Chloe said that she had taught more poetry before the NLS than 

now, and felt that there was less emphasis on poetry than previously. However, 

further questioning revealed that this was not related to the cont('nt of the NLS hut 

the pressure of preparing for SATs, which meant poetry was pushed aside. 

Sarah voiced similar concerns relating to time prest-mres and the <:0I1t.(,11t of the 

SATs papers. She always prepared children to answer the story or the l<'t.t,(~r <I1wstioll 

so it was unnecessary to teach poetry with the tests looming. 

SARAH " ... perhaps we're just gearing them up for the tests, because poetry's not ill 

the test, if, if it is it's not, I don't know if people go for it so milch, then you 

don't address it in the lessons." 

Sarah confessed that due to the external pressures of these test.s, much of the NLS 

was not covered in regards to poetry because " ... we're training them for SAT's ... ". 

Chloe felt that it wasn't the NLS that had given her the cOllfi<ipnce to t.each 

poetry well, as suggested by Sarah. She taught poetry the same as she had always 

done, but with more focus. She suggested that teachers without h<'r ('ollfi<iclIce 

would probably not teach the poet.ry objectives, but this seemed contrary to her 

previous statement that she believed poetry was taught well in the school (5.2.5 

Attitudes Towards Poetry in the NLS). In discussing poetry, she also appeaf('d to 

be preoccupied both with stylistic features and devices, which she expressed Wh('ll 

talking about her daily plans, and with revision for SATs: 

CHLOE "You could definitely pick them up and go with it, 15 minutes of fending 

this poem and talking about styles, metaphors whatever, 15 miuutes worth of, 

yeh, you could definitely pick it up." 
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CHLOE "There needs to be a balance of that but of the styles that go in, a.nel there's 

things in poetry that don't get used in other areas that are very Ilseful as wi'll. 

I was talking to them today about this in the boost('r dasses I l:mili 'If YOIl can 

drop in a metaphor into your actual story, that will be wonderful, that will 

really turn your story around'" 

When discussing Chloe's aims for poetry that year Chloe said that any ain!!; 

for poetry were overshadowed by preparing children for SATs, with the foew; on 

story writing. Children were separated into booster classes for English, Sciellce alld 

Maths and seemed to adopt a secondary curricular approach of having olle teacher 

for one subject. Both Chloe and Sarah had begun revision dasses after ChristmH."l, 

and Sarah stated that other schools were starting even earlier than t.his. 

5.3.4 Personal Attitudes to Teaching Poetry 

Chloe liked to teach funny poetry, and Sarah nonsense poetry. They bot.h recog­

nised that if they enjoyed the poems, then the children did as well. However, Sarah 

expressed the view that the children enjoyed nonsense poetry, such as "The Jabber­

wocky", because anything goes in that sort of poem. 

SARAH " .. .it doesn't have to be real words and so part.icularly t.hose SOlt of chil­

dren who with English tend to faU short with t.heir spelling, their smtence 

construction, well hey, for this lesson they don't have t.o worry about that, 

so I suppose that, you know, that's the beauty of it isn't it, being able to 

see children who lack confidence generally really just writing, and going for it 

because they know, well there aren't so many restrictions here." 

There seemed to be a misconception here that just because it was nonsense, it 

did not need to have meaning, or for words to be related wit.hin context, although 

in the NLS, Year 6, Term 2, (1998, p.52) cites, 'to investigate hurnorous verse: 
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nonsense words and how meanings can be made from thclll.' Nonsense poetry could 

be seen to be more complex than other poetry, because it is n('cessary to have a goo(i 

understanding of the structure and meaning of language, to be able to sllcc('ssflllly 

play with the rules of meaning. 

When Sarah and Chloe talked about their own personal experi('nc('s of poet.ry, 

outside an educational setting, they responded very differently. Sarah iIlllll('diately 

expressed a very intimate and expressive relationship wit.h poetry. 

SARAH "Uhh, I, I don't know, I suppose I rcad some poelllS alHl tll<'y just st.ir 

my emotions completely um ... sometimes it's just the cr('ating of n pict.ure of 

something or in your head. I don't know, I, I do love poetry 11m .. .! jllst, I just 

love it when you read something and you can relate it, you can underst.a.nd 

what, what's been said here and yet its not said in a conventional way. It's done 

like a painting or something you, you, I suppose everyone interprets paintings 

differently don't they, particularly ah.,traet ones awl I suppose SOliI(' pod.ry 

can be like that, and you feel as if it's personal to you because it's yom sort of 

interpretation of it. Although most people might have the main part of it, t.he 

way that you see it and I love that. I think that's really special to podry." 

INTERVIEWER "So do you write or read poetry at all yoursdf?" 

SARAH "I don't write any poetry, no. I used to when I first start.ed seeing my 

boyfriend. I think I wrote him a couple of poems (Laughs)." 

INTERVIEWER "(Laughs) Ahh. Did he like them?" 

SARAH "Well, yes. \VeIl, I, he wrote them to me you sec to start off wit.h. Yeh, he's 

brilliant actually. Doesn't do it anymore, but..." 

It appeared that poetry had been used as a way of expressing all(1 capt.uring a 

unique and intense moment of time in their relationship, but somehow these expe­

riences of the poetic word had become divorced from the feelings Sarah had ahont 
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teaching poetry in school. 

Chloe also shared that she had written poetry for a loved onc, but quickly lIIov('(1 

the focus from personal to educational matters. 

CHLOE (Laughs) "Um ... yeh. I've written, oh dear I'm going red, 1 havc writtl'll 

poems for people very close to me, but I'm not coufidput ('uough t.o share 

them, and I appreciate the fact that I'm saying t.hat makes it wry hard for 

children. I think if 1 was open, I do model for the children, I will I\Iodpl poelIls, 

I'm not afraid to model for the children, other adults 1 wouldn't want to fl'lul 

my poem." 

Both had recognised and experienced the power of poetry by choosillg to llSC 

this medium as a way of expressing intimacy and pa.ssioll to a partuer, but this 

seemed to be separate from their experiences of teaching poetry to chihln'll. This 

was most evident when Chloe's immediate embarrassm<'ut at recalling t.he PO(,lllS 

she had written, were followed by "I will model poems" , a comnwnt which sel~llled 

disassociated from the intensity of her experience. 

5.3.5 Perceptions of Children and Poetry. 

Sarah and Chloe felt that their pupils probably had knowlc(lgc of nnrsery rhymes be­

fore they came to the school, but no experience of poetry b<'yond t.hat, awl certaiuly 

no engagement with poetry outside of the cla.."lsroom. 130th stated that childrm's 

experiences of poetry outside the cla.8sroom did not influell('e their planning. 

In discussing the gender of their pupils and preferences for poetry, Chloe had 

noticed a difference in the way that boys and girls responded to slli>jPct llIatters 

and styles. She felt that boys responded more to a poem, such as Charge of the 

Light Brigade, because of its violent content, while the girls responded better to 

metaphorical poems. In contrast, Sarah felt that boys responded better to poetry 

than the girls (see Appendix 5.7). 
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Chloe and Sarah had observed that both boys and girls liked humorous poelllS, 

and loved to rhyme when writing their own. However, Chloe wa.s unhappy with 

what she considered was a poor use of rhyme. 

CHLOE "It's just so forced. I will ban them from rhyming for a. go()(l term, unt.il 

I can trust them, cos I personally don't like rhyme cos the children don't lise 

it properly. It's all that forced rhyme that sounds terrible, not actually thclIl, 

actually, it's not them then exploring allY sorts of feelings, it's sOlllething t.hat 

'I need something to rhyme with nut' and terrible 'who says tut-e-tut-tut' nnd 

I'm like 'No, that's awful'." 

Finally, perceived ability played an important role in the literary environlll('nt. 

Sarah felt the burden of delivering a poetry session to a mixed ability da.:.;s, and the 

need to support them through writing frames. Chloe said that she was not really 

worried about meeting individual needs in the cla.'lsrooll1, but communicat<'d c('rtaill 

opinions about differing abilities when describing a poetry event she aUell<k(1 at the 

Town Hall. 

CHLOE "We were down there for that and I did that with my brighter childrell, and 

I've got a booster class of Level 3 to 4, and a dass of Level 4 to 5, so I did 

it with the brighter children and they wrote one togeth<'r and that was boys 

and girls, and that was quite collaborative, and that worked quite wd), but I 

think you need to start on a smaller basis ... Very often the less a.ble children 

will actually come up with some quite good stuff, but th(,y wou)(l be afraid to 

in front of other children in case they get laughed at." 

Chloe seemed to be implying that such an event was more suita.ble for thoHe 

perceived as more able, and while less able children could also come up with some 

good ideas, there were no guarantees as with "brighter children". ThcHe attitudes 

were also present when discussing what kind of grouping Chloe liked to 11se. 
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CHLOE "Small group. I think large group you always lose the h~ss able OIlCS at 

the back, cos they're just interested in tying each other's shoelaces together 

(Laughs). Dut it's nice to do a whole class ... eos the less-ahle hear the 1lI0W­

able come out, and then they go nick their ideas and we'll say '\Vell we won't 

just take them, we'll change them slightly'." 

Sarah also seemed to have a similar attitude towards tlioHe cOIIHhlef('d kHS ahle, 

when discussing who might influence her pupils. 

SARAH "Maybe some do, the more able children might have some inlhwIIce 011 t.hC'llI, 

they might think cos sometimes when they read out examples of work, they 

might steal some of their phra..<.;es ... You know the less collfi(\ellt onC's really 

begin to shine because they start, they've heard some of the IIIore ahle talking 

at the beginning in the large discussion." 

Doth teachers felt that they were a combination of a facilitator alld kllowl('(lgl~ 

giver. Sarah felt that she was more a knowledge-giver during SATs revision, while 

Chloe felt that if children did not know about a certain subject such ns 11l1ikus, then 

they needed to be told. 

5.3.6 Summary of Teachers' Interviews 

Though both Chloe and Sarah attended the same training coll<'ge, their attitude 

towards their teaching role differed. Sarah felt overwhelnH'd by diffef('nt Iw('ds in h('r 

class, and Chloe cited paperwork as burdensome, in relation to Ofsted insp('ct.iolls. 

However, Chloe appeared much more enthusiastic about her role as a tcachl'r, allli 

stated that she enjoyed the challenge of interacting with her pupils. This was evident 

in the teaching observations, where Chloe joked and laughed with pupils, while Sarah 

appeared anxious, preferring to talk at pupils rather than interact. 
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It seemed that the English policy was not considered cssf'ntial to t.heir teaching 

of literacy in the school, but this was unsurprising given the elllpha.'iis the Lit('mcy 

Co-ordinators placed on it. Neither teacher had a developmcnt plan for Enp;lish 

over the school year, rather the aims for literacy and literature appeal"(\(l to revolve 

around the SATs tests, with a Level 4 being the mark of successful progress. As n 

consequence of this, the NLS was the main document to which the teachers ref('lTt'<i 

for guidance and support, although focus was placed upon content that was helpful 

to the SATs. Both teachers felt that the NLS had r<,placed the English Natiollal 

Curriculum (1989). 

The previous Literacy Co-ordinator in St.Albans school had not had n prollli-

nent role in supporting staff, due to ill-health, but since Chloe had takm owr the 

role, other staff would occasionally ask her questions. Similarly, Sarah, in Chadwick 

school, had only been to see Simon once, so it seemed that ill both s('hools the Lit­

eracy Co-ordinator had little influence over the daily planning and impbI\('ntatioll 

of the Literacy Hour. 

Though both teachers suggested that the teaching of English should cOllllIluni­

cate something of the power and joy of language, they focused particularly UpOIl 

the technical and instrumental nature of the subject. Sarah used words ~mdl fl." 
"to succeed", "communicate verbally", "written means" and "acc!'ss", while Chloe 

used words such as, "letter writing skills", "personification" and " alliteration". 

This suggested that they perceived the subject as a resource - for Chloe it was the 

way in which English could be used in other subject areas, while for Sarah it Wll." 

a way of ensuring success in the world. It seemed that there was little focus 011 

the development of pupils' enjoyment of expressing oneself, to be creative, to allow 

the imagination to be developed in exciting ways, and to open up new worlds fur 

children through literature. This was translated into pra.ctice in Sarah's literary 

sessions, probably reflecting her unhappiness with teaching. However, St.Allmn's 
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pupils demonstrated a real joy in engaging with poetry they had read and wriU<'n, 

which seemed to reflect Chloe's genuine love of teaching. 

Both teachers' perceptions of ability appeared to be well formed alt.hough sim­

plistic, dividing the cla.<;s into those who were 'more able' or 'less able'. C(,lIpric awl 

polarised characteristics were identified around these labels, which h~II to assulllp­

tions being made about pupils' ability to interact in group discussiolls, wlwth<'r a 

student would be an originator or 'stealer' of ideas, and the capacity to listen. Such 

assumptions were not always so dearly defined by the pupils (see G.4.1 Tll(~ Chill} 

and Power and The Pressure of Tests for St. Albans School; G.4.2 The Pfl'SSllre 

of Tests for Chadwick School). In practice, sessions taught by Sarah dCllIolIstratc'li 

her perceptions of ability through her structured usc of differentiatC'd workslw('ts, 

focusing on the answers of children of Level Five Description in whole group discus­

sions, and the difficulty pupils had in working in a mixed ability group. HowC'ver, ill 

Chloe's classroom, her beliefs about abilities were less clear in practice, a.s chilllfl'n 

of all level descriptions were engaged in answering questions, work wa.s not dearly 

differentiated, and mixed ability groupings work('d well t.oppUH'f. Th('se dilf('fl'I\(·('S 

are further highlighted in Interviewing the Children (see 5.3.). 

Personal attitudes to poetry seemed to be separated into two distinct ('at<'goriC's: 

experience and knowledge. It seemed that both Chloe and Sarah had not brought 

their own experiences into the teaching of their poetry and, therefore, did not expect 

children to either, although Sarah had included some poetry writt<'ll by pupils at 

home in a booklet for school, and Chloe encouraged a pupil to read out a favourite 

poem from a book she had brought from home. 

Sarah felt she had benefited from the NLS's treatment of poetry, whih~ Chloe 

was more ambivalent. However, both teachers expressed concern over the fact that 

most of the poetry was not covered in Year 6, due to SATs. The main focus of 

sessions was on letter writing and stories because they were the questions that t.he 
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teachers wanted the children to answer in the tests. SATs dominate(l the year, and, 

as such, guided all their planning for English. As Frat('r (2000, p.ll0) hilS writtl'n: 

The missing step then is the first step: planning for the rich language 

experiences that pupil will receive in a given t('rm, and t.he rdated ways 

in which they will usc language. In terms of writing, this lIIl'IUIS planning 

the genres that a cla.'is will experience, be taught ancI will practise in a 

series of assignments 

As with the Literacy Co-ordinators, there was no sense of English l)('ing (\Pv<'l­

oped across the year, rather the focus wa.'i on the SATs and how the NLS coultl be 

used to support those tests. 

5.4 Interviewing the children 

Finally, each case study pupil is briefly highlighted in t(,flns of thdr Pl'IT('pt ions of 

themselves as learners, English and specifically poetry. The CII .. 'iC study group frolll 

Chadwick school are presented first, followed by St.Albans school. This is follow('<i 

by section 5.4.3, where detailed contrasts and comparisons are made betw('en t.he 

two sets of interviews, and related to wider research. The qu<'stion forma.t developed 

around the following themes is reiterated in full in Appendix 5.8: 

• Children's perceptions of themselves as learners 

• The child and English 

• The child and poetry 

• The child and power in the classroom 

• The role of boys and girls in the cla.'isroom 

• The pressure of tests 
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5.4.1 Chadwick Case Study Pupils 

Simon 

Simon said he thought he had done moderately well at school, awl though he fOllnd 

English quite hard, he enjoyed writing stories. His favourite part of the literacy hour 

was "when we just do the work". 

In describing poetry, Simon felt that "It's sort of like lllusic almost. It's like 

words that rhyme together and they just go together really well". lIis favourite 

poems were funny ones and he had a whole collection of Spike Milligall poellls at; 

home, which he read "nearly all the time" . 

5.4.2 Lisa 

Lisa said she was "Okay" at school, though she felt she had not done well ill English, 

but she liked writing stories, especially at home. LiHa's favourite part of t.he litera('y 

hour was "When, we're like doing, doing the actual work cos MiHs has stoPlwd 

talking to us" , the worst aspect of it being "When Miss talking and we jl\Ht want to 

get on". 

Lisa described poetry as, "verses of rhyming words sometimes". She t.hought 

you studied poetry because "maybe you wanted to be a poet when you grew up awl 

you'd know how to write poems and everything". However, she fdt that you shoul(l 

still learn about poetry, even if you did not want to be a poet, althol\gh she could 

not explain why. 

5.4.3 Ben 

Ben thought that his teacher might say, "I'm okay, but I like talk quite a lot in the 

class". He felt he was "alright" at English, but he found the subject boring because 

"you're going over it loads and loads of times and she keepH 011 saying it" . 
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Ben described poetry sessions as where "you talk about things that affect YOIl 

and put them in like nice ways and stuff". He thought that you l<'arnt about poetry 

in the event of becoming a poet, but he also saw the value of doing it (,V<'Tl if you did 

not decide to write poems as a career, "cos then you know how to d('scribe tlJillgS 

in different ways". Ben said he had written poetry at home, but that it wH.-;n't very 

good and he had not shown anybody. Ben's favourite bit.s in poetry were "t.hinking 

how you can make things come alive and descriptive words, and what YOIl ('all use 

in it", but he disliked discussing poetry with others. 

5.4.4 Jem 

Jem stated that she had done well educationally, but felt uwkr pressure because 

she was going to the local grammar school. She thought that English was valuable 

regardless of obtaining a specific job relating to it. Jem f('cognised the lit.eracy hour 

as somewhere where you did "just writing, writing, writiug, and some you're just 

listening, listening, listening". 

Jem thought poetry was valuable to learn about if you wanted to l)('collle a poet 

"it depends what you're going to be when you're older". Jcm re/Hi awl wrote poetry 

a great deal outside of school, and had actually composed a book of poems with 

a friend, three of which had been included in a poem booklet on displa.y in the 

classroom. 

5.4.5 Sarah 

Sarah felt she was about average at English because she had been placed ill the 

middle group. She had mixed feelings about the English IessOllS: "If it's a really 

boring English lesson I talk to my friends, but if like, if it's something that is like 

quite interesting like we've got to do some like, at the moment we're doing our SATs 

so I take quite notice of um ... English now because for our SATs work we're going 
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need to know these things." She knew about the literacy hour, and d('seri\Jpd t.he 

beRt bit as just being allowed to get on with the work. 

Sarah thought you might learn about poetry if you were going to be It poet, or 

a teacher teaching it to others, but she thought that it was probably import.allt to 

learn about it anyway "cos if you have children and th<,y cOllle hOlIlc frolll school 

with a worksheet, with poems something like that you have learnt about it. WiH'11 yon 

went to school, you can actually help them". Sarah said she SOIlll'tiuH'S l"('ad pot'l.ry 

books at home. However, Sarah felt that poetry WH.'! not ('sseutiI11 t.o 1I('r ll~arnillg. 

5.4.6 Peter 

Peter said he enjoyed break times best in school, "cos we're not learnillg anything". 

Although he said he liked learning, he also thought it could be very dull. Ill' fdt 

that he had done well at school. 

Peter thought certain aspects of English, like subordinate clauses, w('rc ollly 

something you had to learn if you wanted to become a teadH'r ill English. lIe 

said he liked writing stories and poems, but disliked learning things that you did 

not need to use when you were older. Peter knew about the literacy hour, and 

especially enjoyed the writing up of poems, but found that his attention wavered 

much of the time, due to boredom. 

Peter described poetry as "it's more like what you feel wlll'n you're writing it". 

In the sessions he said " We don't really learn about poetry. We learn how to 

write in the style of a poet". He thought you needed to learn about poPt.ry if you 

were thinking of becoming a poet or teacher, but not if you were going to work in 

something like the army. He said he read poetry at home quite a bit, bllt was drawn 

to poems that were sad or angry. 
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5.4.7 St.Alban's Case Study Pupils 

Hannah 

Hannah described herself as happy at St. Albans, with lots of fril'llds nwl nice 

teachers. She felt that she had done well in English, and guessed that she was at 

Level 4 in most subjects. She described the reason for going to school as "to 1('l1m 

so you get a good job" . 

English was one of Hannah's favourite subjects. She was lU1Sllre why you had to 

study the subject, other than if you wanted be an author, hecause th(,u "you know 

how to do stories and how to do poetry". She usually liked English, hut disliked it 

when "we're just doing like reading, and you have to say things about it, and SHY 

what level is this for". 

In describing poetry Hannah said it was sometimes rhyming, awl sOlll('tilll(,S 

funny. Hannah sometimes wrote poetry at home. She felt the only reason to study 

poetry was to write a poetry book, but she enjoyed learning about it at school. 

5.4.8 Nia 

Nia was also happy at school, because she had made good friends aBel thero w('re 

nice teachers. Nia's favourite subject was English, where she did "loads of writ­

ing ... punctuation, questions about a text that we've done". She was aware of the 

Literacy Hour and described it as a time when "we have a lot of group work with 

that table can do this sort of work, and that table can do stuff Oll fabh~s" . 

In describing poetry Nia said "A poem is full of words um ... some have rhyme in 

um ... poems are usually about things". Her favourite times in poetry were trying to 

find words that rhymed together, while her worst periods were trying to make up a 

poem from scratch, without a subject. 
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5.4.9 Joshua 

Joshua felt he had done about average at school.His worst subject WH.'" ElIglish 

because he felt that "It's easy, but they don't let us, they dou't, th(,y take It long 

time describing. It takes ages". He described the subject as bdng uhout " ... 11011-

fiction like er instruction and that, and story writing ... ". 

In literary sessions focused on poetry Joshua explained " Wdl, We usually plan 

it, and we usually get some ideas and then we start urn, not usually rhyming cos it's 

quite hard to rhyme, and it doesn't make sense sometimes". Though he expn'ss('d 

similar reservations to the teacher about rhyme, he enjoyed rending such PO('IIIS at 

home. Joshua liked the planning part of poetry because you could " ... just Ul<'SK 

about and do funny ideas, and then you could have any poem", hut he disliked 

writing them up. 

5.4.10 Jeremy 

Jeremy thought he had done well at school and enjoyed being with his fri<'n<is.IIe 

felt he had done well at English describing it as "understanding grlllllIlla.r a.nd iUl-

11' " proving ... er, spe mgs. 

Jeremy described poetry as "it sometimes shares people's [(-clings" and "their 

moods". In poetry sessions Jeremy said that he wrote poetry or answ<'wd questious 

about it. When describing what he had learnt he said that poetry could be "set as 

in stanzas, and they sometimes have rhyming words in the £'I1d, and th<.'y can show 

people's emotions." He said that he read poetry at home, citing Roald Dahl. JIis 

favourite bits of a poetry session were reading the poems and s('eing which gmre 

they fitted into, and discussing poetry with others, while his worst WH.'> filling in 

questions about a poem. 
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5.4.11 Julia 

Julia felt she had done well at school, and English wa .. "l oue of ht'r favourite subj(~ct.s, 

where she did spellings and story writing. She felt that it was illlportant to l<'arn 

about English so that you could get the job you wanted . .Julia lik(~d writ.iug po<'l.ry, 

and stories and liked the planning aspect of writ.ing stories. She dislik<'d ('()J>yillg off 

the board, "sometimes we write so much that out hands ache". 

Julia especially liked rhyming poetry. She thought t.hat you hnd t.o learn about 

poetry so that you understood how to use rhyme if you we're going to IlI'collle 1U1 

author. Her favourite bits about a poetry lesson were " ... wllC'11 we f('!l(l awl write, 

when we read it about it and like, like urn, when Miss reads it or we read, it joius, 

it rhymes at the end of each line, and that's t.he thing that I like abollt it". She 

enjoyed talking with others about poetry, because she felt it widened her repertoire 

of poems. 

5.4.12 Andy 

Andy liked the friends he had at this school, and thought he had done We'll bl'C/luse 

he had learnt to write poem and stories. He felt that he was goo(l at English, in 

fact he described his spelling as "brilliant", although he fdt his handwriting was 

sometimes messy. He thought that you learnt about English if you want.ed to bo a 

writer, but then elaborated this to incorporate all forms of writ.ing. 

Andy said he thought poetry was "brilliant". lie descrihed it as "Well a poem is 

something that...usually explains something in the world or somewhere else, like Hill 

there's pollution poems and urn like war poems, you can get it from all time ages, I 

mean there's medieval, world wars". Through the lessons he f('lt he had learnt how 

to write a poem, and about rhythm. He also said he read poetry at home, SHch 

as 'The Worst Lad in the School', and enjoyed writing there too, quoting a poem 

written about the war entitled 'Stuck here in this muddy trench'. Andy liked to be 
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given time to allow thoughts and ideas about poetry to develop. lie abo likc'li to 

talk about his poetry with other pupils, because he fdt that he might. Wltllt to k('c'p 

some things secret from an adult. 

5.4.13 Summary of Children's Interviews 

Children's Perceptions of Themselves as Learners 

In St. Albans school pupils cited friends, nice teachers awl ill\.t'f('st.illg sllhj<'cts as 

reasons to enjoy participating in school, and there appean'<l t.o be a. Strollg foclls on 

social interaction, between teachers and pupils, for example, wllC'u Joshua 11I('lItiollc<1 

teachers encouraging children to play co-operatively in t.he pi ay gro III I< I. Pupils of 

Chadwick school also highlighted friends a."J a reason for enjoying school, bllt th<'re 

was a greater focus on the academic side of school with t.he likes nnd dislike's of 

subjects being expressed; teachers were mentioned specifically in t.he role of h<'lping 

in the classroom, and the desire to be on their own, or to get away from learning 

as in Peter's focus on break time. Four of the children in Chadwick school S('<'I1I('<1 

very clear as to why you went to school, citing the desire to g('t a good job, while 

only Hannah cited that rea.<;on in St. Albans school. 

The focus on academic matters in Chadwick Hchool cOlltilllH'd as the childrm 

described their perceptions of the teacher's view of them. Ben, Sillloll nIHI Lisa's 

perceptions came across as slightly negative, using words such as "Okay" "1\ bit 

chatty" "needs to improve on spellings", while Peter and Sarah did lIot know what 

the teacher thought of them. Only Jem had a pOHit.ive p('rc('pHon of t.he teacher's 

view. In contrast, pupils at St. Albans m;ed dmicriptive labels sueh as "very gO(H!", 

"hardworking", "well behaved", but abo added deHcriptors that went b('yolld thm;c 

normally associated with educational performance. Words such as "fUlIllY", "al­

ways smiling, always lively", "friendly", "cheeky grin" gave the impression t.hat the 

teacher perceived them as individuals with unique attributes, anel that words such 
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as lively, cheeky, and funny which could be viewed as a negative in a cla.ssroom 

setting were actually perceived as positive attributes. 

In a small study of low achieving ninth-grade children in Anl<'rica, A I V<'rtlIIUlII, 

Umpleby and Olson, (1996), suggest that it is the quality of bUlling expericnces 

rather than the actual level statements that influence how the stut\('nt perc('iV<'s 

himself/herself as a learner. A study (Johnson, Johnson and SkOll, 1979) of (j,t first 

grade students in America suggested that cooperative learning conditions, where 1m 

individual's success is linked to his or her group's success, have high('f achievelll('nt 

levels and productivity than competitive or individualistic situatiolls. This can also 

result in a more positive view of the learning experience in which Uwy nre iJlvolVl'd. 

In my own study I observed that in Chadwick school many of the learning exp('ril'llces 

were poor compared to that in St. Albans. There was little illteraction betw('('n the 

case study children as much of the work was conducted individually; worksheets 

and interaction with the teacher reinforced stereotypical perc<,}>t.iolls of nbilitil's al1l1 

increased isolation, and there was a lack of humour and enjoYIll('ut ill the SCSSiOllS, 

probably linked to the teacher's own dissatisfaction with the role. The teadl('r's 

comment about boys liking the competitive element of trying to produce the Lest 

poem (see 5.3 Perceptions of Children and Poetry) also suggests that competitiV('IH.'ss 

was encouraged in her classroom. In contrast, St. Albans pupils seemed to have 

high self-esteem as learners; this was apparent in the way they interacted to!!;dher, 

particularly in small group work, where there was n high d!'gree of co-oppration 

over tasks; there was also a general appreciation of hUIlIour, which WH.'" cOllduct('<i 

between peers and between pupil and teacher. 

The Child and English 

Five out of the six pupils at St. Albans school enjoyed Ellglish, and had mixed 

opinions about why you learnt the subject, such as the desire to be an author, to 
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help with tests, and to get a good job. Only three of the st\l(il-Ilts W<'re aware of t.he 

literacy hour structure (Joshua, Nia and Andy). Though there initially sepu}('d t.o 

be mixed opinions over things they disliked, on closer inspect.ion it npPl'Itr<'d that 

they were interrelated. For example, Joshua wished t.he IOllg explallatiolls could 

be cut out in the booster sessions, while Hannah just want.l'd to g<'t 011 awl write, 

not plan, Julia disliked writing off the board so mu('h that h<'r hands adwd, while 

Andy disliked the plenary because he felt it cut into the writ.illg tillle. It could he 

suggested that pupils wanted t.o get on and do t.he work, hut t.hat tl}('re Iw('ded to 

be a balance between listening to the teacher and writing. 

The pupils in Chadwick school spoke about ElIglish ill terms of how well tlH'Y 

felt they had done in the subject, rather than whether they l'lIjoye(1 it, and t.h(.ir 

perceptions of how well they had done corresponded to t.iwir lewl dl'script.iolls. 

Similar to St. Albans school, all of the pupils in one form or Itnot.l}('r compiaillcd 

about wanting to get on with work, and the monotony of having to listen to the 

teacher's commentary on what they had to do. While Cullingford (lgS7) Ita . ., not.ed 

that children like to have clear explanations about the work tll('Y are doing, too 

much repetition is seen as boring and undemanding. Hi! ton (1 ggS, p.7) claims that 

the Literacy Hour means that 'In classrooms where literacy teaching is weak it will 

be a recipe for mind-boggling tedium'. The body language of the case st.udy children 

in Chadwick school often suggested that they were uninterest<'d during tillie'S witen 

the teacher spoke for an extended period. Lisa, Simon and JClll would doodle on 

paper, while Peter and Ben would lay their heads on the table. 

Pupils in both schools thought that they learnt about English to g<·t a good 

job, communicating a notion that it was something that would ultimat.ely he of lise 

for the future rather than for now. In Chadwick school it appeared that English 

was functional rather than a pleasure, encapsulated in Peter's st.atelll('nt. t.hat he 

did not want to learn anything that he wa.'> not going to usc ill the future, awl 
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Sarah's desire to only learn things that were going to be lIs(.[ul to PIUiS test.s. As 

Bunting (2000, p.13) states 'schooled literacy could be d(~scrihed liS providillg 1\ lim­

ited technology for children, rather than a life-enhancing atHl rewlU'dillg ol'i<'ut.at.ioll 

to language'. Though, most of the case-study pupils had 1111 inuate Hense of the 

relevance of studying the subject, they did not possess a discourse of 1('al'Iling that 

encouraged them to express the liberating, creative and self-fulfilling nat.ure of En­

glish. Rather, it seemed that the instrumental and functional asppct,s of EngliHh 

were predominant in pupils' minds, with the extrimiic goals of tests 1111<1 jobs as the 

focus of development. This was particularly evident in the pupils from Chadwick 

school. 

Many of the case-study children in both schools spoke about the hlllg ('xplaull-

tions that dominated the Literacy Hour, particularly ill the hooster s('ssionH. Ililtoll 

(1998, p.5) warned about the 'relentless didactic voice' of the teacher IIlld Il .. 'iks the 

question 'have the long, quiet concentrated periods of writiug and rdl('('tion gOllc'?'. 

The children in both schools seemed torn between wanting to get on nud write, nud 

being overwhelmed by the task. As Jem said, the Literacy Hour consistpd of "just 

writing, writing, writing, and some you're just listening, listening, listening". There 

seemed to be little balance between instruction, activity and l'<'fl('('tion. This was 

further evidenced by Julia complaining about her hands aching, and Andy COIIl­

plaining that he did not have time to finish his work because of t.he pIPnary. The 

plenary session should provide opportunity for pupils t.o reflect upon wha.t t.h<,y have 

learnt, and could be an ideal time to make children aware of how t.Ill'Y me karning, 

bringing the thinking processes to the surface, engaging children ill Illcta.cognitive 

talk that could raise standards (Williams, 2000). However, what Andy is slIgv;esting 

is that the teacher repeats back what they have done, perhaps to £'lISllre that chil­

dren are explicitly aware of their actions so they can rppeat it in the SATs, rather 

than reflecting on how and what they have learnt. In both schools, then, the hom;t.er 
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classes, from January to May, seemed to be particularly uuim;pirillg nud nrhllit.eracy 

sessions. 

The Child and Poetry 

All of the case-study children in St. Albans school (sec Appendix 5.11) awl Chadwick 

school (see Appendix 5.12) had poetry books at home which thpy read, cith('r Oil a 

regular basis or occasionally, and Julia, Andy and Hannah of St. Albans school (s('e 

Appendix 5.13) and Jem and Lisa of Chadwick school had writt('11 poetry at home t.oo 

(see appendix 5.14). This was contrary to the teachers' beliefs that chil<in'n had little 

or no experience of poetry outside of school time, and that background kllowh~dge 

would not influence planning; it seemed that children of all level d('H('fipt.iolls had 

literary experiences of reading and writing poetry at home, alt.hough the writ.illg 

was predominantly carried out by the girls. Hilton (1998) suggest.s t.hat to ignore 

the literacy practices of children outside of school is to (kllY chil<irell's exist.ing hody 

of knowledge taking us back to the 'authoritarian oral inst.ruct.ion' modd of the 

nineteenth-century. FUrther to this, many of the hooks pupils oWll('(i cont.aillC'tl 

poetry that rhymed. As this was also a key poetic feature that five out of six pupils 

mentioned in St. Albans, it seemed overly harsh to have b('en bannl'd from lIsing it 

for a term, until the teacher could "trust them" to incorporate it properly. As lIot.<'tl 

in Chapter Two, children have a natural predilection for playing with language nwl 

that central to this are rhymes and word play (Cryst.al, 19!)8; Grngl'Oll, 199!») so 

perhaps experimenting with rhymes rather than banning them would have h('<'n n. 

better approach. This would be especially pertinent if much of the poetry in the 

NLS was already being omitted due to SATs, and given that many of the c/uie-sludy 

pupils found booster sessions jaded and uninspiring. 

In literary sessions it was interesting that Peter felt he ha.d not learnt how t.o 

write poetry, but to write in the style of a poct. Perhaps this perceptioll was due 
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to the teacher in Chadwick school concentrating on the structure and contcnt of the 

haiku for four sessions. While pupils produced some effective and thoughtful poems, 

it could be suggested that given the strict form and content, that over timc this 

became constrictive rather than liberating. 

Most of the case-study pupils in Chadwick school, and one in St. Albans school, 

thought that you learnt about poetry if you were going to bccome a poet, or, as 

Peter and Sarah suggested, a teacher. Sarah also felt it would bc useful to help 

your children answer questions on poetry. There was this perception, again, as 

reflected in the The Child and English, that poetry was for the future, and that it 

was instrumental, rather than a natural extension of playing and enjoying language. 

However, in observations of play with language, by the pupils at St. Albans word 

play was both stimulated and incorporated within the literary session as a normal 

part of their daily interaction. This was encouraged by the teacher who joined in 

with pupils, and very often initiated it, much to the amusement and approval of the 

children. In contrast, the language play by pupils that was observed in Chadwick 

school appeared to be regarded by the children as a subversive and mischievous act. 

This was suggested by pupils keeping voices low, laughing secretly, looking around 

to see if the teacher was in earshot, and only sharing with other pupils. Choice of 

pupils was significant too. Wherea.'l all the case-study pupils in St. Albans school 

shared word play, in Chadwick school it was confined to those of Level 4 and 5 

Descriptions, so Lisa and Simon were excluded. 

Five of the pupils at St. Albans, and two at Chadwick school said they enjoyed 

discussing poetry with others, while in the latter school Den and Peter actively said 

they disliked it. In practice, the pupils at St. Albans school showed a natural predis­

position to work well together, exchanging ideas, listening and answering questiolls, 

offering support and encouragement and sharing respomiibilities. In contra • ..,t, pupils 

at Chadwick school found it difficult to interact with each other: Lisa and Simon 
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were ignored, Ben often had to repeatedly ask others to liHten to his work, and 

co-operation in sharing ideas and responsibilities was minimal. 

In St. Albans school, pupils listed rhyme, humour, subject, content, feelings awl 

moods, structure, descriptive words and rhythm, when describing what they hlul 

learnt about poetry. In Chadwick school, four of the pupils ment.ioned rhyme, n.s 

well as different styles, portrayal of subject, structure amI expression of f(~elings aud 

emotion. 

The Child and Power/Status in the Classroom 

In St. Albans school power and status were mainly attributed to those who shared 

opinions with others, and also listened in return. Nia and Joshua were the main 

choices, and these were the two that the pupils naturally looked to to organise them 

during whole-group tasks. In describing pupils' level descriptions Andy was the only 

one to place pupils' in their correct hierarchical order, although he placed Joshua, 

Hannah, himself and Nia a level above the teacher. All the other pupils mixed the 

levels up and there seemed to be no correspondence between actuallevcl (kscripliolls 

and pupils' perceptions of those levels, perhaps because their own standards were 

measured by behaviour, or whether their peers had an interesting point of view. This 

lack of knowledge of Level Descriptions is probably linked to their high sclf-est('em 

as learners, and their evident enjoyment and involvement in the poetry sl'ssions 

observed, whatever their ability. 

In Chadwick school, status was attributed to those who had notably achieved 

intellectual standing, such as passing tests to go to the Grammar school, a.nd being 

Head of School Council. Each pupil was acutely aware of their Level Descriptions due 

to ability grouping on set tables. Though friendship was highlighted as influencing 

who pupils would choose to listen to, this was not always borne out, as in Jem and 

Lisa's case. 
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It seemed then that in St. Albans school status was awarded to pupils who 

demonstrated social skills that benefited the group, while in Chadwick school, Htatus 

was attributed to those whose intellectual position was known, and t.hat firHt and 

foremost benefited the individual. DeutHch (1973, p.3GG) not.CH how the: 

characteristic processes and effects elicited by a given type of social rela­

tionship (cooperative and competitive) tends to elicit that type of social 

relationship. Thus the strategy of power ... results from, and also results 

in, a competitive relationship. Similarly, the strategy of mutual prob­

lem solving and tactics of persuasion, openness and mntual cnhancclIlPut 

elicit, and also are elicited by a cooperative orientation. 

The Pressure of Tests 

All pupils at St. Albans said they were not worried about the test.s. Howevcr, worry 

in Chadwick school seemed to be in proportion to intellectual status. Simollll.nd Lisa. 

were very worried about the tests, Ben and Sarah were somewhat worried, but t.heir 

confidence was improving as they reviHed, while Peter and Jem had reccntly pa.ssed 

the Grammar School tests, so were not worried about SATs. Most of t.he pupils 

at Chadwick thought it made no difference if you w('re better at tests to t.he way 

others perceived you, although this was contrary to answers given in the The Child 

and Power/Status section (p.299). It was clear t.hat the teacher did treat pupils 

differently based on how clever they were, and that pupils responded ll<,!~atively 

or positively to that, depending on their level description. Also, pupils described 

the tests as if they were in a secondary school taking GCSEs, using tcnllS such as 

"revision" and "mocks". In St. Albans school Hannah, Nia and Julia. thought t.hat 

getting a better test reHult made a difference in the classroom, in giving you lllore 

confidence, and perhaps helping to gain more friendships by offering hdp. 

In tests, three out of the six pupils said they would like to answer a question 011 
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poetry in St. Albans, whereas only two pupils in Chadwick I-ichool said they woultl 

like to answer it. 

5.5 Summary of Interview Data 

In conclusion then, when considering the literary environments of YG pupils, wit.h 

specific reference to poetry, a number of issues were raised in regard to the int.ervi('w 

data. 

First, the Literacy Co-ordinator's main role was to implement and monit.or ongo-

ing support for the NLS. However, conflict arose in the final year of primary ~whooling 

due to SATs and the pressure the Co-ordinators felt about raising or maint.aining 

standards in test results due to performance league tables and the threat of closure 

if targets were not met. Any observations of teachers teaching were, tlH'f<,fore, COIl­

ducted in relation to what was likely to come up in SATH. As poetry was the less 

preferred option, compared to story and letter writing, the Co-ordinatorH had llPwr 

observed poetry being taught in the school. The focus of literary development in the 

school, then, was mainly on SATs and the sections in the NLS that related to those 

tests. Because of this, poetry received little attention, and Simon actually perceived 

the inclusion of poetry in the NLS as a weakness. With this attitude th('re was litt.le 

hope of poetry being given more attention in Chadwick school. In St. Albans school, 

even though Chloe had an enthusiasm for poetry, and a desire to see it taught well, 

tests were her priority as well. Though Chloe had had little training or cXlwri('l\('p 

in the role of Literacy Co-ordinator, and Simon had, it seemed that it made little 

difference in the way both Co-ordinator's approachpd their role in relation to test.s, 

the NLS and the further development of English. 

The teachers' contribution to the literary environment of YG pupils, and in par­

ticular, poetry, was prominent in two specific areas: what thpy taught and how tll('Y 

taught it (see Chapter Four). \Vhat became apparent through the int.erviews WII.~, 
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that though Sarah and Chloe had trained in the same college, held similar beliefs 

and values about ability, poetry, the NLS and testing, Chloe enjoyed teaching awl 

Sarah did not. Chloe's enthusiasm, confidence (possibly due to h('r promotion to 

Literacy Co-ordinator), enjoyment and sense of humour, combined with her choiee 

and implementation of teaching methods highlighted in Chapter Four, ensured that 

that though she made some serious errors in the content of what she taught., overall 

her teaching had had a positive impact on pupils' self-esteem, interaction awl the 

work they produced and presented. In contrast, Sarah's dissatisfaction with her 

role, anxiety over meeting individuals' needs, and inability to enjoy what she was 

teaching meant that there were errors in what she taught, and limitations ill how she 

taught. This was reflected in pupils' low self-esteem as learners, anxi(,ty over tpsting 

and an air of boredom and tiredness in the sessions observed. Therefore, though 

both groups of case-study children had similar experiences (booster sessions with 

their own or different teachers, testing for SATs, concentration on story and lC'ttpr 

writing, the structure of the Literacy Hour, limited poetry sessions), the overall lit­

erary experience in Y6 for pupils in St. Albans school was markedly more positive 

than those at Chadwick school. 

In the interviews, both teachers displayed a preoccupation with the first two 

columns of the NLS-the word and sentence level work and a lack of attention to the 

text level column. This was also evident in the observations of the literary sessions. 

Though training could be suggested to counteract this problem, it seems that despite 

the training that Simon (Literacy Co-ordinator for Chadwick school) had f('ceiw<l, 

he chose to believe that the text level work was not as important as the word and 

sentence columns. When poetry was being taught in the classroom, the t('xt It'vel 

work was often not covered, which tended to result in lack of attention to meallillg 

within lines of poetry, or the poem as a whole. 

Finally, the children demonstrated the effects of the way in which the adults 
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around them shaped and influenced their community and their literary environ­

ment. As noted before, pupils at St. Albans school seemed more positive about 

themselves as learners, other pupils and their learning experiences, thall PIlPils at 

Chadwick school. Perhaps this was linked to the fact that pupils at St. Albans 

school did not define themselves purely in terms of results and Level d(~scriptiolls. 

Though they had spelling tests, parents evening, and SATs, instead of high marks 

they valued sharing and listening, good behaviour, social skills that w('re bCll<'ficial 

to a developing community. Chadwick school pupils I'leelll('d to define thcIIIs('lws 

exclusively by how well they thought they had done at school. Therefore, to pass 

the Grammar school test, to be at Level 5, to be all the school council worc thillgs 

that pupils of lower Level descriptions admired, but for thosc who could and woul(l 

obtain such marks of status, there appeared to be something la('king in their achieve­

ments. For example, Jem shared her anxiety about the work she would have to do 

at the Grammar school, rather than expressing pride in what she had nccolllplisli('(l. 

Though Peter had achieved much in terms of intellectual accolades, having a L('vel 

5 Description, passing the Grammar school tests, he seemed disengaged from the 

whole learning experience in the classroom, not wanting to discuss with other Jlupils, 

finding no pleasure in interacting, unless it was in subversive language play. Sarah 

and Ben spoke about their desire to obtain the test results they needed, rather than 

learning for pleasure and intrinsic satisfaction. Though both teachers had elllpha­

sised tests as being important, it seemed that in St. Albans school the pupils f<'lt 

that other qualities were as, if not more, valuable, while Chadwick school pupils 

appeared consumed by the requirements of the SATs. 

The way in which pupils viewed themselves as learners impacted Oll the way 

they responded to poetry, the teacher and their peers. The ca.se-study children in 

St. Albans school enjoyed each poetry session, joining in and taking respollsibility 

individually and corporately; each session seemed to positively reinforce the image 
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they had of themselves, as they moved beyond their narrow Level descriptions. In 

Chadwick school the pupils worked individually on poetry, showed little ('ujoyrnellt 

in the actual tasks set, and responded as defined by their Level D('scriptiolls, with 

pupils rarely excelling. In short, both sets of pupils were engaged in a self-fulfilling 

prophecy defined ultimately by how the task was set, and how pupils interpreted it., 

based on their past experiences of literary sessions and their classroom environnwllt 

over the year. 

In the final chapter the aims of this study in examining the literary ('nviroIlIlJeuts 

of Key Stage pupils in Y6, with special reference to poetry, will be cOllsidered in the 

light of the data that has been collected and presented. Pertinent issues and UWIrles 

will be further highlighted and discussed, and future developments within this area. 

of study will be suggested. 



Chapter 6 

The Findings 

6.1 Reflection on Key Points Highlighted in the Study 

In Chapter 5 the personal accounts of the research participants were presented to 

provide a phenomenological perspective to the observation data selected in Chapter 

4 on the kind of literary environments children were experiencing in Year Six, with 

special fOCllS on poetry. In this chapter I reflect upon how themes arising in Chaptcf 

4 and 5 have contributed to the understanding of the kin(fi.; of literary environlIlcuts 

children of Year Six experienced, with special reference to poetry, and how the NLS 

has contributed to that environment. 

I discuss how this understanding has made a unique and original cOlltrilmtion to 

research on children's literary environments. I have done this by pn'sclltillg an iudc­

pendent historical observation and review of the literary environments of YG children 

with non-specialist English teachers, undertaken when the NLS had only reeellt.Jy 

been implemented. The majority of research on the function of the NLS in the cla.ss­

room at this time, has been funded by the government. The study also focuses 011 

how play with language can be generated around children engaging with poetry, an(i 

each other. Play with language in the classroom is relatively unreseardwd, so this 

256 
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study draws a link between ludic language, reader-response theory and the teachillg 

and learning theory of socio-constructivism. From this I have proposed a teaching 

approach to poetry based on a socio-constructivist principles for learning, which I 

suggest works with children's predisposition for playing with language and learning 

by engaging with others. 

In this concluding chapter, then, I begin by highlighting key points of interest 

that arose in the analysis of the data collected, which I have gathered under two 

appropriate headings: the literary environment experienced by YG children over the 

school year; and the teaching of poetry in the cla.'lsroom. The interview data from 

Chapter 5 contributes significantly to the first heading, while the obsC']"vat.ion dat.a 

from Chapter 4 to the second. However, at times data is corr<'lated from both 

chapters to provide stronger evidence to the inferences made. Under these headings 

subsections are presented which contribute to a more detailed understanding of 

the literary environment children are experiencing, while raising quest.ions about 

the quality of those experiences. I then suggested that children's experiences of 

poetry in the classroom could be enhanced by a methodology founded upon socio­

constructivist principles, and a framework for teaching is proposed. 

I then demonstrate how the research objectives were realised through the method­

ological processes by critically evaluating the project, including my role as n'scarchcr, 

the limitations and scope of the study and future research directions. 

6.2 Literary Environments Over the School Year 

In considering the influences upon this environment it became dear from evilknce 

collected from research participants that there were three interrdated an'as, which 

had had significant impact on the literary environment that childr<'1l ('Ilgagc(l ill 

over the Y6 school year. These themes emerged specifically in the illtervi('w dat.a 

presented in Chapter Five. They were the NLS; the SATs and English Lewl Dc-
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script ions attributed to students. 

6.2.1 The Impact of the Literacy Hour in Schools 

It seemed that the NLS had had a huge impact on the literary envirollllll'nts of both 

Chadwick and St. Albans school (5.2.4). It had removed the pressure fwm the 

Literacy Co-ordinator to write a scheme of work, resulting in all staff working from 

the same document, so essentially it was perceived that there was consistency and 

continuity between the year groups. The teachers also thought that the NLS wa.s a 

positive development of English in their school, and fdt that it had widened their 

understanding of grammatical terms and literary devices (5.3.3). 

In both schools, the staff had originally felt constricted by the structure of the 

hour (5.2.4), a weakness identified in other schools (Fisl\('r, 2000; Smith awl White­

ley, 2000), but were able to be more flexible with it later. So, the imp\eIIl('ntation 

of the NLS was perceived to have had a positive effect in providing a framework of 

what to do, and how to do it. This reflected growing evidence from other s('hools 

that teachers felt that the NLS was a positive step in the devdopuJ('nt of lite-mcy 

teaching (Fisher and Lewis, 1999; Fisher 2000; Smith and Whiteley, 2000; Collins 

and Marshall, 2001) especially since it has raised the profile of literacy in s('hools 

to a higher level (Fisher and Lewis, 1999: Anderson, Digings, and Urql\hart, 2000). 

However, the same evidence also revealed that teachers were confused by the NLS 

and some important issues are raised. 

Perhaps the biggest impact of all was the movement of the Litt'mey co-ordinators 

from being 'enquiring professionals' to 'technicians' (Stainthorp, 19!)!), p.5}. This 

was reinforced by the rhetoric expressed in the first annual report of the Evaluation of 

the Implementation of the National Literacy and Numeracy Strateg'ies (Earl, Fullan, 

Leithwood, Watson, Jantzi, Levin and Torrance, 2000, p.12): 'A crnda1 questioll 

in standards-based reform like the Strategies is whether schools are pn'parpd to 
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trul:'it that following the reforms and utilising available knowledge, direction and 

support will lead to the desired increases in test results'. This suggests that little is 

acknowledged about the body of knowledge and experience already pres<'llt in t.he 

school, and how the Literacy Co-ordinator might envisage implement.ing programme's 

that would encourage raising of standards. 

Further detailed discussion of the implementation of the NLS in the cla.ssroom 

is presented in 6.2. 

6.2.2 The Impact of SATs 

Parallel to the daily implementation of the NLS were the external and internal pres­

sures of preparing Year Six pupils for SATs, so that they could meet the standards 

set by the government. Both the Literacy Co-ordinators and teachers were well 

aware that 80% of children nationally were expected to achieve a Level 4 in EugliHh. 

This meant that booster classes, where children were separated into same ability 

groupings, began from January to May, and only those parts of the NLS that were 

likely to come up in the SATs, such as story writing were covered. This meant that 

teachers picked strands from the NLS, which resulted in an incomplete coverage of 

the Year Six programme of study, and poetry wa.s one of the aJ'(~as tha.t suff('r<'d 

(5.3.3). This was perceived to be due to lack of time, and lack of relevance to the 

tests. However, even if poetry was regularly included in SATs, Sarah sai(i she would 

rather choose story writing because of lack of suhject knowledge and lack of con­

fidence. Chloe felt that it would be harder for children to achieve the ma.rks tlH'y 

needed if they answered a poetry question than if they followed a set story pattern 

and including set grammatical features such as a subordinate clauses. 

Both teachers concentrated particularly upon the story question bccause that 

was the decision the schools had made, based on the perception that it was easier to 

teach to children (5.3.3). This seemed to narrow children's choices since five out of 
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the twelve case study pupils said that given the opportunity they would prefer to an­

swer a question on poetry (see 5.4.1 and 5.4.2 The Pressure of Tests). Green (2001), 

Littlefair (1991) and QCA (1997) note how concentrating mainly 011 story writing 

and reading, results in children having difficulty with the organisational features 

and forms of other texts. Hillocks states (1995, p. 114), 'People write arguments 

because they have something to argue. They write narratives because they have 

a story they want to tell. For most writing the substantive purpose comes first.'. 

It could be suggested that if pupils' purpose for telling stories were cOllsistently 

linked t.o perfecting narrative skills for performance in the annual tests, then pupils 

were involved in a functional literary environment., with value being placed all how 

well they could translate what they were doing in the clasHroom into a test situa­

tion, rather than developing their creative imaginings. This came across strongly in 

Chadwick school where pupils spoke about wanting to learn things that wcre useful 

in tests, and for getting a good job (5.4.1 Children's Perceptions of Themselves as 

Learners). Both teachers expressed a mixture of guilt and pride over the isslle of 

exams. Guilt because they felt that there was far too much emphasis on the SATs 

(5.3.3), and subsequent pride when all of the pupils in both schools achieved a Levd 

4. English, Hargreaves, and Hislam (2002) found similar feelings when intC'rviewing 

and observing 30 Key Stage One and Key Stage Two teachers who felt that even 

though they were compromising their own pedagogical principles, accountability to 

parents and the government had become the priority. The study reveabl that: 'in an 

educational climate dominated by monitoring, inspection and tm;t results, teaching 

for understanding was regarded as an optional extra, permissible once the learning 

objectives had been met'(English et aI., 2002, p.22). 

The raising of standards has been explicitly equated with the implemelltation 

of the NLS on The Standards Website (Beard, 1998), but in the Y6 cla.ssroollls ob­

served the NLS was only being implemented partially. From the suggestion made 
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by the teacher at Chadwick school, other schools were implementing revision type 

procedures too (5.3.3). However, Ofsted docs not seem to have picked lip 011 this, for 

none of their inspection data mention teaching to the test. Indeed the Ofsted inspec­

tion of St. Albans school, which took place at the beginning of Februa.ry of 2001, 

did not see what would normally happen at that time of the school year. Inst('a<i 

of Chloe's class being divided into ability groupings and being taught by different 

teachers, they observed Chloe teaching her class, straight from the NLS as (iPpicted 

in her term plans. With such advance notice being given over inspection dates, it is 

highly credible that inspectors may witness events that would not normally happm 

in the school term. Because of this it is not clear how relevant the inspections are 

in reflecting and judging what normally goes on in the school, nor how the kst.s 

relate to the success of the NLS. As a framework over the course of the year, it hi 

difficult to assess whether the NLS has raised standards in children in Year Six of 

Chadwick and St. Albans school due to the selective teaching that ha.s takl'n plae(', 

which revolves round the preparation of students for the exams. 

Though poetry could have been covered from September to December, aud the 

latter part of May to July, little attention was paid to it and it was difficult. to spe 

five sessions (3.4.2), even though there were nine point.s identified in the NLS that 

could have been covered. It seemed unfortunate that the bulk of the podry Wll.'l in 

Term 2 of the NLS document, at the time when SATs revision was taking place. 

Given the external pressures each school felt on achieving a certain P/t.'lS mark ill 

Level 4, either the structure of the NLS needs reworking or the pn'ssure I\('<'(\s to be 

taken off the tests. 

6.2.3 The Level Descriptions 

The Level Descriptions of reading, writing, speaking and listening, that wefe nt­

tributed to children by their teachers had a dramatic effect on the way in which 
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they were viewed, and how they viewed themselves, particularly in Chadwick school 

(5.4.3). The teacher of Chadwick school seated children in same ability grollps, 

which they remained in through all les~.;ons, while the teacher ill St. Albans school 

grouped them in mixed-ability, and streamed them for Maths anel English. In t.he 

interview data pupils in Chadwick school revealed that status, the presslll'e of test.s, 

and their view of themselves as a learners were predominantly affect('d by an acute 

understanding of their level of ability as dictated by the Level Descriptions, while 

in St. Albans school Level Descriptions had less of an impact on pupils. This cOllhl 

have been attributed to pedagogical choices made by each teacher olltside of t.he 

SATs revision sessions. 

Though Level Descriptions were discussed by the Co-ordillators and teachers, t.he 

origins of the descriptors were never referred back to the NC. In fact, both the Co­

ordinators and the teachers stated that they never looked at the NC (sec 5.2.4 and 

5.3.6), so the Level Descriptors were taken out of context of the document as a whole, 

and only those referring to reading and writing. This was simplifying a complex 

relationship between talking and listening, speaking and writing and was one of the 

contentious issues surrounding the National Curriculum in the separating of these 

interdependent strands (Protherough and King, 1995). The fact that !-ipeaking and 

listening was not initially included in the NLS fragmented the relationship hdw('en 

the Level Descriptors in the NC and the Framework. It also served to cOIlllllunicate 

a greater emphasis on reading and writing, perhaps further encouraging a focus 011 

raising standards in the SATs. According to the NLP, th~ framework had been 

designed to help teachers interpret the English Nationa.l Curricululll Programul('s 

of Study for Reading and Writing from Reception through to Year Six. lIow('wr, 

both the Co-ordinators and teachers thought that the NLS had r('placed the NC, 

and did not refer to it at all. In all of the sessions ohserved it was the complex 

relationship of reading, writing, speaking and listening that gavc somc slIggl'st.ion 
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of what each child was capable of achieving, and, as noted previously, the pupils in 

Chadwick school, particularly, superseded their Level Descriptions in speaking and 

listening (Ree 4.12). In St. Albans school it could be suggested that Simon and Lhm 

operated at Level 3, while Peter and Jem functioned below what was expected of n 

Level 5 standard (see 4.4,4.6.3 and 4.7.1), and yet in the test.s Sarah, I3('n, .km alHl 

Peter achieved a Level 5, while Simon and Lisa achieved It Level 4. In oils('rving 

the literary sessions at both schools, it appeared that Level Descript.ions w('re llot 

always an accurate indication of the level pupils were working at when engaged with 

poetry. 

6.2.4 Conclusion of Literary Environment Over the Y6 School Year 

While the NLS had taken away the huge burden of providing a scheme of work, awl 

brought supposed continuity and consistency across the year group and the school 

as a whole, it had meant that in both these schools time taken on developing the 

English curriculum, thinking about the content and the processes of learning, w('re 

now mainly focused on SATs. 

As a single indicator to the success of the NLS initiative, test results have perhaps 

encouraged a 'relentless focus of reaching the targets' (Earl et al., 2000, p.28), as the 

improvements demanded by the government become harder to attain. lIoweV<'r, as it 

is suggested that only by improving SATs results can political support and funding 

be ensured, this can prevent reflection upon what is being taught and how it's being 

taught, resulting in a lack of vision and development of the English curricullllll. 

While it could be suggested that the children of Chadwick and St. Albans school 

had only experienced three years of the NLS in its 'entirety' and, therefore, it was 

not possible to fully evaluate the impact of the document, nevertheless the t('adH'rs 

and Literacy Co-ordinators expressed concern that the next year group coming up 

was a poor group with regard to Level Descriptions and they were already COIHx'rIlpd 
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how this would reflect in the performance league tables. ThiH demonstrated that 

even though the subsequent year group would have had one more year of the NLS 

it had not necessarily improved standards. It seemed that mOHt of the input to raiHe 

standards was emphasiHed in Year Six, regardless of what had happened previow;\y. 

6.3 Teaching Poetry in the Classroom 

Both teachers taught poetry with a specific teaching Htylc that came acroHH very 

differently. By controlling the children's Hocial environment, they became the main 

focus of influence in how the pupils related to poetry in an educational Hcttillg. 

Quicke and Winter (1994, p,444) state that: 

All teachers use a language of learning in one way or another, even if 

they are not conscious of doing so. The National Curriculum Hubject iH 

taught in a specific kind of sodal context, i.e. the Hchool, awl iH w~Ht.(~d 

within the discourse or language of school learning. This discollrHc is 

made up of shared meanings which frame classroom int.eraction. 

This discourse of learning could be passed on with the great.eHt impact through 

the way in which the teachers interpreted and implemented t.he st.ructure of t.he 

Literacy Hour. In considering this, attention needs to be drawn to t.he tcacher-driVPll 

and learning-driven styles as identified in Webster, Beveridge and Reed (lU!)G, p.37), 

in figure 4.1. 

Teacher-driven 

• Adult structured with frequent reinforcement 

• Teachers find opportunities to rehearse rules 

• Children do as others require them 
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• Learning through prescribed steps 

• Activities are not negotiable 

• Pupils' task is to absorb 

• Context is irrelevant 

• Learning is managed for pupils by the teacher 

• Literacy is a set of skills to be handed over 

Learning-driven 

• Adults and pupils decide together how to purse a task 

• Teachers guide and negotiate 

• Children are seen as active partners 

• Learning arises from joint problem-solving 

• Activities provide opportunities for dialogue 

• Pupils work collaboratively 

• Context is made specific 

• Learning processes are highlighted 

• Readers reflect and review 

• Writers compose and redraft 

The teacher-driven style is based on a didactic transmission modd of teaching 

while the learning-driven style is based on socio-constructivist theory (see G.3.1). 

When comparing these two styles with the ten descriptors given as an dfective way 

to achieve the objectives laid out in the termly plans in the NLS, it could be said that 
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half of the strategies are compatible with socio-com,tructivh.,t thcory (NLS, 1998a, 

p.8): 

• scaffolding 

• initiating and guiding exploration 

• investigating ideas 

• discussing and arguing 

• listening to and responding 

While the other five strategies are more aligned to a transmissioll model of t('(lch-

ing: 

• direction 

• demonstration 

• modelling 

• explanation 

• closed questions 

Using the descriptions of the learning-driven and teachillg-dri veIl sty Ie as a frame­

work of analysis (see fig. 4.1) it was possible to compare how the teachers taught 

very differently from the same document, and draw cOllchlSioIlS about the kinci of 

teaching styles they adopted in teaching poetry and the impact this had 011 the 

pupils. 

Observation data (see 4.3.5, 4.4.3, 4.5.6 and 4.6.5) shows that the teacher from 

Chadwick school adopted, in the main, a teacher-driven style, which was exprcss()cl 

in the way pupils were introduced to poetry, the discussions betW(\(\1l tcadl('r and 
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whole class and teacher with groups, the physical control ofresources by the t.eaciH'r, 

and the differentiation of the activities set. Control over the questions lay with t.he 

teacher, who reworded children's answers, re-interpreted their i<leas, set down a 

particular train of discourse, and re-directed questions to other pupils. Edwards 

(1987, p. 223) calls this 'expressions of dominance'. In analysing the discourse 

between a teacher and his class Edwards (1987, p.226) observes that: 

As the transmitter of news, he (sic) is 'entitled' to take up pupils' contri­

butions as pieces in the jigsaw being built, to deny them 'exist('ncc' by 

ignoring them or translating them into more convcnient form, to diHplay 

them as representing a common understanding, or to formulat.e a failure 

to understand which has to be remedied by bringing pupils t.o (01' hack 

to) the appropriate meanings. 

Much of the classroom talk in Chadwick school displayed a power-rC'lationship 

that demonstrated the dominance of the teacher through tight cont.rol of t.he sub­

ject content and the structure, and that power was associated with the OllC who 

controlled language in the classroom (Danielewicz, Rogers and Noblit, 19!)6). When 

thinking about who is asking the question and who is responding' Danidewicz ('t 

a1.(1996, p.328) suggests that the teacher docs both: 'Dy controllillg the ('onV<'rsa­

tion, and even putting words into the students' mouths, the teacher wants children 

to internalise patterns of school talk'. It is the teacher who organise's the st.ruct.ure 

of the lesson, so often takes a major role in implementing it. 

The work on poetry was also broken down into prescribed tightly (iPfi\l('d st('PS 

organised around ability, which appeared both com;trictive and unhelpful (s(~e 4.5.3), 

especially when the teacher resorted to the use of worksheets. TIH're are Illany poetry 

books that discuss ideas on how to encourage children to write poetry and rt'spoll<l 

to it, but worksheets of this design are rarely mentioned (Denton and Fox, 19HG; 

Hall, 1989; Andrews, 1991; Drownjohn, 1994; Sedgwick, 1997). Indeed, McClurc 
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(1995, p.124) suggests that if teachers want their pupils to connect with popt,ry and 

poets: 

This teaching should not be done formally through worksheets, multiple­

choice tests, or specific lessons on poetie elements. Ratlwr, it should b(~ 

incidental as part of a general conversation about what makes a partie­

ular poem pleasing or enjoyable. 

Though the use of worksheets might seem appropriate for those who have learning 

difficulties, on the grounds that they might need a more st.ructured approach, in t.his 

case-study group it seemed to have varying effects on all the pupils, sOIllt'tiuH's to 

the detriment of their independent powers of comprcheIlsion, whilc others strllgglt'd 

to understand what was required of them. 

The teacher of St. Albans school taught predominantly with a leaming-driven 

style (see 4.10.4, 4.11.4 and 4.12), which was expressed through great('r involvPlIlcnt 

of pupils in discussions, pupils working together collaboratively, greater physical 

freedom within their environment, openness of activities to all abilities. Though, 

at some points in the teacher's discussion with pupils there was a sense of teadH'r­

driven style, and ultimately this served to illustrate that power was firmly in h('r 

hands, there was a feeling that power was more evenly dhitributed between tcadH'r 

and pupils. In whole-class discussion times there was a sens(~ of partIH'rship and 

negotiation, as children seemed to be able to direct and influence the way the S('SSiOll 

went. In group work this sense of the distribution of power was cspt'cially ('fft~ct,ivc 

as pupils discussed, argued, encouraged, joked and made decisioIls about tlwir work 

(4.12). In sharing work with the whole class there was a sense of ha.ving ('I'('nted 

something of worth that was received constructively by the teacher and the ft'st of 

the cl8.'>s. While research (Edwards, 1987) suggests that teachers have the power to 

decide who will speak, how long they speak for, and what they speak about, that 

power can be shared to make others feel and act 8.'> if they have a respollsibilit.y for 
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their own learning, rather than it purely resting with the teacher. It would have 

been quite easy for the case study group to have not done any work when ('ngag('d 

in small group activity, to have taken advantage of the teacher's absence, y<'t tlH'Y 

seemed to enjoy engaging with poetry, and observations revealed that eV<'n if they 

strayed off task, they were able to regulate themselves and each ot.her back onto 

the task, demonstrating motivation and a desire to fulfil the ta."ik set for their OWIl 

intrinsic satisfaction. 

In considering the influence of socio-ecollomie status 011 the cas('-st\l(li<~s groups, 

it seemed that, as reflected in other research (Johnson, 1974; Gorard, 2000; Na."ih 

2001), that Level Descriptions of children were much lower in St. Alhans school, 

than Chadwick. However, this bore no relationship to the way in which children 

interacted with poetry in the classroom, as pupils in St. Albans int.eracted UlOre 

effectively with poetry, the teacher, and peers. Pupils in Chadwick school, though of 

higher level ability (according to Level Descriptions), demonstrated grcater anxipt,y 

and low self-esteem as learners compared to St. Albans. This suggests that a 

teaching style based on learning-driven principles is more dfl'd.ive iu promot.ing 

positive learning experiences and can encourage good teaching and learning, which 

can transcend measures given purely on their academic achievemcuts. As Gorard 

(2000, p.572) states, though it is mainly by test results the gaps between socio­

economic communities are measured, 'It is hoped that the full exp('ri<'lIce of school 

for a student is actually about a lot more than this'. It seclllcd that, thollgh lewis 

were lower in those of low socio-economic status, that the perception of th<'lJIselv<'s 

as learners (5.4.3), their ability to co-operate and engage in their work, awl the 

work they produced was of a higher standard (see 4.13 and 4.13.3) than thos<~ in the 

more affluent area (see 4.4,4.6.3 and 4.7.1) - and yet, according to SATs result.s the 

case-study group of Chadwick school looked as if it had experienced bett<'r teachillg 

and learning. 
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Though teachers taught very differently in style, in the way they organise(l work, 

class discussion and group work, there were commonalities in the way t.hey used t.he 

content of the NLS to teach poetry. The following discussion highlights two key 

areas. 

6.3.1 Subject Knowledge 

Teachers are expected to select poetry that will cover the detailed t.eaching objectives 

in these three strands. However, in all sessions observed there appeared to be too 

much emphasis on the word and sentence level, and not enough Oll t.ext level. Because 

of this, meaning was often compromised (see Meaning in sect.ions 4.7.2 awl 4.14.2) 

and too much focus was placed on the grammatical and technical side of the reading 

and writing of poetry. 

Though the three strands of work are meant to be interrelated the fact that they 

are included individually suggests that they could and can be taught S('lmrat.ely. 

Certainly the layout of the strands in the NLS leads the reader to consider the word 

level work first, then the sentence level, followed, finally by the text ll~vd work. This 

would imply that the NLS was based on a structuralist approach as laid out in figure 

4.2: Stances in Critical Theory, where emphasis is placed on the breakdowll of the 

text into constituent parts and meaning is not rcIated to the text as a whole. It 

has been shown in both classrooms that it is possible to have a grasp of word and 

sentence work, and to be proficient in that, but not to relate it to meaning of the 

text overall. While not the intentions of the framework, the two teachers obs('rwd 

taught predominantly in a structuralist way, and whenever th('y used PO(,IIlS such 

as Ted Hughes' 'Season Songs' and David OrIlle's 'Autumn Days', they wwd t.lwlll 

as resources to teach the word and sentence level objectives. huh'ed, the lat.t('r 

poem had been written and published specifically for the purpose of t.eaching tlw 

mechanics of poetry. 
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As both teachers taught content from the document that would mainly be tested 

in SATs, if they had limited knowledge of poetry then they would almost certainly 

choose simpler skills to teach. Perhaps the formulators of the NLS did not take in 

the vast body of research, which suggests that teachers have difficulty ill teaching 

poetry well through lack of subject knowledge. If so, then perhaps tIle Literacy Co­

ordinators and teachers would have had specific training on the po<'l,ry objediv(~s 

rather than it being assumed that they understood what was being ask(~d of UWlll 

and were confident enough to teach it. 

Such research could imply that the NLS as a framework is not enollgh to help 

teachers teach well. Perhaps those who designed it quickly rcalispd this, for docu­

ments and resources have been produced constantly to supplement alld support the 

original framework. But as Goodwin and Routh (2000, p.122) Htate: 

... time for teachers to gain the linguistic and cognitive knowledge re­

quired for successful literacy teaching is paramoullt...Good resources 

have always been available to schools. However the isslle is not what 

to use but how to use them; and it can be argued that photocopiablc 

sheets, big books and files of lesson plans can only truly be effective ill 

the hands of knowledgeable teachers 

The Literacy Co-ordinators and the teachers had read nOllc of the extra docu­

ments, as the prevailing attitude was that the NLS Wets the main document alHl was 

enough to get to grips with at that time. 

6.3.2 Meaning of the Text 

In looking through the NLS for Year Six, it became evident that questiolls such as 

'What does this poem mean?' or 'What is this poem about?' were pn'SUlW'(1. In 

Year 6 Term 2 (NLS, 1998a, p.52) meaning is presented in t.he context of it l)('ing 

an unusual feature: 
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3) To recognise how poets manipulate words 

• For multiple layers of meaning 

4) To investigate humorous verse 

• How poets play with meanings; 

• Nonsense words and how meaning can be made of them 

6) To read and interpret poems in which meanings are implied or multi­

layered 

272 

It seems that in the detailed work set out in the NLS, meaning and interpretation 

are taken as a given, and a basis upon which other teaching points ca.n be deve\op('d, 

such as in Year Six Term 1 (NLS, 1998a, p.50): 'to articulate personal responHCS to 

literature, identifying why and how a text affects the f('a<ier'. And it appears that 

meaning is taken for granted in writing too, for there is no recolllnl{'n<iatioll tbrougb 

Year Six that children think about the meaning of their similes, lI\('taphors, aIHI 

poems modelled on other poems. Though this may seem obvious, in the fivc s('ssions 

observed in each school it appeared that it was possible to teach, and for children 

to respond, without the meaning of poems read and written being discussed in any 

detail or depth. This fundamental concept, seemingly essential to eff('ctive t('It('hing 

and learning, was disguised by the children's ability to successfully recognise the 

poetic devices and structures in a poem. Because the teacher at St. Albans school 

had emphasised this in her sessions, she felt that if a question on poetry ever did 

come up in SATs: 

TEACHER "I'm confident that in a test situation they've got a chan('c at t.he poetry 

thing now, you know. They just know what to do, to go through the motions." 

However, without emphasis on the context and meaning of both the const.ituent 

parts and the whole of a poem, there is diminished focus and little point of illlpact 
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between reader and text, which Rosenblatt empha.'iises (see fig.4.2). Therefore, it 

would seem that contact with the text is mainly on a structuralist level, wlwI'e the 

parts are identified and analysed from a technical viewpoint. ThiH ('0111(1 fllrUH'r 

suggest that it does not really matter then if the poetry is written for poetry's sake 

or as a resource to teach children about how a poem is created. 

It appeared that without linking meaning to the text the teachers had difficult.y 

at times in understanding how pupils were making their own meaning. They coped 

with this by using several strategies. The teacher of Chadwick school made milch of 

discovering the meaning that the poet has created through the text, hilt PilI. little 

emphasis on what the children brought to the reading(4.3.1). RmiCllhlatt (l!J78, 

p.15) suggests that this is a false dichotomy: 

Many contemporary critics and teachers evidently think that they are be­

ing 'objective' when they discuss identifiable elements in the text. Th<'y 

do not include in their theoretical assumptions recognition of the faet 

that even the most objective analysis of the 'poem' is an analysis of the 

work as they themselves have called it forth. 

This was evident when the teacher at Chadwick school 'helped' a pupil to inter­

pret the simile in Ted Hughes' poem, but when writing up the work the pupil chose 

to write his own interpretation down instead (sec 4.5.1). 

The teacher of St. Albans would sometimes change what a pupil had said by 

re-intepreting it through her own understanding (4.11). It seemed she was agreeing 

with what pupils said, but changed what was said to fit her own idea.'i. For example, 

when trying to get the pupils to interpret what the poem was describing she placed 

her interpretation on top of pupils. 

TEACHER "What do you think the poet might have had in his mind when he wa.s 

comparing the wind and the rain?" 
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ANDY "A storm." 

TEACHER "Well yes, but what might he have been comparing it to, cos Abby talked 

about personification which is right. Jeremy?" 

JEREMY "Bullying." 

TEACHER "Bullies? Yeah. I thought brother and sister maybe arguing, and IIp all 

night." 

Edwards and Furlong (1987, p.342) suggest that when you are a p11pil: 

Being taught usually means suspending your own interpretations of the 

subject matter and searching out what the teacher means ... The p11pil's 

suspension of his own interpretation may be so complete that if he cannot 

understand what the material means to the teacher, then it OC(,OIlll'S 

literally meaningless for himself. 

In both schools it was evident, particularly in Chadwick school, that pupil:; did 

not understand the interpretations the teachers were making. Clarity was lacking 

because there was no reference to the meaning of the poem, and the relationship of 

one line or one idea to another (see 4.7.1 and 4.7.2 Meaning). 

Where meaning-making is the explicit focus, pupils find thC'msdvcs at a disad­

vantage because they have to model the language of the school as expressed through 

the teacher. In this instance, pupils in Chadwick school were not only struggling 

with the model language of the school, but also with the lack of confidence and sub­

ject knowledge the teacher displayed in the session. The pupils in St. Albans school 

suffered less though, and this seemed to be due to the fact that meaning-making 

was not the only focus; having fun, discussing and sharing ideas, and joining in at 

a number of levels combined with the teacher's confidence and cnjoYIIIPJlt of the 

session added other dimensions to their experiences. 
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Wade (1981) suggests that experience of a poem needs to involve ill1.('rpn'tations, 

judgements and retelling in order to make meaning that is relevant to pupils. I Ie 

says (Wade, 1981, p.47), 'We may achieve satisfactory am;wers to all 0111' qlH'stiollS 

without involving pupils in the experience of a poem'. Also, Andrews (In!)!, p.128) 

suggests that 'Poetry's raw material is language, the common propert.y of eV<'l'y(lay 

discourse'. In the Chadwick classroom the teacher was preoccupied wit.h an anxious 

literal interpretation of the poem, which she conveyed in t.he wllOl(~ cla.ss discussion 

where she asked very specific questions and expected SI)('cific allsw('rs (4.5). Dias 

and Hayhoe (1988, p.7) note that this kind of questioning anel response is ailll('d 

at 'a particular direction of inquiry and a particular dcstillation'. It is lillk('d to a 

belief that the poem needs to be examined closely to get at the meaning, which is 

divorced from the effect the poem has on the reader. It has been noted prcviom;ly 

that, though the teacher implies that there is no wrong or right lU\sw('rs to questions 

where pupils are encouraged to find the meaning, there arc subtle indications tha.t 

this is not the case. Dias and Hayhoe (1988, p.7) state that sHch an approach: 

... Dictates a classroom procedure which operates primarily through a 

process of inductive questioning by the teacher and a corrcsponding de­

veloping sense of the poem by the pupils. The teacher is in charge of 

the meaning that evolves and the text, rather than the readers' generally 

unverifiable (it seems) impressions and intuitions, must he adduced in 

support of the meaning that is 'unlocked' through the teachers' £lUl'S-

tioning. 

However, if the teacher does not understand what the poem means tl1('11 how 

was she to draw attention to its meaning'? 
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6.3.3 Children's Knowledge Outside of the Classroom 

It emerged through the interview data that the Literacy Co-ordiuators (il.2.il) awl 

teachers (5.3.5) did not believe that children had much experience of poetry ontshle 

of the classroom, even though they were aware that after writing awl stu<iyiug hard 

at school a significant number of the case study pupils were going home and read­

ing and writing poetry (see 5.7.1 and 5.7.2 The Child and Poetry). It secmed that 

even though evidence contradicted their beliefs, the adults maintained a particular 

perception of pupils' literary experiences as being primarily experienced ill the cla.ss­

room. As a consequence of this perception, teachers did not incorporate chililren's 

literacy practices at home into their planning and development of the English CI1l'­

riculum. This suggests that the teachers felt they had a body of kllowblge to pass 

onto the children, which can be attributed to a didactic style of teaching. 

Burnett and Myers (2002) carried out a small-scale [{'search proj!'ct Oil two 

groups of primary school children who, using disposable camera.'l, n'conled significa.nt 

literacy events and texts in their lives outside of school and then discussed thelll. 

They found that the children in the sample chose to engage in literacy: 

• As a way of maintaining and reinforcing relationships 

• As a means of organising life 

• As a vehicle for learning 

• As reflection of identity 

• For private pleasure 

(Burnett and Myers, 2002, p.58) 

They found that all the children were engaged in rich and divenie forms of literacy 

and that some of the literacy practices in school had been adapted to Ute!'t their 

needs in home life. The researchers concluded that children need opportunitics ill 
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school to discuss and explore their own personal literacy practicps in onh~r to huii<l 11 

bridge between home and school experiences. In Chadwick school Jom wrote poetry 

at home with a friend for pleasure and learning. It was a way of establishing and 

maintaining her friendship, for she particularly enjoyed talking with those who likpd 

poetry. In St. Albans school, Andy used poetry as a way of projectillg his own 

imagination to experience what it might be like to be 'Stuck here in this 1I\1I<111y 

trench', exploring his fascination with war through another medium. Awl Lisa, who 

found it so difficult to write in the session observed at CIHtllwick school, would writ.e 

stories at home and tell her peers that she had. I3y teachers ddinillg such dear cut 

boundaries between school knowledge and home knowledge the literary curricululIl 

that children were engaging in outside of school hours was dellied. 

As previously discussed in Section 2.1 of this study children experience a range 

of poetry pre-school and outside of the classroom and have a natural inclination t.o 

play with language. In examining the NLS to see if this body of kllowhlge was 

referred to and drawn upon in the classroom it became clear that, though tiH're wa.s 

much that was positive with the inclusion of poetry, there was very little {'vhkllce 

that drew attention and value to children's experiences of poetry. 

The NLS teaching objectives for Reception acknowledge that pupils should he 

taught rhyming patterns and the example of learning nursery rhymes is given, bllt 

there appears to be no significant acknowledgement that children may (,OllW to school 

with knowledge and experience of poetical forms. However, it is also stated t.ha.t 

children should be taught 'to link sound and spelling patterns by: using knowh'dge 

of rhyme to identify families of rhyming CVC (consonant-vow<'l-consonant.) words' 

(NLS, 1998a, p.18). This could mean that the NLS is referring to children's previolls 

experiences, but again there is no explicit indication that this is the Cll.'ie, which 

could suggest that such things are expected to come from the school awl, therefore, 

subsequent teaching objectives such as: 'to use experience of stories, PO(,lIIS alltl 
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simple recounts as a basis for independent writing' could imply that these exp<'ricnc{'s 

are attributed to that which is contained within the classroom. 

Through Years 1 and 2 the objectives about poetry arc revisited, developed 

and extended but again there appear to be no links between what goes 011 ill the 

classroom and what children's experiences are outside. 

In the teaching objectives for poetry at Key Stage 2 there is oIlly one n>fen'lIce to 

children explicitly drawing upon their own body of experience and that is ill Year 4, 

Term 2 (1998a, p.39), where it is stated that chilclren shouhl: ' ... Write poeJlls based 

on personal or imagined experience .. .'. If this cxperience is not tnk<'n into account to 

the extent that research suggests it should, then new information about lII<'taphors, 

alliteration, onomatopoeia will have little meaning to the child other than that it is 

specialised knowledge that has no relevance to the constructs ofknowblge already in 

place, which is in essence formed outside of school. And, as thC're is no opportunity 

to link a child's love of playing with language with what they are expected to learn 

about poetry in the classroom, it could become irrelevant and vahH'lpss ill a school 

context. 

The NLS does include poetry of many different forms, including adV<'rts awl 

songs but those which are probably closest to a child's experience appear only oncc 

in Year 4, Term 3 and Year 6 Term 2. It would seem that they have lwcn included 

not because it is important to acknowledge children's experiences out o<~cause they 

are part of a range of a variety of forms that the NLS is determined every child 

should cover. It is not explained why any of the forms have open included, so it is 

open to interpretation to how much value is placed on each individually. IllIi<'ed, by 

the order in which these forms are placed, it could communicate that childn'n's own 

experience has little value. In Year 4, Term 3 (1998<1, p.42) it is st.at<'d that ehihlr(,11 

should be exposed to a: 'Range of poetry in different forms, c.g. haiku, cinquain, 

couplets, lists, thin poems, alphabets, conversations, monologues, sylla.bics, pray('rs, 
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epitaphs, songs, rhyming forms and free verse'. It is strange then that Beard (I!JU!J) 

should highlight songs as being a key example of how the NLS links performance 

with poetical forms, when it does not appear to have the same emphasis or vallie, 

placed as it was towards the end of such a long list. Finally, in Year 6, Term 2 (HH>Sa, 

p.52) children are expected to encounter a: 'Range of poetic forms e.g. kellllings, 

limericks, riddles, cinquain, tanka, poems written in other forms (as aciv('rts, It,Lter, 

diary entries, conversations) free verse, nonsense verse'. Poetical forms that childn'll 

daily engage with have been included, but only as part of a long list that is not, 011 

appearance, intended to release children's knowledge as Andrews (1989) sllggt'stS, 

but rather to provide children with a bank of knowledge about poetry. 

Fenwick (1995, p.28) has observed that pupils: 'often dhiplay an ulHlerst/Ul<l­

ing of poetry which has hitherto been unsuspected', while Wade (1981) claims it 

is important as soon as children enter school that the knowledge they bring with 

them about poetry is shown to be valued, and secondly that what hapIH'ns in the 

classroom extends: 'the knowledge, skills and pleasures that are embryouic ill the 

young child' (p.193). With a growing body of evidence suggesting children have an 

innate appreciation of poetry, and spend a significant amount of time playing with 

language, perhaps this needs to be included as an important st.rand of the NLS in 

contributing to the development of children's poetical understanding and experit'nce. 

Research in cognitive science (Rogoff and Lave, 1984; Newman, Griffin and Cole, 

1989) has shown that children's everyday experience is the foundation upon which 

they construct an 'intuitive understanding' (Vosniadou, 1992 p.3.19) of t.heir cnItural 

environment. This understanding can also be referred to as naive knowh'<ige aud 

could be considered by teachers as being unimportant. Dut, as DoelGwrts (1992) ar­

gues, for high-quality knowledge acquisition to take place it is extremely important 

that children's constructs are understood, for it has been suggested tha.t these cou­

structs are hard to change (Vosniadou, 1992). Vosniadou shows that when 'school 
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knowledge' contradicts experiential knowledge children as~;jgn it to separate domnius 

rather than extending and developing previous knowledge. It, therefore, rt'lllIl.illS 

separate from, rather than a part of, the restructuring that goes into appropria­

tion. Through my own research I have found thh; to be the case wlwll investigating 

children's perceptions of rhyming and non-rhyming poetry (Cumming, l!.>D:l). They 

believed that humorous poetry rhymed, and that non-rhyming poetry WH .. 'l serious. 

They kept these beliefs despite school experiences involving scriom; poetry that 

rhymed and humorous poetry that did not, which contradicted their entrenched 

beliefs. 

To assist teaching and learning, Vosniadoll recommends that teachers need to 

recognise the mental models of thought children have already constructed through 

their own experience. Her own extensive studies involving children's unclen;tallding 

of the shape of the earth have shown that any restructuring of naive kllowlpdge has 

to be done gradually and slowly, and that children can go through rnallY lewIs of 

different understandings before they can appropriate the specialised knowledge of 

school. 

This study suggests that there should be greater correlation with childrpu's lit-

erary experiences outside of school and in the classroom, and that children's body 

of pre-existing knowledge and literacy practices could be more widely ackIlowl<~dged 

in the NLS. 

6.3.4 Speaking and Listening 

It is difficult to understand why, in having made reference to speaking and listen­

ing as being essential skills alongside reading and writing, that it is not giwll the 

same kind of detailed attention as is given in the English National Curricululll. In 

interviews about the NLS teachers have raised this as a serious concern (Anderson 

et al., 2000). Although it is maintained in the NLS (1998a, p.3) that it: 'colltrihlltes 
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substantially to the development of Speaking and Listening', the quality of any iu­

teractive discourse is left to the discretion and interpretation of the tC'ltciwr, nll(i 

there is little in the teaching objectives that explicitly gives slIpport and hdp ill 

this area. On examination of the Year 6 objectives for poetry the contribution of 

the NLS to speaking and listening appear to be an exaggerated claim, for there nre 

too few opportunities in which teachers are encouraged to engage childn'n in active 

discussion to substantiate it. 

In Term 1 of Year 6 there is only one occasion where it is statl'd that inter­

action through discourse should take place (DfEE, 1998<1, p. 50) where chil(lren 

are expected: 'To contribute constructively to shared discussion about lit('rature, 

responding to and building on the views of others'. In Term 2, Year G tlwre are 

no specific objectives which explicitly link poetry to speaking and listening, and in 

Term 3 (DfEE, 1998a, p.54) there is only one: 'to discuss how linked poelllS rdate 

to one another by themes, format and repetition', which could be interpret('d H." 

discussion in writing as opposed to speaking and listening. 

Fenwick (1995, p.27) has observed the positive developments of the incrm."ic and 

quality of poetry written for children but: 'the development of oral aspects of the 

genre do not appear to have progressed to the same extent'. Hall (lORD, p.12) 

notes how: 'language and literacy do not exist in isolation. Language is inextricably 

bound up with experience, thought and feeling' and that poetry is a rich rcso\ll'ce 

in developing those bonds more fully. Marsh (1988, p.31) describcs how po('j,ry: 

'Is often a social process of shared entertainment and shared experiencc' while lIull 

(1988, p.251) states that: 'Defining' the poem becomes a social activity'. 

lt is interesting that in the Review of Research and other Relalf~d Evidence for 

the National Literacy Strategy, Beard (1999) comments on the way ill which the 

framework constantly interweaves speaking and listening, writiug, and p<'rformallco 

of poems, but the aspect of both performance and oral discussion is not made explicit 
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in the teaching objectives, nor is it mentioned explicitly in this review. In this report 

there is no indication as to the amount and quality of interactive discolll'sC that is 

taking place in classrooms. 

Subsequent fliers have been produced on speaking and listening in t.ho cla.o.;sroolIl 

(DillE, 1999a, DfEE, 1999b) which again advocate high quality interactive work 

'as long as you don't lose sight of the objectives' (DfEE, p.4), but English et al. 

(2002) argue that the rapid question and answer sessions moddled in the Ofsted 

videos as good NLS practice probably had more impact than anything teachcrs have 

read. Although there is a lack of explicit instruction or guidance Oil speaking and 

listening in the main document, it would appear from the evidence that interactions 

between teacher and children have increased significantly. However, English et. a1. 

(2002) noted in observations and interviews involving thirty Key Stage One and 

Two teachers, that though pupils' contributions have increased, that there was less 

opportunity for extended interaction. In measuring pupils' reHponses, only 10% of 

responses were longer than three words, with only 5% more t.han 10 words. Collius 

and Marshall (2001) have also observed in a single caHe-study of one teacher teaching 

literacy in a year 4/5 classroom only a limited number of children entered int.o the 

whole class discussion, and that their responses were short and lacked exploration. 

They felt that though the NLS seemed to rely heavily on interactive discourse in the 

classroom that the issues surrounding this, such as quality of discolll'He, w('re llot 

addressed in the framework, which is after all the document that teachers mainly 

refer to. 

This is significant because of the difference in the way the two teachers guided 

and supported speaking and listening in the classroom in this study. In the whole­

class discussions in Chadwick school, children were observed responding freqlwlltly 

to questi.oning, yet these were very often one-word responses, which were ouly oc­

casionally extended. In St. Albans school the teacher dominated the majority of 
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the talk, and both teachers often relied on the same pupils to answer questions. In 

Chadwick school children on higher levels were often encouraged to answer ques­

tions, while in St. Albans school it was often the boys who where asked questions, 

perhaps because they positioned themselves in close proximity to the teadl('r, so 

were immediately in eye-contact when she asked a question and they rniscil their 

hands. 

In considering the way in which the two teachers managed talk in the dassl'Oom, 

they both approached it very differently, and it scenwcl that the tcadu'r of St. Albans 

school was much more successful in engaging children in disClissioll than tile tC'llcil('r 

of Chadwick school. However, the most successful talk went on in the case-study 

group of St. Albans school when it was left to work through awl engage with t.he 

teacher's, their own and each other's ideas. This suggests that training how to 

encourage quality interaction in the classroom needs to be included and lIot !coft to 

presumption that it is necessary and therefore being managed well. 

6.3.5 Talk in Groups 

In observing children talking in the classroom some researchers have sllggcst<'d that 

'it may come as a surprise to find how long and how far small groups of ('hillln'll 

sent off on their own to engage in some directed task (suell as explorillg a P()(,lIl) 

will often go on their own' (Martin, Williams, Wilding, Hemmings and Ml'dway, 

1976) while others have noted that children demonstrate a rich and complex use of 

language (Crystal, 1998; Grugeon, 1999). While some studies suggcst that group 

work facilitates learning, others have observed that it may lead to little din'ct.('ci 

learning (Bennett and Desforges, 1984); Wood (1988) states that group work II<,t'lls 

careful management and support if children are to be expected to work togethpr 011 

problems. Henson (1993, p.39) comments that, 'Using talk to help establish kamillg 

Communities is more involved than simply providing opportunities for stlldt'IIt.S to 
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use it as kind of "talking to learn" to improve their comprehew;ioll of a suhject'. 

She uses the term Community to define a mutua.lly supportive group that allows for 

individuality to flourish, and while recognising that this is an ideal, she oeli('vcs t.hat 

approximations of such a community can exist where people work towards fulfilling 

their potential. This kind of group work is sometimes considered to be part of a 

more informal and progressive approach (Dames, 1976; Stubbs, 1BS3) wlH'rehy: 

Equal status and mutual trust encourages thinking aloud: one can risk 

inexplicitness, confusion and dead ends because one trusts in the tol('r­

ance of others. The others are seen as collaborators in a joint ent.erprise 

rather than as competitors for teacher's approval. (Barnes, 1976, p.lO!)) 

In considering the interaction between the two groups of case study children, it 

seemed that there were distinct differences. Though t.here we're t.he beginnings of 

some tentative talk in the Chadwick group, which could have lead to explorat.ory 

and interpretative learning, this was limit.ed. It seemed to have bel'll terminat.ed 

due to a disagreement in interpretation, and it appeared that these chihlren Ilee(kd 

some support and guidance in turn-taking, encouraging others to share ideas and 

valuing what others said. When the teacher took away her strong directivcs the 

children seem to find themselves with no established framework t.hat t.h('y could 

work confidently and freely within. Instead they seem to adopt something of the 

teacher's responses in terminating ideas that did not agree with the majority (4.4). 

Henson (1993, p.41) states that: 

One of the prerequisites for being pa.rt of a community is being able to 

communicate in such a way that is accepted, whether the cOlllmunity is a 

large one, such as a religion, or a small one made up of only a few frit'lI<is. 

For this reason, talking only enhances Community when everyOlw 'sp('nks 

the same language' or when people from differing language COlllllluniti('s 
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are willing to value each other's language. 

There are many powerful examples of children beginning to take ownership of 

learning and conflict management in Pierce and Gilles, Cycles of Meaning (199:J), 

which have amazed the adults observing and those involved in facilitating childr<'ll. 

In the sessions at St. Albans school the ca...,e-study group demonstrated sophisticated 

and effective ways of working towards a common goal, by sharing rcspollsihilit.y 

individually and corporately, encouraging each other, and by Hckllowlctip;inp; th<'ir 

different strengths. The teacher played a key role in facilitating each child to function 

successfully as an individual within the community by allowing them fr('('dom to 

approach the work to the best of their ability, by involving children in d(~cisioll 

making, by encouraging principles of constructive criticism and positive h'dback, 

by providing structured activities that relied on the autonomy of the individual and 

the group to accomplish the task (4.11.4). 

Henson (1993, p.42) states that many pupils do not feel a part of school COIllIllU­

nity due to outside or within-factors in school, which prevent ehildren from taking 

part in dialogue. Silencing goes on in schools in several different ways: whm schools 

do not allow students to talk or when schools do not value the students' language. 

Either way, students who are silenced often become alienated, and st\l(lcnts who 

are alienated will find it hard to become part of any learning Community in school. 

Shor and Freire (1987, p.7) also recognise that 'st u<ient alienation is the hip;g<'st 

learning problem in school'. In examining the responses of the case-study childr<'ll 

it would seem that Simon and Lisa felt isolated from the ta • ..,k set, but Peter has also 

showed signs of being distant from the learning experiences. Alicnation, theIl, is lIot 

necessarily linked to those identified as being lower-ability. 

In the NLS (1998a) there is little support or guidance OIl how t('adwl's shollid 

encourage and manage group work. Although the NLS (1998a, p.10) says: 'Cnre­

ful management of demands and responses in whole-class and group sessions offer 
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high levels of involvement for all pupils', no framework is provided in this documeut 

about the characteristics of good group work, and what strategies might he PlIlploy('d 

to encourage effective group discussion. In fact, in the rationale, where successful 

teaching is described, the language used relates more to teacher-pupil iut('radiou, 

than pupil-pupil, and this is also reflected in the description of the two main cat.e­

gories of group work in the NLS (1998a): guided group work, which is overs('('u hy 

the teacher working with one similar-ability group, and ind<,pendent work, prescut('d 

as tasks which pupils must get on with without the need to interrupt the teach('r. 

In a later document published as a guide and support to Speaking awl List('u­

ing in the NLS and across the curriculum, it is noted that exploratory talk 'would 

be more successful if the patterns of language needed were explicitly i<hmtifi('d Hn(l 

taught' (DfES, 2003a, p.8). In this and other documeuts (DfES, 20031>; 200:k), talk 

between teacher and pupils, and pupils and peers, is discussed in detail wit.h sOllie 

useful practical guidelines on how to engage in and nurture dialogic talk that is 

meaningful to everyone involved. Unfortunately, such support was not availahle nt 

the time of observing the two teachers, and even these materia.ls are not presented fl. ... 

priority for the development of good group work, or talking and listening in gen('ml, 

but for 'teachers and schools who want to review their current provision, devplop­

ment plans and priorities' (DfES, 2003a, p.5). At the time of its implplll('ntat.ioll, 

additional support materials were provided for the NLS in the form of 'Activity He­

source Sheets' (1998b), which attempted to show how a particular obj('ctivc t.llkPIl 

from the Framework could be taught through whole class and group work. Though 

these sheets were useful, they were specific to the objective l)('gill taught and did lIot 

include generalised strategies on how to develop talk. Further, th('re w('rc only two 

resource sheets based on poetry chosen from Year 3 and Year 5. While the Natiollal 

Curriculum was also intended to support Speaking and Listening, ill illterviewillg 

the teacher from Chadwick school she said that she thought the NLS Illul l"('pla('('d 
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the National Curriculum and that it was no longer relevant. She also rcwa\ed that 

she felt she did not have the time to read the extra snpport dOClIlIlClIt.S t.hat a('com­

panied the NLS, so the omission of a detailed account ill the Framework on how 

to develop talk in the classroom, was not ncces:-mrily COm[H'Ilsnt.<'d for by the ('xt.rn 

handbooks and resource sheets that followed. 

While many researchers have observed the positive effctts of p.;1'011}> work (.John­

son, Johnson and Skon, 1979; Wade, 1981; Measor and Woods; ID8·1; Rowlalld, IDg·1; 

Pollard, 1985), some researchers have expressed concern over the kind of group work 

that has occurred in schools (Galton, 1981; Sands, IDSl; Wade 1981). Ca.1t.on (IDSI, 

p.180) states: 'Urgent research is required, not only to explore the lwr('('pt.iom; of 

teachers and the nature of group working, but also to observe and id('BUfy t.lw l)('st 

of existing practices as models for future in-service and initial training'. A survey of 

sixty children (Cullingford, 1987), some of whom were in their last yea.r of primary 

school, while others were in their first year of secondary, sugg<'st.<'cl t.hat ('hillln'u's at.­

titudes to teaching styles were that they liked variety, proviclecl th!'y kll('w what was 

expected of them. This has been supported by furt.her research 011 childn'Il's vil'wS 

on learning in the classroom (Brown and McIntyre, 1993; McCallum, IIa.rgrcaves 

and Gipps, 2000). 

6.3.6 Teacher Talk During Group Work 

In both classes, when the teachers joined the case-study groups, power rewrtc·d hack 

to the adult, and the teacher governed the conversation awl its dired.ion. 

In St. Albans school the teacher appeared to adopt a teacher-driwll st.yle wll('n 

joining in the group, which had an oppressive effed upon pupils' verbala.ud writ.t.(,Il 

responses (4.12). On the whole, group work in this c1a.ssroom WI\''' lllllCh more SIIC­

cessful when the teacher was not present. However, the teach('r did 011 olle o('ca.o.;ioll 

joke with a pupil, and asked the case-study group what poetry books th('y had Itt 
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home, demonstrating that play with language was acceptable, aIHI that talk 11('0<1 

not always be strictly confined to the task. The pupils adopted the satlle principles 

in many of the sessions. 

In the Chadwick classroom the teacher intervened in the group when th('y )H'('{hl 

her help, but her guidance and support seemed to elicit only a superficial respollsc. 

For example, Lisa appeared to be struggling with the work, but she was still able to 

converse in the traditional question-answer pattern, and therefore fulfil t.he tcadl('r's 

requirements (4.6). However, even though LiH!l. was diHcngag('d in the tcachillg nwl 

learning process, she was still able to survive by closely following the t.cadH~r's cues, 

and repeating back sections of speech the teacher had said, /l, pattern of action 

that had the appearance, however superficial, of adult and child int.cmct.ing in an 

educational setting. This is different from the dialogue Letw('cll teae-her awl pupil 

that Goodwin presents (2001), where the teacher 'scaffoH.;' the ideas the childr<'ll 

are exploring. She states (p.29): 

The youngsters are prepared to offer ideas that arc sp('culativc bccIIllse 

the social relationship between teacher and learners are sccllre. In t.heir 

speculative remarks, the risk of failure to get the correct answer to thc 

puzzle is a positive challenge to be overcome rather t.han a.s a coufi<i(')l("('­

sapping full stop to learning. 

In comparing the teacher interaction with Peter, and with Lisa ill the groll», 

there were noticeable differences (4.5.1). Peter was morc confi<it'nt in his Ilpproach, 

questioning the teacher twice and using assertive phrases sHch I1S 'I think'. In COIl1-

parison Lisa was very compliant, her responses minimal, enollgh to fulfil the tcl."ik. 

Pollard and Filer (1996, p.ll) note how, in cla .. "isrooms with limited negotiation aud 

legitimacy, only children who are exceptionally confident fed abl(~ to take risks whilp 

others 'keep their heads down'. 
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In all of the sessions observed, there was no time where the teacher worked wit.h 

one group while the rest of the class worked independently as suggested in the third 

period of twenty minutes in the Literacy Hour. Rather the teaciH'r lllowd fWIll OlW 

group to the other and, therefore, contact time with l'itudents in groups wa.s fled,ing 

and directive (possibly due to limited amount of time availahle). 

6.3.7 Play with Language 

The oral culture of play enacted in song, chant, and rhyme h('colII('S a si)!;nifknllt part 

of relationships and social interaction with peers, for as children become ohler th('y 

reject what has been preserved by adults for something that is s('lf-organis('<l alld 

unique to them, becoming part of a complex playground culture (Opie awl Opie, 

1969; Grugeon, 1988; Opie, 1993; Blatchford, 1996). The Opi<~s (1959, p.l) have 

observed that when children engage in the lore and language of the playground thpy 

abandon 'adult approved' rhymes for their own oral tradition of rhYllles, sougs Ilnd 

jokes that: 'are at once more real, more immediately serviceable, and more vn."Uy 

entertaining to them than anything else they learn from grown-ups'. It is one of the 

most important ways in which children interact toget.her to: \'xplore awl explain 

in their own terms their perception of the world that they are living in' (Grl1!!pOIl, 

1999, p.13). Grugeon relates how a student teacher observed childr<'ll ('lIp;agillg ill: 

'spontaneous use of complex rhythms and phonological patterning, Ilse of allitera­

tion and assonance, the handling of sophiHticated narrat.ive st.ructur('S all<l rhyme' 

(Grugeon, 1999, p.15) so signifying a natural predilectioIl towards the use of t.he 

'poetic function', and leading to the conclusion that rhYIll(,s awl word play nre ('('11-

tral to children's oral culture. Koch (1970, p.8) writes: 'One thillg that ('lIco1\l'np;<'<1 

me was how playful and inventive children's talk sometimes was. TlH'Y said tnw 

things in fresh and surprising ways', while Hall (1989, p.9S) has oh.;erwd how pupils 

in Year Six 'are inordinately fond of word-play'. Many snch obs('rvatiolls have 1<'<1 
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Crystal (1998, p.6) to suggest: 'that it is part of thc normal human condition to 

spend an appreciable amount of time actively playing with language ... or rt'HPOlldillg 

with enjoyment to the way others play'. While Mole (2002,p.37) Ht.at.es that, whm 

visiting primary schools, he has been delighted to discover that 'although the world 

has altered in so many ways since my own playground days, the grammar of tlmt 

secret society remains unchanged', Crystal (1987) not.es how little reHcar('h on how 

children's play with language develops as they progress through school. Tlll're also 

seems to be a lack of study of the way in which children llHC play wit.h la.nguage 

in the classroom, yet from these case studies it emerged that children played wit.h 

language whether it was encouraged by the teacher or not. 

There is much evidence then that children have a natural predisposit.ion towards 

the use of the 'poetic function' in oral language and an intuitive ul\(ll'rHt.anding about 

poetic devices. It is this that prompts Crystal (1987, p.184) to say: 

... the axiom which should underlie all work on language inl,{'rventioll, 

whether in classroom or clinic, is the same that underlips nll good <'du­

cational practice: that one will make most progrcHs wll<'n teaching can 

be related to what the student already knows. 

It is also suggested that this predisposition is nurtured and d(~vdop('d within 

a social setting that begins at home with the sharing of traditional language play 

between the adult and child, which is then re-interpreted and tnulHfornH'd into 

something that is exclusively shared amongst peers. However, in this study it Willi 

observed that if the teacher encourages play with language, as in St. Alhans school, 

then it could become a natural part of the teaching and learning clllt.mc that is 

endorsed by both pupils and teacher (4.14.1 Play With Language). Pupils may 

share language play with peers, but this was abo, at appropriate tinws, shan'd with 

the teacher. The teacher often set the precedent of joking with pupils Ilnd l'lIp;ap;ing 

in word play and imagery that the students readily appn'eiated. This ill turn It,d 
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to a discourse of learning that included language playas a natural part of clIgagillg 

with each other and the poetry. This gave many of the sessions a fr<,sh /twl exciting 

feel to the work, and a general feel of enjoyment and appreciation, both of the t.ext, 

and of the reader's response. 

In Chadwick school play with language was also obserwd, but pupils wry lll\l(:h 

engaged in this as a subversive act, done in response to their work yet sqmmt.e from 

the culture of work that they were immcrscd in (4.G.l). Thc discourse of Iltllguage 

play ran parallel to a discourse of learning, but it remained 'underground', awl WI .. " 

shared exclusively amongst peers. 

6.4 Teaching Poetry Well 

In Chapter Two (2.1) it was suggested that poetry could be approached phyloge­

netically (2.1.1) and ongenetically (2.1.2), that the 'poetic fUllction' is an instinct.ive 

part of the makeup of an individual, which is thcn nurtured wit.hin the eOllllllllnit.y 

as a way of making sense of our existencc. If childrcn havc a. nat.uml preciih:t.iou 

for play with language, and poetry as a function within languagc is illstinctive, th('n 

this would suggest that a methodology for teaching poetry )H'<,ds t.o not. only ac­

knowledge this, but use children's expcricnccs as a startillg poiut to develop that 

natural desire and instinct (Pirie,1987; Chambers, 199G; Rosen, 1989). 

Such a methodology could also work to re-establish poetry's rolc wit.hin the COIll­

munity as a way of sharing experience, rather than mis-r<'presentillg it by br<'ltking 

it down into 'skills' and 'processes' (Comber and Cormaek, 1997, p.22) using it, 

for example, as a vehicle to teach metaphor or rhymc. Though pOt't.ry ('lUI have 

a function of teaching skills and processes, that should not bc it.s prime [uuetioll. 

Burnett and Myers (2002, p.61) have observed that: 'In the chii<lren's world, lit.eracy 

is broad, varied and offers choices'. In the following discussion the tlH'ory of socio­

constructivism is explored as a foundation upon which an appropriate ul('thodolo~y 
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for teaching poetry could be bascd. 

6.4.1 Socio-Constructivism 

Although the theory of socia-constructivism has becn around for over tw('nt.y years, 

little research has been carried out 011 its nse in specific school cont.exts (miss, Ask('w 

and Macrae, 1996). However, it is suggested that it can be applied to the teaching of 

many different subjects in the curriculum (Littledyke and I1uxfonl, 1008). Brutl('r 

states: 

I have come increasingly to recognise that most learning in most settings 

is a communal activity, a sharing of the culture. It is lIot just that the 

child must make his (sic) knowledge his own, but that he must make it 

his own in a community of those who share his s('nse of l)('lollging to It 

culture. 

(Bruner, 1986, p.127) 

In the past, the traditional view of construction of knowhlge by lllainst.lnull edu­

cators has been that knowledge is constructed individually with lit.tle rd('n'lIC"c givell 

to the surrounding environment that the individual is in (Fleury, 1989). II OWl'ver , 

social constructivism sees personal constructs being developed in a social cOIlt.ext., 

with particular emphasis in Western schooling on language as t.he maiu CO III II III II i­

cator of those experiences. Tobin (1998, p.195) puts it succinctly: 

Social interactions using a shared language enable the teadH'r awl kam­

ers to communicate and test the fit of their knowledge with ot.lH'rs' n'p­

resentations. When the fit reaches an acceptable level it is collchull'd 

that a consensus has been achieved, in the sense that personal COlJst.fIIC­

tions bear a family resemblance to the constructions of ot.hers wit.h whom 

negotiation has occurred. 
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Von Glasersfeld (1995) argues, that while collaboration with others to reach It 

goal is a compelling and powerful principle, nevertheless, he insist.s that the witHl 

is still individual, and constructs schemes and concepts in that way. As he point.s 

out, when others are communicating to us through language they lIIay lise similar 

words, but they might mean totally different concepts to what we t.hink tll(~y mean. 

However, the opposing view could be taken, that though the words lllay be differ­

ent, as discourse continues the structure of the concept.s appear t.o have similaritics. 

Newman et al. (1989) consider t.his to be the way in which we const.ruct Ilwaning 

together. They use the example of a teacher discussing poetry wit.h t.he dm-is and 

finding that differences begin to emerge in how the children and the tradl('r S(,ClIl t.o 

be interpreting the poem. They say: 'the participants can act a.'l if their Ilwll'rstnn<i­

ings are the same' (p.62), allowing time for appropriation to take place, for social 

conflict has been shown to generate cognitive growth (.Johnson Amps and ~lllrray, 

1982). Although von Glasersfeld's point serves to show that communication t.hl'Ough 

language is a complex affair, nevertheless, it is an important tool in the va.lidation 

of our own individual experiential reality by others in stabilising our 'reality'. There 

is 'common ground', a sense of sharing a reality that makes it all the more rl'al. 

Much work of a socio-cultural nature has originated from Lev Vygotsky's work, 

which considers that the individual's cognitive activity cannot be s<'parat.l'(l frolll the 

environment, as it is social and intersubjective by nature. This enviroument is Ilullie 

up of the technologies and skills developed through cultural hh.;tory sHch n.s literacy, 

mathematics, problem-solving and reasoning, into which children are illtrodllc('d 

through an experienced and skilled guide. Gradually through social illt('rlutiou, 

which emphasises the interrelatedness of childrcn and adult roles, childrm arc ('x­

peeted to internalise skills needed to perform tasks indep<'ll(kllt.\y alld participate 

in the culture. 
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In his work Vygotsky (1978) observed that children had a 'readiIwss to profit 

from practice or instruction', which he attributed to what he termed the 'zone of 

proximal development' (ZPD). He described the ZPD (Vygotsky, 1978, p.8G) a.s: 

... the distance between the actual development as determined hy illlle­

pendent problem solving and level of potential devel0PIlll'ut itS deter­

mined through problem solving under adult guidance or in collaboration 

with more capable peers. 

In the learning process as a whole, he considered that it was the bridging l)('tW(,(,ll 

the learner's existing knowledge and skills and the developmeut of these towards the 

new goal that was crucial in terms of success. This bridging ha.s h('en d('scril)('d H.'i 

scaffolding. 

6.4.2 Scaffolding 

It was Wood, Bruner and Ross (1976) who first introduced the term scaffoldillg ill 

relation to adult-child interaction within a learning cont.ext. It is usccl to <ic'scrihe 

the way in which an adult might support the child in solving a problelIl or ta."k, 

where failure would occur if unassisted, with the child coming to a point where it iH 

able 'to internalise knowledge and convert it [the scaffold] into a. tool for collsciollS 

control...[the adult serving 8.'ll a vicarious form of consciollsness unt.il such a time 

as the learner is able to master his own action through his own consciollslH'SS Hud 

control' (Bruner, 1986, p.123). In linguistic terms Wooci et a1. (1976) state the 

importance of the learner being able to understand the steps to the solution of a 

problem before attempting to solve it unassisted, that 'comprelH'llsioll of the solut.ion 

must precede production' (Wood et al., 1976, p.90). 

This concept of scaffolding does not have its foundation in fol' III al schooling 

(Wood, 1988; Bliss et al., 1996); rather, through a socio-cultural approach, culture 
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and cognition work together to extend the child's cognitive processes. Rogoff awl 

Gardner (1984) discuss the merits of the American socio-cultural school witpl"C they 

focus on the type of informal learning that goes on at home. It has bc(\n obs(,l'ved ill 

the context of the home that though formal teaching strategies are not cOllsciow,ly 

used, yet a child's cognitive development emerges from and within sodal awl cultural 

activities. As Rogoff (1990, p.9) states, 'The traditional distinction among c()gllitiv(~, 

affective and social processes becomes blurred once we focus on thinking as the 

attempt to determine intelligent means to reach the goals'. The adult's rolo in 

a,.'lsisting the child through social interaction is considered extn\IJldy important in 

this process, yet the child's role is seen as equally as import aut. Wells (1985, p.12) 

points out that it is the joint contributions of both child and teacher that result in 

the most positive of learning experiences. 

Scaffolding, then, can be seen as the best way of approaching the ZPD (Vygot­

sky, 1978). Wood and Wood (1996) describe ::;caffolding U.'I: the f(\('l'uitUH'lIt of the 

child's interest in the task; maintaining intere::;t in the task-relevant goals; bringing 

attention to crucial factors missed by the child; showing how goals lllay be achicve(i; 

through careful gauging of complexity and engagement of child with task, helping to 

avoid frustration. As Wood states (1988, p.15), '1 do believe that the dewloplIl('lIt 

of certain ways of reasoning and learning about things is a. direct product of both 

spontaneous and contrived social interactions between the developing child awl more 

mature members of his community'. 

It would seem then that the NLS could be open to interpretation by the tmdwr 

who will be influenced by his/her own under::;tanding of tea.ching and I(\arning 

(Fisher, 2002). For example, if we look specifically at one of t,]w st.mt.<'v;ies -

scaffolding. I have included it as an indication that the NLS is taking it soeio­

cOll::;tructivi::;t approach, but the example in the NLS (1998a, {l.8) is: 'scaffolding: 

e.g. providing writing frames for a shared composition of non-fictiou texts'. The 
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teacher in Chadwick school could have been said to scaffold 1II'r pupils tliroup;h t.he 

use of worksheets (4.5.4), while the teacher in St.Alhan's school scaffolcbl pupils' 

attempts to compose a class poem (4.11). This is a very narrow <ipfinition ns op­

posed to the description given previously in this Chapter on scaffolclillg, but it s('rV('s 

to demonstrate that the NLS is open to interpretation, and that t('ad\('rs cnll teach 

very differently from it with very different effects. 

6.4.3 Encouraging Speaking and Listening 

In a socio-constructivist classroom in a Western school, discourse is nil ess(,lItial part 

of making meaning. The use of language not only 'opells a window 011 cOII('('pl.llal 

structures' (Von Glasersfeld, 1995, p.77) but is also a way of 'sortill).!; (HIe's thollght.s 

out about things' (Bruner, 1986, p.72). In the pa."t before prillt, pm'try ha.d b('PII 

shared through discourse and was considered an oral art. This oral art has lIot <ii!'<i 

out for children though, but is passed down from gmcration to g<'lwraLioll (ROS('II, 

1989). From birth children have been exposed to word games allel lltlrS('ry rhYIll('s, 

and in the playground they generate a wide and varied lise of poptry. It is in the 

school that the child is introduced to poetry as being an almost exdllsiVl'ly lit<'rnry 

tradition. Harrison and Gordon (1983, p.270) state that the relationship bctw('('ll the 

poet and the audience needs to grow from 'ordinary discourse' becallse 'no SP('('clt­

utterance can be entirely free of emotional expression-and un(i<-rstalldillg anot.!wr's 

discourse requires an effort, an attention, an active thinking in the list('lIcr / olllook('r'. 

By recognising familiar expressions in the 'imaginative patterns' of the P(wt the 

audience can respond to the 'primary ideas' expressed. 

If children are to relate their own experiences of poetry to the slwcia.lis('d knowl­

edge of poetry in schools they need to be able to hear poems being read out, and th<,y 

need to be able to hear themselves reading bits out and discussing what the PO(,1Il is 

saying to them, recognising those 'primary ideas' and then developing th('l1l (Cham-
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bers, 1995). Grennon Brooks and Brooks (1993, p.1OS) say t.hat: 'having IU1 oppor­

tunity to present one's own ideas, as well a....., being permitted to h<'ar and r('f1(~ct 011 

the ideas of others, is an empowering experience'. Eddershaw (HJ!JS) d<'lJlolIstmt<'s 

how effective this can be when discussing Michael Rosen's poem Keit.h's Cupboard 

(Rosen and Blake, 1987), with a group of nine and ten year old ehildrm. The dlil­

dren assimilated new knowledge by considering personal cxpcriellC<'s H.ud existing 

ideas as they re-heard bits of the poem. 

In the NLS document there is only one clear statement wlH're cliil<ir('ll are giv(,ll 

the opportunity to read poetry out to each other (Term 1,1998a, p.W), which ('01l1d 

result in empowerment being left in the hands of the teacher. 

6.4.4 Socio-constructivism and Poetry 

Though constructivism is well established in maths and seicuee education, sodo­

constructivist elements are less well empha.....,ised in other subjects. There is little 

research on the practical application of socio-constructivism in the classroom he­

cause fundamentally it is not a theory about teaching, but about kllowh~dge aud 

learning. Although there is a body of research articulating the fuudalll(,lItals of 

socia-constructivism and some research showing how this works in one-to-one tutor­

ing with a mathematical or scientific subject base, there is little to show how it ('ouhl 

be practically applied in the teaching of English in a classroom of thirty or more. 

However, it would seem that a methodology underpinned by :mch a th<'ory could 

work well with the teaching and learning of poetry by considering the maiu charac­

teristics of socia-constructivism and aligning these with the main points highlighted 

by the previous discussion about poetry. I summarise these points as follows: 

Socia-constructivist theory states that: 

• Social interaction is at the heart of teaching and learning 
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• Differences of understanding can exist and contribut.e to cognit.ive growth 

through social interaction 

• Existing knowledge is seen as important and that it is ess<'lltial that any l\('W 

knowledge is linked to that 

• Adult and child form a joint partnership 

• Teaching and learning is relevant to child's culture and t.he COllUllIlIlity H." a. 

whole 

The arguments highlighted about poetry are that: 

• It is a social activity 

• Teacher and child may bring different interpretat.iolls to podry h1l.,,('(1 Oil past. 

experience, subject knowledge and intrinsic knowledge 

• Children have a natural predilection for play with language a.nd all intrinsic 

knowledge of poetry 

• Poetry is one way in which a community makes sense of the human COJl(lit.ioll 

In making explicit the arguments about poetry and sodo-const.ructivism it would 

appear that a methodology based on this theory could £,llcoumge a tc'aching nIHI 

learning climate that successfully engages children's natural instinct for I)(wtry and 

learning and develops the two together in a way that unites, mti}('r than divorces, 

teaching and learning experiences from the classroom and life outside of school. Sl1ch 

a methodology could be set out as below, which takes into consideration 11 1111111\)('r 

of teaching strategies that would promote the principles of the socio-constructivist 

theory. The following is adapted from Scott, Dyson, and Gater (1987), who sug­

gest teaching approaches based on a constructivist approach to science. T('lldwrs 
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should be taught to teach poetry ba.'"led on a reader-resJlomie thcory, a trallsac­

tion between the reader and the text, which is then shawd with otll('rs ha.'i(~d 011 

socio-constructivist principles. As play with language sOllletillle'S occurs throll!!;h 

transaction with the text and with others, this can be eneourag('d alHl (kvdoppd 

through socio-constructivist principles, which acknowledges the body of kllowkdge 

that children come to school with and attempts to build bridges betw{'('ll those COll­

structs of school knowledge and home knowledge. I have adaptc(l their frallH'work 

for the teaching of poetry with socio-constructivist uIlderpinnings. 

A Teaching Approach to Poetry Based on Socio-Constructive View of 

Learning 

Orientation 

Arousing children's interest, imagination, creativity, emotion aIHI int.dl('ct by 

engaging in poetic experiences that are ea.'"lily accmisible e.g. rending nlHI discussillg 

a poem together on a subject that children can relate to, sl1ch a:·; a humorolls PO('IlI, 

or a nonsense poem. 

Elicitation/Structuring 

Helping children to engage with poetry and with each ot.her's hkas hy giving tillle 

for children to respond individually and corporately. This might involve Iwriods of 

quiet meditation 'thinking time' followed by sharing of respOllses sHch lUi hkas, 

feelings and experiences that are stimulated by engaging wit.h the popt,ie. 

Intervention/Restructuring 

Encouraging children to experiment and play wit.h language thro1\gh ('llgngillg in 

activities such as sharing favourite poems, writing in diffef(\Ilt forms awl COllllllUlli­

cating in exciting poetic ways their thoughts and feelings. To cIlcollragc cilildrl'll to 
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see poetry as an exciting medium of expressing feelings, thoughts awl ideas, which 

can be worked on together, or individually, and shared amongst the classroom COIIl-

munity. 

Review 

Helping children to recognise the significance of their play with language by I-ihar­

ing what they have found out about poetry, about themselves, about the euns(,md,s 

of language through metalanguage. 

Application 

Relate work on poetry to wider constructs of language development in s<:110011\1Id 

home. Encourage bridges between home and school knowledge by rdating a('hi('ve­

ments to literary environments they engage in outside of the classroom, slIch as 

playground chants, books read at home, nursery rhymes they know, poetry t!H'y 

might write at home. Encourage a literary community by cnco1ll'uging cvcry child 

to participate in the development of the classroom community through active in­

volvement and acknowledgment of private and corporate literary practices. 

This represents a generic approach to the teaching of poetry but the fullowillg 

demonstrates how socio-constructivist principles can be applied I-ipedfically ill a 

literary session. In the following session I have chm;en the pocm The Warm and 

the Cold by Ted Hughes (see Appendix 4.1) as the focus for the ewnt, to show 

how differently it could be approached from that presented in Chapt.er 4. Dlle 

to the ideas surrounding this session, inspired by the poem, I would teach t.his ill 

A utumnfWinter. 
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A Teaching Approach to a Poetry Session Based on Socio-Constructive 

View of Learning. 

Orientation 

Arousing children's interests, emotion and intellcct by <'llcollrn,ging childreJl to 

brainstorm collectively about things that are warm and cold ill willt('r time, Huch 

as a bonfires and frosty mornings. Collect ideas on board in two Heparat,e COlUlIIllS 

under Warm and Cold. 

Elicitation/Structuring 

Allow children time to think individually about experiellces wlH\rc t.hey have 

been really cold and warm. Share responses with partner, then with table groupH. 

Ask children to meditate upon ideas they have shared toget.her, and while they arc 

doing this display slides of warm and cold images inspired by \Vint.cr. As tll<'y are 

looking at the images read the first verse of The Warm and the Cold. 

Intervention/Restructuring 

Encourage children to play with language by giving time as a whole rIass, awl in 

their table groups, to discuss the meaning of the first wrse and how the lallguag(" 

imagery and structure used conveys meaning and heightens impact. Encoura,ge 

children to think about the way in which they can cOllummicate their eXI){'ri(\lI(,(\S 

of warm and cold through poetry by encouraging them to individually writ.e HOllie 

ideas down, and then to share and construct a group poem with thoHc Oll tilPir table. 

Review 

Helping children to recognise significance of play wit.h lallgllage by ('H('h p;rollP 

sharing their poem, and discussing how their imagery, language awl Ht.ructure ('011-
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veys meaning. 

Application 

Draw children together round a picture depicting an animal ke<'pillg warm Oil 1\ 

cold winter's night. Read the whole of The Warm and the Cold PO(,llI. Ask children 

to collect words and items outside of school that express their eXlwriPllces of Wartll 

and cold. Make a display board on which the Ted Hughes poem, their group }l()('lIIS 

and any words, pictures, items (such as an autumnal leaf, a scarf, gloves etc.) call 

be shown. 

This approach could combine Rosenblatt's reader-respollse theory, which is tho 

transaction between text and child, with children's natural predilection to play with 

language, within a community setting encouraged by adopting a lwdagogy 1lIl1kr­

pinned by soci(}-constructivist principles. Such an approach COlllpil'IIl('lIts itself, 

working towards the same aims, unlike the mixture of teaehing awl learnillg t.hm­

ries that were observed in Chapter Four. It also relates to the principles sllgg{'st('d 

by Pirie (1987), Rosen (1989) and Chambers (1995) in Chapter Two (2.:J.3 Pm't.ry 

and Education). 

For such an approach to work successfully, I suggeHt that in iuitial tmcher t.rain­

ing in English, and the teaching of poetry, literary theory needs to 1l1l<l<>rpill pract.ice 

and be related to practical application in the clasHroolll. T('aci}('rs can t h('11 be in­

formed and make decisions on best teaching met.hods, hecause t.hey 1I11<1('rst.luHl 

better the underpinning philosophies and the effects ou childreu's ll'aruing. COll­

scious decisions can then be made which are underpinned by knowJ<'dge of tiH'ory. 

Though both case study teachers said they had no knowledge of f('Il<lillg th('ori(,H, 

and could not remember studying them on the nEd COurHO, they we're st.ill aclopting 

practices that could be aligned with particular theories of learning. 

Any teaching document such as the NLS should abo be ('xplicit in the t.IH'Oril'H 
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that underpin content and methodology, and teachers Hhould he aware of tiWlll. This 

might bring about greater consistency in teaching from HllCh a framework, and allow 

teachers to make decisions abo·ut how they are being asked to teach and what til('y 

are being a.."lked to teach. Such knowledge could liherate teach('rs and Hchools from 

a slavish and literal translation of the document, because they call tiH'1l dlOOHC to 

teach poetry in line with a school's policy on underpinning teaching and ll'aruing 

theories. 

This could have major implications if schools, primary and secoudary and tcadH'r 

training colleges and universities worked in partnerHhip with each other ill t.his an'1\. 

6.5 Development of Research Methodologies 

In attempting to answer the research questions underpinning this Htudy, data gat.h­

ering techniqucs were employed to enable me to analYHc the micro awl macro­

environment of the schools involved, to obHerve and gatil('r participant.s exp{'ri('lIc('s 

and perceptions of their literary experienccs with poctry. 

6.5.1 Methodological Processes and Analytical Processes 

This study began with the identification of a need to understand what kil\(l of !it('r­

ary environments children were experiencing at Year Six, awl Sl)('dfically, t.he way 

in which the NLS had impacted on the teaching of poetry. I nrgu('(l that, t.hough 

there has been a significant amount of r(,Hearch on the implem('nt.ation of t.he NLS 

and how it has contributed to rising standards, much of this reHeardl has !I('(,11 gov­

ernment funded and therefore it could be suggeHted ol)('n to bias. F'urthl'r I not.('d 

how there was very little research available on how poctry was HOW heing t.aught 

through the NLS, and pOHited that this was particularly importnut lH'c/tus(', prior 

to this, research had shown that poetry had always bC(,Il cOllsi(i('f{'(1 I\. challcnge to 

teach and learn. I considered it necesHary to enter the cla.ssroom and gain first-hall(l 
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experience of poetry being taught in the Year Six classroom, as well as aSCl'ltllining 

the perceptions of pupils, and those persons who had opportunity to contrihute to 

those experiences. This gave a fuller and more complex description of the IIlI1IlY dif­

ferent factors that influenced each literary event. The qualitative m(~thods I chosp 

to employ to realise my research aims gave understanding of those lit.erary envi­

ronments through observation, and a phenomenological perspective hy intrrvil'willg 

participants in those environments. 

6.5.2 Data Collection and Analytical Processes 

This research highlighted the kind of literary environments pupils were cngappd ill 

at Year Six, while collecting data on the teaching ancllearuillg of poetry, which hils 

been a neglected aspect in previous research studies. I provickd a microanalysis 

by observing literary events focused on teaching poetry, a..'i la.id out ill the NLS, ill 

two schools. I then considered the macro-climate in which these SC'SSiOllS had tnkl'll 

place, by interviewing research participants to gather their perspeetiVt's 011 t1H'ir 

literary environments. Though it can never be fully possible for a rescarcher to gain 

complete access to others' perceptions, I utilised these perC('ptiolls as evidl'I)('C t.o 

illuminate action observed in the literary sessions, and to provide a lIlore complex 

picture of emerging themes. I also identified similarities and dif[<'l'{'llCeS ill t.he way 

in which literary environments had formed, underpinned by the NLS, in the two 

schools. I used methodologies which enabled me to scrutinise the literary climate' 

both at a micro and macro level, so that there was a thicker description of <'wnt.s, 

Collecting data in this way allowed the analysis to <kmonstrate how the hdic>[s, 

values and perceptions of the research participants were illterreiatc'<i with net iOll , 

creating a multi-dimensional study. It allowed for the idC'lItific:atioll of areas which 

impacted the literary environment of the ca..'ie-study groups over the school year, 

Essentially, it allowed for a focus on poetry and its role in the classroom, as it was 
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taught through the NLS. Research existed which focm,cd on the teaching of poetry 

in the classroom, however the research focus and methodology did not allow for a 

comprehensive picture of analysis where the teaching and learning of poetry was 

examined in detail, with the wider consideration of poetry's role and cont.ribution 

across the school year. In order to gain a more accurate picture of how poetry is 

being managed both aspects need to be of concern, to evaluate firstly any pc(iagogical 

issues that arise, and poetry's role in the school year. By combining observat.ion 

with the phenomenological perceptions of key players, I was able to gain both an 

overview and in-depth insight into the role of poetry in the:-m two schools. By 

ensuring this focus my research made a powerful ca.se for p<'dagogical implications, 

subject knowledge and the cyclical structure of Year Six. The process Ilckllowlt'dgc(i 

these themes in both schools, and retained a focus on the actions and I)('fc<'ptions of 

a range of individuals, including those of the children. Previous research on p{){'t.ry, 

has not often taken into consideration the perceptions of the pupils in the process, 

so this was an important contribution to understanding the way in which pupils 

experienced the literary environments they were immersed in. 

During the research process the research participants in ea.ch school had oppor­

tunities to reflect upon the role of poetry in their lives, particularly ill the COIlt<'xt 

of the school year, with all the other requirements that that meant. The lit,<'mry 

events meant that both teacher and pupils were able to relate their Iwrc<'ptions to 

immediate experiences, even if this was not done explicitly. The int.erview respOIlS{'S 

suggested that I had formed an open and honest relat.ionship wit.h t.he illt.<'rvi<'w{'{'s, 

and that issues could be discussed with opcnness aud trust. This wa.s illlportallt 

on all levels, but especially pertinent with the children 8.<; my posit.ion I\.S an adlllt. 

could have seriously restricted their contributions. However, the <kV<'loPlll{'IIt. of 

confidence and openness was an intrinsic part of the research process. 

By developing a rescarch process that has sought to describe the lit.<'mry ('uvi-
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ronments that Year Six pupils are engaged in, this has made a lIluch need('d and 

timely contribution to insights about how the NLS is supporting teacil('rs in t('ach­

ing poetry and how pupils are responding to that teaching. While provitlillg lUI 

interesting and in-depth analysis of specific literary ('WIlts and p!'rc('pt.ions of those 

involved, it has raised some important issues about the way ill which podry is iH'illg 

taught through the NLS and how poetry is perceived as part of the Y('ar Six English 

curriculum. 

Though my research focuses 011 jm;t two schoolH, Illy findings lIlay provid(~ insip;ht. 

to the consideration of how the NLS supports the teaching of po!'try in schools ill 

general, and how teachers are interpreting that support and ddiv('ring it in the 

classroom. 

6.5.3 Tensions and Ethical Issues 

Research was made possible through self-funding, which allowed me to gOWrtl and di­

reet my own study, rather than under the direction of intprestcd pa.rt.i('s. This st.atus 

also allowed me to have access to schools and participants, without my prof('ssionnl 

role presenting any overt threat to the establishment. 1I0wcwr, previous ('XIH'ri­

ence in the classroom as a teacher, meant that I was familiar with t.he structllrt'S, 

pressures and language of school and this aided my rclatiomihips with the f('s('nrch 

participants, particularly in terms of understanding the time preSSUf('S U'achers w('re 

subject to. The examination of my role as a researcll('r within a sptting which I wns 

familiar with is presented in 3.3.2. 

The ethical principles set out in 3.3.7 were adh('red to throughout the l"{'s('nn'h 

process, with the issue of confidentiality a central tcm('t to the pro("('('dinp;s. TII('!"e 

were findings, which if shared with others in the school, could have colllpromis('(l 

the individuals involved, and my research. In writing lip I practis('d gr('nt care in 

preserving anonymity for each school. 
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As noted in 3.3.2 I had developed concerns over the way ill which p()('try was 

being taught in the NLS, and I was aware of how this bias mip;ht have pn'senl.<'d It 

problem. I dealt with this by acknowledging my own position from the olltsd, aIHI 

practising constant reflexivity when examining my analysis. I also ('ll<iPflVOllfl'd to 

collect a range of perceptions from the same setting, so that Hlly analysis llIadl) Wll.'! 

as a result of a number of perceptions converging at It point of in\.('l'('st. 

6.5.4 Limitations of the Research and Implications for Future Study 

I have attempted to justify the research design theoretically and llwthodo\ogically in 

relation to answering the questions underpinning this study, aud I'<'levnnt. [('sl'I\rch 

themes. The use of a case study approach has allowed for ill-!ll'pth allli insightful 

data to emerge, characterised by my inductive and deductive llnalysis. 

This research was undertaken with the aim of exploring the lit('mry ('lIVil'Onlllcn\.s 

of Year 6 children, and in particular the role of poetry in that cont('xt, n.'! tallp;ht 

through the NLS. As indicated in Chapter 3 in Selection Sampling of Tillie 3.4.2 the 

number of events observed were smaller than originally intenol'd, and this IIwant t.hat 

there was no opportunity to observe how poetry was taught throughout the school 

year, and how teachers and pupils engaged with the range of cont('lIt )'('lat.illg to 

poetry in the NLS. Also, the sample was further reduced by the t('adl('r nlHl Lit('racy 

Co-ordinator being the same person in St. Albans school (Sl'll'dioll of 1hH'II('l'S 

3.4.4), which gave the interview data a narrower pcrsp('ctive than originally int('ud('I!. 

The choice of this teacher may have seemed in opposition to the (lPchred focus 

on non-specialist English teachers, however, as the Literacy Co-or<iillator had only 

received training on how to implement the NLS in the school, and had no lm('kp;roulld 

in English training other than this, I felt that this added to the ulliqllelH'ss of the 

case-study approach without compromising the focus. 

Also, by interviewing the pupils before the observations took place rathl'r than 

~ , . 
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after the event, an opportunity was missed to gather pupilH' percq)tiollH of the 

sessions, which would have been valuable and insightful. In retrosp<'et I s\toll!!l nlso 

have obtained permission from the parents of the pupils involved in t.he r(,search ill 

advance of the interviews, rather than accepting that the teacher could make that 

decision for them. Only the parents should have that authority, and sholll(l be k<'pt 

informed of such situations as they occur. 

Further limitations of my research include the omission of obs('rving how t.he 

teachers taught poetry prior to the implementation of the NLS, and the sllbs('(l1H'nt 

changes that that document may have had on the lit.erary cnvirolllll('lIt. This wOllhl 

have yielded useful insights for comparison bot.h pedagogically awl cOlI('('rning sub-

ject knowledge. 

Due to the nature of the case-study approach the data was SIH'cific to the cont('xt 

in which it was observed and collected, and therefore g<mcralisntions abollt the 

findings could not be made beyond those two schools. Howl'wr, iHsl\(~s which w('w 

related to poetry teaching and learning in Year Six in Chadwick alHl St. Alballs, 

may well be faced by other schools nationally and I suggest it wonl!l he ns('ful to 

evaluate the experiences that children and teachers have with poetry at the micro 

level of individual sessions, throughout the school year, from Rcc('ption through to 

Secondary, and across the country. In particular, it might be IH'rtil1('ut to focus 

specifically on the lack of attention to meaning when referring to the text alHl t.he 

concentration on the word and sentence level of the NLS to the detrilllPlIt of the 

text level. 

This could give a more comprehensive and complex understanding of how poetry 

is faring in the NLS at a local and national level, and lead to strategies of illt('rV('llt.ion 

where needed. 
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6.6 Conclusion 

This study began with the recognition that poetry has })('P1I, a1ld can he a ('ha.lkllging 

subject to teach and to learn about. Its inclusion in the NLS, wa.s nck1l()wl(~dg('d lUi 

significant, but this in turn had brought its own challeng('s. 

A growing body of evidence suggests that teachers are willillg to illlph'IlI('lIt t.he 

NLS, but are genuinely confused by it. It seems that the strcllgths dcs('rii>('d hy 01le 

teacher can also be described as a weakness by another. For exalllple, the Lit.eracy 

Hour is considered to be bot.h flexible and suited t.o individual schools whih~ ot.Ilt'I's 

see it as rigid and prescribed, lacking flexibility. And while sOllie schools are fin<iillg 

the NLS to be very effective, others are struggling to implplIJellt it (H·at.PI', 200()). 

As such, the NLS has received mixed reactions leading one educationalist to (Ililton, 

1998, p.4) describe the framework as a return to a 'Victorian llludd': 

In the light of educational history, the new Literacy Hour l)('gills to look 

very much older than is claimed, with many ninctcenth-c{,lltury dysfullc­

tional assumptions enshrined within it. It is a return to authorit.aria.n 

oral instruction based on texts chosen by the teacher from Il set sch('lIH'; 

much of the instruction is at 'word level' and involves const.ant iutprro­

gat ion of the pupils. The domestic curriculum of t.he child is ignoJ'('d allli 

the child's existing body of knowledge made irrelevant. 

Another is able to read the framework and conclude that the Lit.pm('y ] 101\1' ('0111<1 

provide a good balance between teacher and pupil interaction (Fishpr, 2002, p.l~J): 

In shared work, the teacher plays the largest part and leads the illt('r­

action, scaffolding the learning. In guided work, the childn'll arc ('n­

couraged to be independent but the teacher supports thl'ir iJl<l<'p<'wlt'lIl'e 

through focused and targeted instruction. In in<iq><'ndpllt work, ('hil-
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dren are primarily working independently and practisillg or explorillg 

what they have already been taught. 

In the sessions observed in Chadwick school and St. Alhans school it WH.'" possibh' 

to see that two teachers taught at the same initial teacher ('c\ucatioll coll('ge, wit.h 

similar backgrounds and experiences of English, could teach p()('try wry dilr('r<'lltly. 

To conclude this section Hall (1989, p.55) states: 'No wOll<kr t.hat at :-;p('oll<lary 

level the love of poetry quickly dies, because it is at secondary school t.hat t('adH'rs 

feel the need to teach simile, metaphor, alliteration, etc. a\l(l to Illllllyse ill (i<-pth 

just what it is the poet is saying'. Man;h (1988, p.10) abo states that: 'H.('Il<iillg 

a poem has been turned into a frightening, problematic activity by om e<iuCltt.ioll 

at 0 and A level' This is an important point for it would appear that the primary 

school has taken on a secondary school curricular approach to poetry, /111<1 I'('sl'arch 

shows that in the past pupils have enjoyed poetry at primary :-;chool level but kft 

secondary school with a strong dislike of it (Harrison and Gordon, 198~l; BartH'S, 

I3arnes and Clarke, 1984; I3enton, 1984). 

Though a child may have negative experiences in the ela."sroom outside of the 

teacher's influence, poetry in whatever form, is still thoroughly cnjoyc(l (Oph's, 19W; 

Crystal, 1998). It may be that poetry is being forced UIl<ll>rgroIllH\, a dcw\oping 

subculture in which children engage with poetry in ways that arc rell'vallt IlII<I excit­

ing, becoming more and more divorced and isolated from the cXIH'riPl)('e of po('j,ry 

in the classroom. Stibbs (1981, p.39) notes that: 

As well as being a particularly refined manifestation of high ('ultllr!' ill 

books which sell in small numbers, poetry is an ancicnt, ulliwr:-;al, and 

popular art form .. .found on gravestones and lavatory walls, in advertise­

ments and pop songs, "In Memoriam" columns, the jokes of dirty young 

men (and young women, for all I know), and in children's games. 
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By establishing a socia-constructivist approach to poetry, children can lise thl'ir 

knowledge of poetry outside of school to enhance learning of sI)('cialise<i knowl<'<ige ill 

school and so create together with the teacher, their own 'lit.erary t.ra.<iit.iou' (Koch, 

1970, p.39). It should not be too hard either, for Benton (1978, \>.113) 1I0i.<'S: 'The 

imaginative conditions within the child ... are right for the enjoYlllent of po('{,ry'. As 

Mauro and Forty (1994, p.ll) describe their usc of every day forms of pm'try, such itS 

advertising and jingles, in helping young bilingual children to read and writ.e podry 

they say: 'The aim is that poetry should become a nat.ural part of the cla.ssroom 

environment. Children - and often adults - find it hard to <i<'fillc what a st.ory is, bllt. 

certainly know one when they read or hear it; the same should apply t.o po('try'. 
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4.1 The Warm and the Cold Poem by Ted Hughes (p.87) 
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4.2 Teacher Relating Work to Previous Lesson 

TEACHER Right can everyone turn around and face this way please. Right as you 
know this week then er ... we've been thinking about poetry, well we did y('s­
terday anyway, and we talked yesterday about the poem 'The Warm and the 
Cold', and we had a little look at some of the language and the worcli-; tha.t 
Ted Hughes had used. Today we're going to focus on how Ted Hughes mws 
words to make different layers of meaning so I'm jw;t going to pin up here, t.his 
is our objective on the white board of what we're going to be looking at allli 
learning today. Right so we're going to be recognising how poets, ill this case 
Ted Hughes, manipulates words, changes words, uses words, what he does with 
the words for layers of meaning. And I've put these longer words, figurative 
language, ambiguity which is a word we have spoken about this Y<'ltr, al1d I 
expect you've looked at some of the words in the past but don't worry if you 
don't know them, all right? So today we're going to be looking at The Warm 
and Cold poem again. What meaning can we get? Are there, iH there more 
than one meaning in some of the words and the language that Tell Hughes 
is using? So we're going to look at the poem and then think about ways ill 
which there are diffe~ent layers of meaning in it. 

4.3 Teacher Explaining How the Session Will Proceed 

TEACHER Peter and er ... Ben could you come round quickly and give out tlH'SC books. 
One between two, and if you could immediately turn to the text. B('callsc we'l'<' 
gonna er ... read it. Page twelve. This table you'll have to have Hh(,('ts today 
because we haven't got enough books. You alright Sam. (Short discllssion 
with Sam out of earshot) Right liHten to page twelve th('n, ri!-!;ht you've got 
the poem in front of it. Right, what I'm going to do OWll is I'm going to 
read it to you, and then we're going to draw out sOllie of the similes, we're 
going to remind ourselves what a simile is, then talk about thosc silllili>s, /lIIII 

then we're going to look at this objective here. That is, why hn .. " 1(,11 I1l1gh(,s 
likened one thing to another? What meaning can we get from t.hat? So, l(,t 
me read the first verse to you again The Warm and the Coltl, allli Sf'C if you 
can identify the similes in it. You Hhould be quitc good at it, bpcallse we did 1\ 

bit of that yesterday. Right (reads out the firHt versc of the PO('1ll ('XIH"('ssiwly 
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then pauses). 

4.4 Pupils Attempt to Find the Answer the Teacher is 
Looking For 

TEACHER "Okay, great when we spotted this would it have been lik('I\(,d in each 
case, in each one we've got something in common with these similt,s. Docs 
anyone know what we've got in common? What's been written in, in the 
similes, in all, in most of them anyway? In most of the similes Il('re, what is 
been likened to something else?" 

OLIVIA "They're warm." 

TEACHER "Good. Yes, something warm, such as the one you've pointed Ollt Olivia 
'And the badger in its bedding like a loaf in the oven' because its warm UI('!"e, 
although they're not warm there are they, if you've reacl on bccause in that 
verse it says like a 'snow line'. It's not very warm is it? Can we make t.his 
comment to all, most of them that we've read so far? l3('u?" 

BEN "They're all like, they're like, they're all like something." 

TEACHER "That's what a simile is. All right. Let me highlight the wOJ'(hl, and 
see if we can work out what's er ... common to most of them. 'But the (,III'P 

is in its depth... And the badger in its bedding... And the hutt.('rfly is ill 
its mummy ... and the owl' (Emphasises highlighted words vocally so t.hat t.hey 
stand out). What do you think is in common with these here'! Lisa"?" 

LISA "Is it that they're all animals?" 

4.5 Teacher's Presentation of the Task 

TEACHER "Today we're going to focus on how Ted lI11giH'S llS('S words to make 
different layers of meaning so I'm just going to pin up here, t.his is our objective 
on the white board of what we're going to be looking at and karuing today. 
Right so we're going to be recognising how poet.s, in t.his case T('d llugh('s, 
manipulates words, changes words, uses words, what he does wit.h the words 
for layers of meaning. And I've put these longer words, figurative language, 
ambiguity which is a word we have spoken about t.his year, al\(l I ('xIH'ct YOIl've 
looked at some of the words in the pa.'lt but don't worry if you don't kllow 
them, all right? So today we're going to be looking at The Wnrm anel Cold 
poem again. What meaning can we get?" 

4.6 Strategies for Successful Teaching Outlined in the 
NLS 

• Direction: e.g. to ensure pupils know what they should ho doing, to dl'llw 
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attention to points, to develop key strategies in reading and writing 

• Demonstration: e.g. to teach letter formation and join letters, how to read 
punctuation using a shared text, how to use a dictionary 

• Modelling: e.g. discussing the features of written texts through sharl'<i rea<iillg 
of books, extracts 

• Scaffolding: e.g. providing writing frames for shared composition of lIoll-fiction 

texts 

• Explanation to clarify and discuss: e.g. rea...,OIlS in relation to the eV('nt.s ill /l. 

story, the need for grammatical agreement when proof-readillg, the way t.hat 
different kinds of writing are used to serve different purposes 

• Questioning: to probe pupils' understanding, to callse them to rdh'ct Oil and 
refine their work, and to extend their idea..., 

• Initiating and guiding exploration: e.g. to develop phollological awan')WSH 
in the early stages, to explore relationships betwcpn grammar, llJ(,lluiug !Uul 

spelling with older pupils 

• Investigating ideas: e.g. to understand, expand on or gencralise about th(,lIles 
and structures in fiction and non-fiction 

• Discussing and arguing: e.g. to put points of view, argue a ca.-ie, just.ify It 

preference 

• Listening to and responding: e.g. to stimulate and extend pupils' contribu­
tions, to discuss/evaluate their presentations. 

4.7 Teachers Introduction to Second Half 

TEACHER "Right I'm going to get you to do an activity in a minut.e. What I'm 
going to do is I'm going to give you another simile to have a look at aIHl spe 
why you think they, that Ted Hughes has chosen to liken that Clllimal, allll 
there it is with something else. What feelings do you get from it.? We'll, we'll 
have a look, we'll come to that. Now, I want you to do this on your whit.e 
board, I should have said to you at the very beginning 'Ct't your whit.ehoards 
out' but in a minute I'll let you go and get those, cos you've got those ill 
different places. Can you now look back at the book (Palls(') and can you filHl 
er ... the next simile down 'And the badger in its bedding like n lonf in the 
oven'. Quite a simple simile to read there. I want you to sec what, what you 
think Ted Hughes is trying to get across there, what meaning. All right'? Or 
what feelings perhaps he's trying to get across to YOIl. All right. I've got Iwns 
up here which I'll come round and give to you. Can this tables Onc, Two awl 
Three can you go and get you're whiteboards really quickly." 
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4.8 Further Explanation Given by Teacher 

TEACHER "What you're going to do then is discuss this with ppoplc in your tahle 
group. I'm only going to give you three minutes maximum for you to have a 
look at that simile and think with your partner, or people in your own group. 
I don't mind which way you want to do it. 'And the badger in its bedding like 
a loaf in the oven'. What meaning was Ted Hughes trying to get across by 
likening a badger? And what you know about a badgC'r lwing in its bedding, 
to like that of a loaf in the oven. Is there just one meaning'? Or can we thillk, 
could we find, could we read other meanings int.o it.. All right.'? So just. Il. fpw 
minutes then. If you could just jot down, obviously on the whitchonni you're 
just jotting down ideas. You're not writing neat, beautiful S('utC'IIC('S. You 
don't have to copy out the simile or anything like that. You're just jottillg 
down ideas, then we'll come back in a minute and sec what menning was t1wre." 

4.9 NLS Independent Points (1988a, p.12-13) 

Independent tasks should cover a wide range of objectives including: 

• Independent reading and writing 

• Phonic and spelling investigations and practice 

• Comprehension work 

• Note-making 

• Reviewing and evaluating 

• Proof-reading and editing 

• Vocabulary extension and dictionary work 

• Handwriting practice; 

• Practice and investigations in grammar, punctuation or sentence cOllstruction 

• Preparing presentations for the class 

4.10 Getting Feedback on the Meaning of the Shnile 

TEACHER "There's some interesting ideas actually about what Illeallillgs you've 
come to understand from the simile in the poem. Er ... Sarah th('Il." 

SARAH "Cos a badger's warm and settled in its bed, and its like 11 loaf, It loaf ill the 
oven, its like warm and baking and stuff." 
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TEACHER "So warm and settled? That's quite interesting. So warm nIHI settbl 
like a loaf would be eventually in the oven, after being warllled IIp and lik(~ the 
badger because ... ?" 

SARAH "Its, the badger's curled up ano all warm." 

TEACHER "Curled up and warm in the bedding. Alright. That's got he, like the 
most obvious meaning, isn't it, or what I understand is thc main olle. Did 
anyone manage to think, where there were other little things that you Ill/Ump;(~d 
to get from that [Pause]. Er ... Ben." 

BEN "Umm ... cos the badger's in his hole in his, like his hedding, the brea(l's a)so ill 
the oven so the badger's like in his hole which you can compare wit.h an own, 
and when he got, and the bread's in there, and the badger's ill there so it.s like 
the badger's really warm and the loaf's really warm." 

TEACHER "Right, okay. Similar idea then really like the bedding repres(')Iting t.he 

oven." 

BEN "Yeh." 

TEACHER "Yes, brilliant, brilliant." 

4.11 Pupil Preoccupied with Literal Details 

TEACHER "Er ... Emily do you want to say anything else?" 

EMILY "When the badger curls up its in the shape of a loaf." 

TEACHER "When the badger actually curls up its like in the shape of a loaf?" 

EMILY "A little bit bigger." 

TEACHER "What? Just a little bit bigger. Alright, good, so the actual shape of 
the badger creates could be like that of a, of a, of a loaf itsplf. Fant.astic, wPll 

done." 

4.12 Teacher Recapping on Session So Far 

TEACHER "Can you just pop your pens down for now, some of you have p;ot SOllll' 

brilliant ideas flowing. Could we all jWit have a look hack at t.he objpct.ive 
and what we're looking back today (Pause). Okay the poiut of t.he 1('SSOll 
then (Pause) is for us to look at how poets manipulate words for layprs of 
meaning. We've been looking at figurative language, don't worry ahout t.his 
word yet, we're going to look at this um .. .later all. Figurative language, we've 
been looking at similes. They're a type of figurative la.nguage, and we've h('('11 

seeing what meaning poets, Ted Hughes, has been trying to gpt across through 
his similes (Pause). Haven't we? That's what we've bt'cn looking Ilt so far." 
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4.13 Teacher Setting Differentiated Work 

TEACHER "Okay, those children that are normally on One or Two you arc going to 
er ... do some work on writing some of your own similes, alright. You're going to 
have a go at writing some of your own similes, likening something to something 
else. You don't have to worry about trying to create a warm or Il. co)(1 thing 
like Ted Hughes has done here. I'm going to give YOIl a sheet that I've dOlle 

now. I've given you a couple of examples that I want YOIl to have a look at. 
Yesterday you, you started to do that so you should feel quite ha.ppy today 
when I show you some examples of what I've written. So yesterday, today I 
think you should be quite confident in approaching this because sOllie of you 
came up with some brilliant similes yesterday. Dut you don't have to worry 
about them being warm or cold, just need you to liken one thing to something 
else, an animal to something else. Alright? So, I'll, I'll give those out to cr ... 
to those people. Can you put your hand up if you know which is yours hl'cause 
you've moved about now so I don't know ... (Starts to hand out shl'ds to pupils 
with hands up). Okay you can be looking through your sheets to s('e what 
you would be doing (Pause). Can you pass those rest for me er .. .for Kim, 
Simon. Okay, those children then that are on Tables Four, Five aIHI Six you 
are going to read what we've been doing now. You've got to look at some of 
the similes that we've been talking about. I've highlighted which ow's tlwy 
are, and you're going to tell me what meanings you think you can g<'t froll1 
those similes, just 8..'> you were doing now, talking about it. What 1lI1'anings do 
you think Ted Hughes is trying to do? Why has he likelled such an animal in 
such a situation to something else? So you're going to be doing what I've done 
on the sheet for you. So can you put your hand up, sorry, Tables Three, Four, 
Five and Six. Can you put your hand up if you'd normally be doing ... (TI'adll'r 
hands out sheets. Peter is whispering to Den) Er ... Den and Sarah, and .Jem. 
Ben Sarah, and Jem, you usually er ... well you can have a look at the sl1(,(,t 
there cos you're going to be writing similes. Dut I do want you to get aCfOHS 
being warm and cold, but I think you're going to be fine doing that. Ar1(ins 
it says on the sheet you'll also have a look at, say, well why did I choose thllt, 
why did I choose that simile, why did I, you know, what mCltuing did I want 
to get across? So can everyone have a look at the sheet now that YOIl'V(' got 
in front of you." 

4.14 Lisa Talk off Task 

LISA "My mom's not going in today." 

JEM "What?" 

LISA "My mom was going to get that training card. Yeh, but she's not goillp; that 
far." 

JEM "Oh." 
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LISA "Did you like that bracelet?" 

JEM "Yeh." 

LISA "What, the pink one?" 

JEM "No." 

LISA "The one on the top. Am I doing this right?" 

JEM "I don't know. I can't think of anymore." 

4.15 Lisa Asks for Help Again 

LISA "Jem, what animals are there?" 

SARAH "I'm doing cat, tiger." 

JEM "I put carp, parrot, snake, tiger, horse and shark." 

PETER "I put cat, spider, ant, carp, dog, tiger, tiger." 

BEN "I put, Sarah, I did trout, spider, monkey, snake, whale, shark, carp, <\ouk<,y, 
horse, sparrow." 

SARAH "Err ... okay." 
(Teacher comes to the table) 

4.16 Teacher Intervenes in Group Situation 

TEACHER "Have you got your list of creatures yet have you?" 

SARAH "Yes." 

TEACHER "Right, what have you got to do now?" 

SARAH "Now we've got to write similes." 

TEACHER "Simile. Alright, and what are you, what you gonna do with the simile 
then? What are you gonna have in it?" 

BEN "Well like, we've ... we've got to compare it with something." 

PETER "We've got to have the animal." 

TEACHER "Mmm." 

PETER "And we've got to compare it to something like, not like, well it dOPsll't 
have to be similar." 

TEACHER "So you're comparing an animal in a situation doing HOlll('thing" 

SARAH "To something else." 

TEACHER "To something else." 

SARAH "Yeh." 
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JEM "Yeh." 

TEACHER "Right, that's finc. Have you got um .. .is that it, is that it? Or do you 
have to think about trying ... " 

PETER (Interrupts teacher) "Then afterwards we have to like try and think about ... " 

JEM (Interrupts Peter) "Why we urn ... " 

TEACHER (Interrupts Jem) "No, but I mean within the simile, what's your aim?" 

PETER "Oh, to make sure it's warm or cold." 

TEACHER "Right, so warm and cold. So you've got to try and get that aeroHH. How 
are you gonna do that?" 

PETER "Well, I er ... make comparisons with warm or cohl like the loaf, like t.he 
badger and the 10af." 

TEACHER "Right. So something like that. Don't be afraid to st.eal, a.s I always say, 
any phrases that are going to help you." 

4.17 Jem and Peter Discuss the Meaning of 'MumlllY' 

JEM '''A butterfly in its mummy'" 

PETER "What's an Egyptian mummy?" 

JEM "What's an Egyptian mummy?" 

SARAH "What's a butterfly thing come out of? What arc tl}('y?" 

JEM "They're caterpillars, aren't they, in a COCOOll." 

PETER "It's called a chrysalis." 

JEM "Yeh, but the mummy is ... " 

PETER (Interrupts Jem) "It's called a chrysalis." 

JEM "Yeh, I know but they make a cocoon." 
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4.18 Worksheet for Levels Two and Three 

The Warm and the Cold-Ted Hug __ h __ es ___ _ 

Objective: To recognise how poets manipulate words for layers of mean­
ing, e.g. figurative language, ambiguity 

Collect a list of creatures. Include specific names of birds, fish, mammals, inspct.s. 
Choose four of them and write a two-line simile about each. Line 1 says wht're the 
animal is. Line 2 compares the animals with something ebe. 

The .. .is/are ... 

Like ... 

Examples: 

The cows are on the hillside 
Like the cars are in the yard 

The snake is in the grass 
Like the pen is in its case 

Jot ideas down on your whiteboard so you can change words if you like before 
writing your final four similes down here. 

1. 

2. 

3. 

4. 
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4.19 Worksheet for Level Four 

The Warm and the Cold-Ted Hug_h_es ___ _ 

Objective: To recognise how poets manipulate words for layers of mean­
ing, e.g. figurative language, ambiguity 

Collect a list of creatures. Include specific names of birds, fish, mannnals, ius('ct.s. 
Choose four of them and write a two-line simile about each. Line 1 says where the 
animal is. Line 2 compares the animals with something else. Try to make your 
reader feel either warm or cold. 

The ... is/are ... 

Like ... 

In a sentence or two say why you likened your creature to sOlll<'l.hing else. 

Example: 

The pink salmon meandered its way through the reeds 
Like a chilling wind finding an escape route through the dense forest 

I likened the meandering fish to the movement of the wiwi lWC1luse sOlllPt.iJ\u's it 
appears as if the wind is moving in and out of he trees just as the salmon is movillg 

in and out of the reeds. 

348 



4.20 Worksheet for Level 5 

The Warm and the Cold-Ted Hughes 

Objective: To recognise how poets manipulate words for layers of mean­
ing, e.g. figurative language, ambiguity 

Here are some similes extracted from The Warm and the Colel. In pairs t.ry alld 
think of the meaning behind Ted Hughes' similes. You may be able to fiud more 
than one meaning for some of the examples. 

Example: 

But the carp in its depth 
Like a planet in its heaven 

Here Ted Hughes is likening the carp's environment, that of the d('('p wat.('r, to 
the 'heaven' environment of the planet.Hughes chose to lise the word IH'ltwu rat.h('r 
than sky or universe because he wanted to encourage the feeling of the carp beillg n. 

peace in this environment. 
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4.21 Teacher Tries to Help Lisa Write a Shllile 

(Teacher comes up to the table) 

LISA "I don't know what to put." 

TEACHER "You're a bit stuck aren't you? (Pause) Right, do you know what you've 
got to do Lisa? What have you got to do?" 

LISA "I've got, I've got to make similes from different animals." 

TEACHER "Right." 

LISA "Its, its got to be a warm or a cold." 

TEACHER "That's, you've got nothing to worry, so you're just comparing IUl Ilnilllal 
in somewhere in a situation to something else aren't you, like I've done sOllie 
examples there." 

TEACHER "Did you manage to write some animals down?" 

LISA "Yeh." 

TEACHER "Right, good. And you've even started haven't you, one h('rc. So t.he 
hamster is in its ... " 

LISA "Er ... house." 

TEACHER "House. Have you got a hamster?" 

LISA "No." 
The teacher tried to relate it to Lisa's experience, but to 110 avail. 

TEACHER "Is that were you think hamsters live? That's a good thought th('11. Like 
a ... then you think of something else apart, apart from an animal that might be 
in something else. So what about having something in a hag? In a handhag? 
What sort of bag? Like a ... what do you keep in your ba.g? (Pallse)Do you 

have a bag? " 

LISA "Yes." 

TEACHER "What sort of things do you put in your bag?" 

LISA "Er ... bike keys." 

TEACHER "Ahh, bike keys. That'll be a good one, because th<'n, why d(ws that 
work do you think? Cos we could write 'like, like bike k<,ys in a bag'. Why 

would that work?" 

LISA "Cos it would be like bike keys." 

TEACHER "Exactly, yeh, exactly, and that would work aIHl that's finp, t.hat's 1\ 

good one. There you go, do you want to write that one down straight away." 
(Teacher leaves). 
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4.22 Jem's Reponses on Worksheet 

Obj«livc: To rt(ognu~ flow potts nun PUIIIt! ords ror lay",.,. or mUftin • t .g. 
figunuivt laliGUltgf:. amblguify 

Mae:tt $OOIC ol'tllc $l1lU1c$ cxtClClOil .from The V 1IIlII. ro ,he old 10 p.lIrs II)' 10 lIunl Q I~ 
u~nGS bchim Ted Hu~' SlrruJc::s. Ya..I 1'Il: . be llblc.o tlnd tTIOI'e than one 1'f1CI.IWl' (I)( RIC of 
Ih< eumpIt$. 

E:: AMPL • 
8UIIU ~ .. .rp it II iu dqllb 
Ulu: ~ plilJld Lo .ltJ bc.nt11 

nd .he bad~r u. b bcl:Idinl 
Uke .lo,all .. IhUH:n 

And tht bufttrfty In ilJ mummy 
U~ III ,;.;I /olbatt 

Bid ,b-c U\JIIl h I .. ib bole 
U~ II d'JII(Jde ID II ~ 
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4.23 Lisa's Reponses on Worksheet 

THE WARM r\ '0 nlE COLO·Ted Hugh(', 

Objrcth'e: To r«o"nist ho'" potU m~"ipul:lIc word (or I.) tf1 o( lOt nin . t, • 

fiSul"!lIh'e IJUlgU2gl". 3mbi uiry 

C.lk I a lis! of Ctt3tu Include pecific mime or bird~ fi h. IYlamrrull . insect 
Choose lour of them rJ Tile:!t\ line imileaboulc3ch Lin I } \\hC1el~ 
.ltIlm31 1's t.io( 1 compuc$ the 3Jlint31s Ith something else 

The i Me , 

E-':Amples 

The CO\\s are on the hlllsidc 
LI e the C3I 4ft in the ya«! 

11:" n k:e is in lbe L n grow 
Li c Ihe pen is in its case 

Jo: rde3s down on your whirtbo rd so you can chan cOlds i f you like before nlln 

r tina.! roUl similes down here 

2 

3. 

4. 
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4.24 Simon's Reponses on Worksheet 

THE Wt\RM. A. D THE COJ.n·Ted Hus:lw;s 

ObjC'C'livco; To recognise. how potlS m:l!1 iJ)ulli le word~ fur I~r~r or rn~a ll i ll " CO.I!. 
figurat ive IlingulIge, am biguity 

Collect a 1i51 of cre.nturC$. loclud.: specific Mmes of birds, fi~lt m.'lmmol . Ins IS 
Choose (Qur althem and ",Tile;\ Iwo--line illli le nboul each Lint: I ~ where the 
animal is Line 2 com~s Ihe u..nim .. ls wtm some.thlng else 

TIle isl fe . 

E~amples 

The ows ate o~ the hillside 
Like the c.:I.l~ an' in 'the yllJd 

The snake is in lite lOllS grass 
Like tlte pen ;4 in iu t:aStl 

Jot ideas dQ'\l1 on your , ... hild)Qard $0 you ~ chMge ords if u II e b fl"C "rillll 
your linal four simile down here 

~~ ~ ~ ~ 
C<J.JS' u., ~ ~. 

2. 1l,'(.. ~ <l.JI'r., 
, 
tM ~ ~ 

~ .~ ~ 1.41 ~ 

~. 
), 

-, 
~c.- I..{ v... U • ...t; ~~ . '\L.-

~ 0.... ~ ... ~ ~~. 
4 ~ S~ ~ lJt'\ t,I....,. 

~ 
~ ct. .6tco.- t.-\ ~ ~ 
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4.25 Ben's Reponses on Worksheet 
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4.26 

) .. 

Sarah's Reponses on Worksheet 

THE '''ARM "(';1) THE COLO- ('cd Hugh~"S 

Objr,ctTve Til rtCOgni t 'Il,)w podS ltI:l1I,ip uIJlfr .vords (or til 'n of 1111'1111 II ' , (.~ . 
figl' I"".1til{(' IlJ"gll:ag~, ,lIl1b t;uil' 

C'ai/CCl il li~1 oi cn::!tLJre5 Include specitie Mllll"S ofbi.ds. ti h, m3mm I rnsec!, 
Choc~e tOO! ilfthem Jnd write;li 1\\, -line 5~mi'c:tb Ut e ' f] Li no I >" where ! 
.m.imal is Lir.e 2 eompllres th.: anirrl:lls , 'Ih somt1.hiIijJ eJ c TI IQ nltlicc your r def 
ftlel tllhc: \\I;lf11l Qr ("IJ 

Examp!"L 
Tho: pin "illlrAl'I meandered Its .... ~ ' lnrouBh Ibe r c,,-od~ 
Like :l. cniHi!11:1 wHIrl fmdJ ng.:tn c:l.'C<lpe rOUle rb,f()ogJl lhc d~n~ r'orc: 1 

I I.ilmocd tbe ml:alldering J1sh 10 tlte flRw emenl of I hI.' WJnd b«.tlJ (': S4J m IIInes II 
apPt:lfS as if the wind is mi>ving in lind oU1 ofthe tlCI! jU1it U Ihe sa[rnon i In \ 111.l.! rn 
lIl1d (lUI .,flhe rcrds, 

1:~ .... C __ b .... ' _9~ 

r,,""h lIn . .. 
tD 

~,' , Ll _ _.0 r ___ Dg,' ,"~uc;;,.'t, ./.oJ.;,'--__________________ _ 
~n~-~ ..... ~~ _ .... . _-

;.l : tJre(5. 
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4.27 The Plenary as Outlined in the NLS (1998, p.13) 

It should be used to: 

• Enable the teacher to spread idea..'l, re-emphasis teaching poillts, darify mis­
conceptions and develop new teaching points 

• Enable pupils to reflect upon and explain what tll('y have learrl('d and t.o clarify 
their thinking 

• Enable their pupils to revise and practise new skills acquiml ill nil earli('r part 

of the lesson 

• Develop an atmosphere of constructive criticism awl provide fc'pdlm('k nnd 
encouragement to pupils 

• Provide opportunities for the teacher to monitor aud ass('ss lite work of SOllte 

of the pupils 

• Provide opportunities for pupils to present ami disclIss key iSSIH's iu t.hdr work 

4.28 Examples of Long Explanations 

Session Two 

TEACHER "Right, okay then, I've got this objective what we're goillg to be thinking 
about really for the rest of this week er ... with poetry, awl what we'rc going 
to be doing today is to eventually, not so much today, we're cV('nt.lIally goiu).!; 
to write a haiku poem linked by theme or form. Er, we're lIot goilt).!; t.o writ.e 
a poem today, we're going to learn about haiku, which is a t.ype of POC'llI, 1\ 

Japanese type of poem. It's actually called a haiku. Right, hilS anybody hc'ard 
of a haiku? (Some children put their hands lip) Wdl a haiku, /1." I've sahl, is 
a Japanese type of poem, and it's a very, very short poem actually HI/ule lip 
of three lines ... three lines, which is really short, which I know sOllie you like, 
some of you prefer to write smaller poems. And it was actually It Mn .. "t.('r Basho 
who lived in the 17th Century actually formed the hniku, t.his sort of 1)()C'Ill, so 
what he would do ... have you got those mat.ches for me t.il('re? Sorry, so what ite 
would, Master Basho, he would write, somet.hing about llature, about f('Plillg. 
He'd sit there, and there and then he'd write about a mOIllCltt, alHl t.1H'n about 
nature, and then about a feeling, and he'd have a caudle, wry lllll('h like t.his 
one, and he'd be sat down just as you are now. And he'd sit 1.11('1'(', and Iw 
would light the candle, and then he'd almost do like a lIl('(lit.nt.ioll, 1Iot qui\'(" 
but he would sit there and he would renlly t.hink about sij.!;ilt, what he ('ould 
see all around him in his garden, the smells, t.hi1l).!;s t.hat he could sml'll, t.hillgs 
that he could hear. And he found by lighting t.he candle (TmciU'r lights the 
candle) that he could focus his mind by looking at the candle, he would focus 
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his mind on the sights and the sounds and the smells arolllul hilll. Theil he 
could write his very small haiku, his very small JapaI\('se ... po('IIl. Now you 
just sit there, and really, really concentrate. So while he WH.<; sit.tillg down 
he would close his eyes, he was focusing on sounds, the birds, maybe tlw fish 
splashing, the coy carp splashing in the pond, or maybe he would think nbout 
the smells that he had, the banana tree that he hac! growillg, nlHl the sllH'lls 
that were around him in his garden and then he would Opl'U his ('Y!'S !LillI he 
would look at stuff, and then there and then he would writ.e his pOPIIl. lip 
didn't leave it and then go back home, back into his hilt and writ.e his PO('IIl, 

he w{)uld sit there and write it. Now Master na.sho, awl this isn't 1II1l<le lip, 
this is true, and he had a lot of followers, new students who wOllld Ulll COlli(' 

to his hut, where he lived, and they would come out, and thry wouhl writ.e 1\ 

poem, and they'd also learn about haiku, and they'd learn how t.o HPJH·(·dat.l' 
the very simple things of nature around them. It might be sOlrwt.hillg n,<; simple 
as ... a worm moving through the earth. It might be as simple as 1\ lIHIV{'Il\('llt 
of a leaf in the garden. It wasn't anything complica.t(·(l, 1Iat.('r Ba,"iho didn't 
like poems that used really complicated difficult language. lIe lik(~(l sOIll('t.hillg 
simple. He actually said something like 'Using IOllg words isn't good )lol't.ry. 
What you should is just capture the moment a .. "l you s('e it thl're 111111 t.hl'n. 
Don't try to make up a really long and complicated word, that's Ilot what you 
see there and then. You see it as simple'. Okay? That's what MII.<;\'('r BII .. "iho 
did, and that was over three hundred years ago, awl haiku mc st.iIl writ.t('ll 
today. And okay, it might have started with Japalwse lwople, that's wh(·!'e it 
originated, but obviously English people write it as well. I'm going to show 
you a couple of haiku in a minute, but I'm just going to show you It particular 
thing. I'm going to put it up, no actually, it's to remiud YOlll's('lf of what 
a haiku is. As I've said there it's a tiny PO(,Hl filk(l with It low of nat.m{'. 
Japanese haikus have seventeen syllables in three liul's, alld a.s I've wriU!'1l 
here it goes five, seven, five syllables. That's a JapaIwse haiku. SOlIl(~ English 
translators, people who translate Japanese haiku, particularly .JaplUJ('se haiku 
into English, and they translate it into English six, fOllr, fiw, two b('{'I\lIs(~ th,y 
translated the Japanese language and they translat.e it so t.hat it fits that fiv(', 
seven, five but later translations however fl'el free to use allY word first, so 
they, they actually feel normally like it's shorter than seven\'('(,11 syllallll's Illld 

it's called free form haiku, that's free form. So sOllie of the ha.iku that you s!,p 
today, and over the next few days, they might not have the strict S!'VI'IIt.!'('n 
syllables, they might have shorter. So that's why I said about translators, bllt 
there are some people who write it, write their own haiku, as you !In', awl you 
might choose, no, in fact you might say 'I would like to do it ill It .JapnlH's(' 
style using five ... is it five? Five? Five, seV(,Il, five' or you might t.hiuk 'No, I 
find that too hard so I'm going to do the free form haiku'. Okay? Hight, what. 
we're going today is have a look at some of thesc haiku, Hnd 0111' of these is Illy 
favourite um ... we're going to read them, and these were actually haikll Writ.t.I'1\ 
by Master nasho. Urn ... 'nasho', I think I've got this right, I'll haw t.o du'('k 
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this, I think it actually means 'banana tree' beCltllHe Ma.Hter Ba. .. ,ho, Wi I Haid 
he sat in his garden and lit a candle, he had a banana twc aH wdl h(~ lIs!'d to 
often, you know, write his haiku about .. .let's have a look at OIlC th('1l so you 
can see, you know, what they look like. Wha.t have we leamt ahout t.he haiku 
then? What have I shown you? What have you learnt? Anything to do wit.h 
haiku. Alice?" 

Session Three 

TEACHER "Okay. But things like that you come across, don't worry about it whilt~ 
you're writing it. You can check that later like I'm going to. Okay, HOW what 
we're going to do then, cos we need to move on as we're running out of tillie, is 
we are going to have a go at writing for the first time your haiku. Now TII.bl<~ 
One and Two I'm going to ask you er to work with the person sitting IH'xt to 
you, urn, and choose, well either an idea that you've put down or ('ho()s(~ Illl 

idea that I've got on here, you begin to form your own haiku. AliI WlIllt fOl'm 
you, listen, is to have three lines and have it ill the prest'lli. t.('lIse, just t.hos(', 
so see if you can get on with that. Alright? You can usc nllY of t.he id('lUi t.hat 
I've written down here to help you." 

Boy "Can you do the others?" 

TEACHER "You can include the other one's, of course you can, hut what rIll sayillg 
is when I come to mark your work I'm definitely lookiIlg for thosp two. \Vill , 
the middlies, sort of the in-bctweens, what you're goillg t.o do, I Wllllt you to 
try do this on your own. You're writing your own haiku, so I wouhllike you t.o 
try and suggest a season, as well as t.he prescnt tense, anel your t.hn'c lilH'S. Tlw 
others of you, you have to include every, well no IIot everyonc, that's prohahly 
a bit too much, as much as you can on there. I don't lll<'lln in just 011(' haiku, 
you might be able to write a few in the next fifte('1l minut.es, but. you 1\('('<1 to 
have a go at seeing if you can include, particularly those silort vowel sOIllHis. 
See if you can have a go at using those, and the contrast, that's what I trit'<I t.o 
do here. Would you like me to play the music quietly while you're nil .. .! will 
put, the thing is you're talking in a pair you'll have t.o whisp('l'. OPt'll yo1ll' 

books then, you may want to write in pcncil. You won't writ.e a p('rf('('l haiku 
straight away, not for your first line anyway." 

Session Four 

TEACHER "Good. Er, like a gap sometimes can creat.e stilhwss wit.hin t.l\(~ 1)()('1l1. 

Er 'This stretch of water, dash, the frog JUIllped'. SOlllctliillg like t.hnt ('1', to 
create stillness or a slowing down to help emphasise t.he pace of your i>()('lll. So 
what we're going to do then is we're going to go to 01ll' gardell an'a, we're going 
to sit down, we're not going to have long out therc so you Il(,t'd to Ill' fO(,lIs('d 
and out there we are going to sit down very calmly, awl we arc goillg to t.hillk 
about the sights, smells and sounds that we can lwar awl S('t) /llld sllH'lI, nil 
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the senses, and like I showed you yesterday, on the board here, you're goillg to 
write down maybe some words together, maybe just the odd WOl'll, just putting 
down for your own haiku. It might be the odd word, then you l11ight Wltllt 
to see if you can link those words together to capture an image a 1Il01lH'llt ill 
time. I'm going to be er doing one as well while I'm out there, so we nl\ lII'I'(1 

to be very quiet, and sit together focused. Some of you might Wllllt to look nt 
a particular part of a bush, YOIl might want to look at maybe the 1II0V('IlH'llt 
of a small insect or something. It doesn't really matter what you're goillg t.o 
do, as long as you think about the sights, the smells, the sounds all /U'OII1Hl 
you. (Deputy Head comes in and hands a slip of paper to t(~adl('r nllt! mak('s 
a comment about it). It is our I.T time fl.<; well nlHl we have got. that uutil 1,('11 

to, so hopefully we'll spend a little bit of time outside, not wa.-;t.ing time, nIHI 
then type up our haiku on the computer. So can we have, ma.ke Sill'£' you've 
got your pen, and your board and your slip. Let's line lip." 

4.29 Recapping Again 

Session Three 

ALICE "It's got three lines." 

TEACHER "Three lines, yes. Yes?" 

BEN "One has five, seven, five syllables and the other d()('sll 't." 

TEACHER "Free form and strict form, one that actually sticks to HeV('lIt('('II. Sam'?" 

SAM "When you wrote a poem, he didn't like it complicate'd." 

TEACHER "Good." 

SAM "He liked it simple." 

TEACHER "He liked it simple. Well done. Abby?" 

ABBY (Can't hear) 

TEACHER "What was it about?" 

ABBY "Nature." 

Session Four 

TEACHER "Right, who can remember then what we we're lookillg nt Y('H\.('l'Ilay ill 
our literacy lesson? What were we looking at? Paul'?" 

PAUL "Haiku." 

TEACHER "Haiku. And what is a haiku? What is a haiku? Sarah'?" 

SARAH "A three line poem urn, and it has sev£'utpen Hyllabh's." 

TEACHER "Good girl. What things do we think about to do with a haiku'?" 
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SIAN "Can I say that Master Basho did them'?" 

TEACHER "Um, yes you can. They were performc<i by Ma.st.er Ba,'iho, inv(,lIt.c<i I 
should say by Master, Master Basho. Sam'?" 

SAM "Master Basho doesn't like you using urn long words." 

TEACHER "Right, he doesn't like things complicated, long words, that are UIllU'C-

essary. He likes things to be kept er quite simple as well. Tom'?" 

TOM "There's strict form or free form style of writing haiku." 

TEACHER "Right, and what's the free form version then'!" 

TOM "When you write it, you don't worry about the syllables." 

TEACHER "They don't have to be seventeen do they. Good, and you?" 

BoY "Master Basho tries to urn capture like Olle particular mOlllcnt in nat.ure SIIY 

like a feather blowing in the wind, he'd t.ry to capture that HII<i Pllt it in dptnil." 

Session Five 

TEACHER "Er, please quickly recap on all those things then that we said W('lIt illto 
a haiku, a haiku poem. Ryan?" 

RYAN "Suggesting a season." 

TEACHER "Suggesting a season ... er, not necessarily saying obviollsly lilli, C'rr 'It 
is winter', but perhaps suggesting by mentioning somethillg that O(TllrS in 
winter, maybe the falling of snow, things like that. Jamie'!" 

J AMES "Three lines." 

TEACHER "Three lines." 

JEM "Something to do with nature." 

TEACHER "To do with nature, to do with a love of nature, to do with sOllll't.hillg 

about nature." 

GIRL "Keep it in the present tense." 

TEACHER "Keep it in the present tense. Make the situation you ('npturc th('r<~ alld 
then. William?" 

WILLIAM "Urn, no complicated words." 

TEACHER "Yes." 

WILLIAM "Have simple sentences." 

TEACHER "Yes." 

WILLIAM "And have seventeen syllables." 
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4.30 Literacy Planner for the Week of the Haikus 
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4.31 Worksheets for Session Two 

Level Five 

Objective: To write a sequence of poems linked by theme or form 

The following are set out as haiku poems, in thenwd pairs, bllt sOllie of (ht'lll /tl"<' 

explanations which are not really suited to be poems and would he Illore appropriate 

as sentences in essays. 

Which one are the images, and which arc explanations? Write 'imH.)!;e' or \'xplalla­
tion' next to each one. Describe what the images arc capturing. 

Nature and religion 
To live is to suffer, 
religion offers comfort 
and hope 

Contending­
temple bell 
winter wind 

Looking 
Telescope­
eyeful of haze, 
three pence 

You can't always 
find what you seek, 
as you'd hoped 

Shopping 
Swinging homeward 
with my shopping: muddy leeks 
the weight in the ba.<;e 

It is a pleasure 
to buy good food 
and plan a meal 

From reading the above explanations and images explain what the k<,y difl'('J'('lu'(' 

is between image and an explanation. 
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Level Four 

Objective: To write a sequence of poems linked by theme or form 

Here are some haiku written by Master Da.<;ho. Read the poems and writ.e n. SPIIt.ellC'C 
or two under each one explaining what the image is about. The first olle ha.s h(,(,11 

done for you. 

1-
The petals tremble 
on the yellow mountain rose­
roar of the rapids 

This haiku is describing a fragile rose in contrast to the strellgth of t.he mOUIl­

tain rapids. The force of the water causes the petals on t.he rose to move. Tt'('lIIble 
is a reaction verb to the rapids roaring. 

2. 
An inch or two 
above dead grasses 
heat waves 

3. 
The shallows-
a crane's thighs spla.<;hed 
in cool waves 

4. 
Ice in the night-
the wat.er jar cracks, 
waking me 

5. 
With what kind of voice 
would the spider cry 
in the autumn wind? 

Which is your favourite haiku and why? 
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Level Three and Below 

Objective: To write a sequence of poems linked by theme or form 

Here are some haiku written by Master Ba...,ho. Read the poems and writ.e It S('IIt.('II(,C 

or two under each one explaining what the image is about. The first Olle hn.<; 1)(1('1\ 

done for you. 

1-
The petals tremble 
on the yellow mountain rose­
roar of the rapids 

This haiku is describing a fragile rose in contra,st to the strength of tl\(~ 11101111-

tain rapids. The force of the water causes the petals Oil the rose to Il1ove. 'Ih'lllblt~ 
is a reaction verb to the rapids roaring. 

2. 
In the moonlight a worm 
silently 
drills through the chestnut 

3. 
A dragonfly, trying to­
oops, hang on to the upside 
of a blade of grass 

4. 
Ice in the night-
the water jar cracks, 
waking me 

5. 
With what kind of voice 
would the spider cry 
in the autumn wind? 
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4.32 Haiku Checklist 

Level Five 

• To recreate the essence of natural experience 

• In present tense 

• Three lines-17syllables or less 

• Suggest the season 

• Smells sounds 

• Constrast-big and small, rising and falling, delicate and unyicldillg 

• Long or short vowel sounds, e.g. crow or hop, to empha.sise nWllllings of Hlow 

and long or quick and short 

Level Four 

• In present tense 

• Three lines-17syllables or less 

• Suggest the season 

• Contrast-big and small, rising and falling, delicate and ullyiddillg 

Level Three and Below 

• In present tense 

• Three lines-17syllables or less 

• Suggest the season 

4.33 Headed Paper for All Abilities to Write lIaikus 011. 

The Four Season Haiku 

Spring 

Summer 

Autumn 

Winter 
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4.34 Teacher Shows Anxiety Over Writing. 

TEACHER "So try and get some contra.'lt in the haiku. Now you've got to n·nlly now 
imagine your in a rainforest, so, we need to be very quiet, we're going to put 
the music on, we're going to look at these images .. .it's going to be quit.e hard 
actually, cos I've got to put the images up and I've got to think, but that's 
okay, I've got to begin to ... write a haiku. Now can I just say something, for 
me doing this I don't think I've ever written a haiku before. I don't think I'm 
going to be able to write it straight down, but what I will do, and you mil 

watch me doing this, is just maybe jot down some ideas, words, things like 
that that come into my mind. You are going to write down iden.'l fl.'l well, not. 
on your whiteboard cos it'll take too much time, so turn to the back of your 
books." 
Music is switched on and teacher writes Oil board. 

TEACHER "Yes, I did that as well. Can you put the lights 011 pl<'ase, Pdpr. Now 
what want you to do now is look at the whiteboard, I'm jm;t going to write 
down notes really, I'm going to use this now to help me write a haiku. I've 
never written one before. I hope I will improve during the week as you will I 
hope. Er, so er I'm going to have a go at doing this olle now. Urn, what we're 
not going to worry about urn, at the moment is er whether or lIot we write 
seventeen syllables. We have to try to keep it er, we can try to, I'm struggling 
to say it, we don't need to restrict ourselves, we don't ne('d sev('ut('('n, I don't 
care about what we do we those, but we want a haiku with three lillCS, so we've 
got to restrict, you know, make sure that we've got the right lIumber. Right, 
so if you could turn, if everyone can turn this way and look now, I'IIl going t.o 
have a go at writing one, and if you're not looking at me you're going to find 
it very difficult. Now, what I'm want to try to include, using that ('hcck list is 
some certain sounds, which we heard earlier. Now We couldn't g('t the sIllclls, 
we could get the sounds, but we couldn't get the smells so we have to ima.gine 
those. Master Basho was very fortunate in that he had those things. Okay, 
while I did make those notes thought, I tried to think of contra.'lt, awl th!'re 
was one where I just scribbled down here, er, I'll just reltcl it 'Rising bark, 
falling' I wrote 'Falling, tumbling green' er I got that from olle of t.he ima),.';c's 
where you could see a very, very tall tree, and it was as if the cllnwraman WIl..'i 
looking up, and sawall the green hanging around, alld that wa.s, that was, 
sort of stimulated a thought to me, and made me think of that cont.rast th!'l'<'. 
Okay? So I'm going to use that one as my starting point. Er ... so I 1H~('d to 
have three lines, try and put three lines, see if I can get some contrast in wit.h 
smell and some sound. Right, so if I pick out rising, then I can nse t.he words 
leaves tumbling, and that would be a good contrast for me. Dut I c!on't jllst 
want to put rising bark, I might want to ... how do I picture that bark? I ('lUI 

picture it quite rough, and the leaves are quite soft. Ahh, that would be good 
because I'm going to get my rise and fall, and then I'm going to get my roll/1;h 
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bark, and my tender soft leaves. I'm going to use that idea. Er... 'H.isillg 
bark' (teacher begins to write this up on board) and cr 'rough', good, cos 
it feels rough. 'Rising bark, rough ... Fragile leaves .. .faIling'. I'm going to say 
something 'An agreeable pair'. Agreeable, how do you spell t.hat? Agr!'c .. .I'm 
not too sure about that spelling, so I'll have to check that one. I think it's 
like that, but I'm going to have to check that. 'An agreeable pa.ir'. Right, 
what I'm going to do is exactly what you're going to do in a minute. Alright? 
You're just going to write something down. I'm not going to leave it like this, 
although that's the image, a moment in time, I've captured, from list<millg t.o 
the music, and the images. Now I want you to think more about t.he checkliHt.. 
Could I include perhaps a smell in there. Could I include a sIIIell? Wha.t do 
you think? Well, bark, bark does have a smell, leaves do as well. Olt .. .! don't 

know. 

4.35 Poem Used in First Literary Event. 

Autumn Gardens 1 

Under a cold, damp stone 
A thoughtful frog 
Dreams of rainy days to come. 

Behind the old shed 
A family of Hedgehogs 
Is dressed in autumn leaves. 

In the compost heap 
A thousand beetles 
Build a mighty city. 

Over the rooftop 
The bonfire sparks 
Spread like bright seeds. 
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4.36 Weekly Event Plan 

- --
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4.37 Short Introduction to the Session 

TEACHER "We're going to look at poetry, and we haven't looked at poetry in qllite 
a while. Okay, we're going to look first of all, we're going to do our word kvd 
work first, and then we're going to look at our poem. Okay, we're going to 
look at preposition, so can anyone tell me what prepositioll is? There .. h'remy 
tells me that he could so, yeah?" 

JEREMY "It's like it's related to like, urn, behind, by the side or in frouL" 

4.38 Teacher Questions Children 

TEACHER "What else could we have? Under? Andy? Opposite of under'?" 

ANDY "Below." 

TEACHER "Opposite of under?" 

GIRL "Over." 

TEACHER "Okay err ... Jeremy. Where is it in relation to Jeremy's face? Oh hallg 
on, we've had over. Let me think of another one err ... (puts it behiud)" 

Boy "Underneath," 

TEACHER "Underneath, good. Let's think of some more preposition words in rda-
tion to where the lid might be, Andy?" 

ANDY "Down and up." 

TEACHER "Up, down. Right, Yep?" 

Boy "Inside." 

TEACHER "Inside. Opposite? Opposite?" 

Boy "Outside." 

TEACHER "Outside. Good. All good preposition words that we'll be using in Ol\f 

own poem later on." 

4.39 Teacher Asking Pupils About Structure and Stylis­
tic Features in the Poem 

TEACHER "Right, okay, What sort of pattern docs this poem then follow'! Whnt 
are the stylistic features of this poem we can see that we like? Kelly,!" 

KELLY "It's about autumn where, autumn where the animals like, try to filld a 
home." 

TEACHER "Okay, It's about the garden, where the animals are in the garckll. Good. 
Andy?" 

ANDY "Um ... good vocabulary." 
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TEACHER "You like the vocabulary. Can you find one you like?" 

ANDY "Um .. .like ... um ... 'I3uild a mighty city'." 

TEACHER "'Build a mighty city.' So what, what's the word there that you like 
exactly?" 

ANDY "Mighty." 

TEACHER '''Mighty', you like the use of the word 'mighty'. That'::; fiIle." 

4.40 Teacher Encouraging Pupils to Think of Dull Ad­
jectives 

TEACHER "It's too plain. Okay, let's have a look at. the first wrs(\ and 1<'1,:; s('e 
if your argument is justified. 'Under a cold damp ::;tOlIe, A thought.flll frog, 
Dreams of rainy days to come'. What do you think I like about that first. 
verse? Joshua?" 

JOSHUA '''Thoughtful frog'." 

TEACHER '''Thoughtful', right. What could you have used inst.ead t.hat might not 
be as an exciting word choice? 'A thoughtful frog'- well it lllllst be 11 frog 
thinking. Do you ever think about a frog thinking, sat on its lily pad going 
'Mmm'? (Some children laugh). No not particularly? What word could YOIl 

have used if you were going to be a bit boring about it? A 'what' frog?" 

Boy "A green ... " 

TEACHER "A green frog. Yeah go on, be more boring than that. What's the most 
shocking adjective you can think of?" 

ANDY "A bored frog." 

TEACHER "A bored frog. I think that's quite good, something like t.hat. A bored 
frog that has nothing to do with his day, but sit there all<l look mound. 
Jeremy?" 

JEREMY "A wet frog." 

TEACHER "A wet frog. That's a bit obvious, isn't it? 'Thoughtful' is a litt.le bit 
more abstract, a bit more removed from the, from what you St'e. Yes, Joshua'?" 

JOSHUA "Plain? A plain frog?" 

TEACHER "A plain frog. Yes, can you think a little bit more boring? What. would 
be the most boring word beginning with a '1>'?" 

GIRL "A nice frog." 

TBACHER "Nice, ohh that would be good, a nice frog. What's the word I have 
beginning with a 'b'? Three letters." 

SEVERAL CHILDREN ANSWER AT ONCE "Dig." 
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TEACHER "A big frog." 

4.41 Teacher Picks Word for the Class to Discuss 

TEACHER "Okay, let's think of another frog word from our list right there. What 
about a romantic frog?" 

CLASS "Yeah." 

4.42 Teacher Highlights Poetic Feature 

TEACHER "Okay, very good, and 'Over the rooftop, The bonfire sparks, Spread like 
bright seeds'. Now what's been used in that la • ..,t verse, Amy?" 

AMY "Err ... " 

TEACHER "No? Jeremy?" 

JEREMY "Simile." 

TEACHER "Simile. What's been compared to what then'!" 

JEREMY "The bonfire sparks to bright seeds." 

TEACHER "The bonfire sparks to bright seeds, good." 

4.43 Scaffolding by Teacher 

TEACHER "What are the other words that we had there? A feared frog. Janl<'s, 
what would a feared frog dream of?" 

JAMES "Err ... fighting." 

TEACHER "Yeh, fighting what?" 

J AMES "Other frogs?" 

TEACHER "A, a feared frog dreams of fighting otlH'f frogs'! Can you ('xplain t.hat 1\ 

little bit more?" 

ANDY "Toads, toads." 

JEREMY "Toads, toads cos they're bigger than frogs." 

ANDY "Yeah." 

TEACHER "Right, could he be fighting? Can you t.hink of a bdt('r wonl than fight­
ing?" 

ANDY "Battering." 

TEACHER "Battering. Okay, much better, okay, much bett('r." 
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4.44 Teacher Repeats Back Answers 

SEVERAL CHILDREN ANSWER AT ONCE "Dig." 

TEACHER "A big frog." 

Boy "Little?" 

TEACHER "A little frog." 

ANDY "A dead frog." 

TEACHER "A dead frog! (Laughs) A dead frog thinks of nothing." 
All class laugh. 

4.45 Teacher Allows Pupils to Work Through Ideas 

TEACHER "It's really good, but can we make that a little hit bett.er even. A IOlldy 
frog dreams of a best friend." 

JOSHUA "No, dreams forever of a best friend." 

TEACHER "Dreams forever of a best friend. Okay." 

GIRL "A lonely frog dreams of the time when he will, he will have a family." 

TEACHER "Okay. A lonely frog dreams of ... " 

SEVERAL CHILDREN "Having a family." 

TEACHER "Having a family. Yeh, you need to shorten that down cos that's getting 
quite long. Joshua?" 

JOSHUA "Eventually having a best friend." 

TEACHER "Yeh, okay. We don't want too many extra words." 

GIRL "Longs for." 

TEACHER "Longs, that's good. A lonely frog longs for a b<'st frimd." 

4.46 The Teacher Introduces Next Task 

TEACHER "Right, you're going to have a go at writing your own gnrciPll pOPIll. \Vhnt 
things do you find in your garden? Becamie when you're writing I t.hink it's a 
hard, it's one of the hardest things to make things up whpn you can actually 
use things that are in your own experience, things that you've actually S(,(,ll. 

What's in your garden, and I'm not talking ahout your wdlil'S (Class laughs). 
Keith, what's in your garden?" 

KEITH "Stones." 

TEACHER "If you haven't got a garden then you can think about the park" 
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4.47 Teacher and Class Discuss Ideas for First Stanza 
of Class Poem 

TEACHER "Behind the gloomy shed .. .I'm using this as a writing framc. Bl'hiIHI the 
gloomy ... we've got two adjectives there haven't we? Do we want gloomy or 
do we want that other one there? We like this? A ... what's behind that slH'd 
then?" 

TEACHER "Kelly?" 

KELLY "A bunch of...cuddly fox cubs." 

TEACHER "Right. We're only thinking of a short onc here, okay. 'A th01lghtful 
frog' 'A family of hedgehogs' 'A thousand bed,les' 'The bonfire sparks'. Y('s'!" 

NIA "An army of ants." 

TEACHER "Behind the gloomy shed, An army of ants. Is that your line Nia'!" 

NIA "Yes." 

TEACHER "An army of ants. Alright what might they be doing hehind that sh('d'!" 

JEREMY "Marching." 

TEACHER "They might be doing drill practice, mightn't they? What are they doillg 
behind that shed?" 

GIRL "Collecting food for the winter." 

4.48 Teacher Discussing Word Choice with Pupils 

TEACHER "Collecting food for the winter. Behind the gloomy 8lwd, An army of 
ants, Collecting food for the winter." 

TEACHER "It's quite long. Can you shorten that?" 

SEVERAL CHILDREN "Collecting ... " 

TEACHER "Can you shorten that though?" 

Boy "Collccting food." 

TEACHER "Something food for thc winter - one word. Not collect." 
(Several children experiment with words) 

TEACHER "Mm." 

GIRL "Collects." 

TEACHER "Hang on, let's write that down. Collects food for thc winter. Can you 
shorten that?" 
(Several children read line through to thcmsd ves) 

TEACHER "Can you get rid of 'collects food' and think of onc word'!" 

Boy "Scrumptious food." 
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TEACHER "No, think of getting rid of 'collects food' altogether and think of another 
word." 

GIRL "Gets food for winter." 

TEACHER "No, think of getting rid of 'collcct' and 'food' and try to find one word. 
Kelly?" 

KELLY "Gathers." 

TEACHER "Gathers .. .for the winter?" 

SEVERAL CHILDREN "Yeh." 

TEACHER '''Gathers for the winter' sound alright? Yeh? Instead of 'Gathers' I was 
thinking 'Prepare'." 

ANDY "Prepare for winter." 

TEACHER "An army of ants prepare ... " 

JOSHUA "For the winter." 

TEACHER "For the winter. So it makes a little bit shorter. Does that sOUlHI 1><'st 
or do you like it the other way?" 

SEVERAL CHILDREN "Err ... " 

TEACHER "It's whatever way you feel happy with." 

Boy "That way." (Points to 'prepare') 

4.49 Discussing the Second Stanza 

TEACHER "A cluster of worms. Are doing what? Something relating to a wrb 
please. A cluster of worms are doing what? (Children say lines to thelllseiws) 
Think of a verb here? Are they dreaming? Are they thinking? Are they 
playing? What are they playing, Greg?" 

GREG "Urn, they're playing hiding" 

TEACHER "Oh, they're playing hide and seck." 

GREG "Yes." 

TEACHER "With the birds." 

SEVERAL CHILDREN "Yeh!" 

TEACHER "Okay. 'Play' put the word 'Play hide and seek'. YeH? Can ltllYOIIC 
improve that last line? 'A cluster of worms play hidc and seek'." 

JOSHUA "They playa game called hide and seck." 

TEACHER "Playa game, yes. I don't mean to make it longer cos I like the kngth, 
but can anyone think of, maybe they're not playing, maybe they're doillg 
something different. Andy?" 
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ANDY "And build a house?" 

TEACHER "Build a house? Could be, yeh." 

JEREMY "Wriggle pensively." 

TEACHER "A cluster of worms wriggle pensively. Okay, I like t.hat. That's quite 
nice. Any others? We're not saying what the worms look like th('y're doillg." 

SAM "They're ... doing nothing." 

ANDY "Slithering." 

TEACHER "Slithering? Where are they going if they're slitherillg'!" 

ANDY "To their home." 

TEACHER "To their home? Where else? Where would they be goillg'?" 

GIRL "Best friend." 

TEACHER "Their best friend's house. Right, okay, 'A dWii.('r of worms, Move to 
their friend's house for tea'. Can you think of shortening that one? 'A dllst.('r 
of worms ... '" 

SEVERAL CHILDREN "Go for tea. Go to tea with their friends. Visit t.hl'ir fri<'llds." 

TEACHER "Visit their friends?" 

GIRL "Yeah." 

TEACHER "Yes, that's good." 

4.50 The Teacher Guides the Discussion 

TEACHER "Right, okay, pick another animal then plea.se. Pick Ill10tlwr Ilnimal in 
your garden." 

GIRL "Wasp". 

TEACHER "Wasp. Now what preposition can you use for wasp, do you t.hink. llow 
can we start this one?" 
Rather than discussing the behaviour and characteristics of n wasp, t.he t(,lt('h('r 
began from a preposition and how that related to its position. 

TEACHER "How can we start it? For wasp?" 

GIRL "Above." 

TEACHER "Let's go with above. Lorna? Above what? \Vhat arc t.hey above first. of 
all? What are they above? Nia?" 

NIA "They're hovering." 

TEACHER "What are they hovering above? Yeah." 

GIRL "Their nests." 

TEACHER "Right, okay, but you don't see them up in your back garden." 
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SAM "Yes." 

TEACHER "Not, not very often." 
Though Sam had a relevant point the teacher disreganh~<I it for she S('('III('<1 

to have other ideas that she wanted to focus upon. She appeared t.o swit.ch 
from fantasy to literal when it was a point she wanted to make or an hl('/t 
she wanted develop. For example, previously she had sai(l that the lints cOIII,1 
have been performing drill practice, which was fanta.sy, but now she tllnl<'d to 
literal reasoning over the wasps' nests, claiming that YOll did not s('e t.iI('1ll wry 
often. This not only made it difficult for pupils to !>J'('dict what YOIl colll,1 Of 

could not contribute, but also went against the notioll t.hat til('y w(')"c brillgillg 
ideas from their own experiences. 

TEACHER "Yes?" 

GIRL "Above the green grass flies the ... " 

TEACHER "Above the grass? Flying above the gra..'is? Y('s, it could b(" t.hat's tillC. 
Cherie?" 

CHERIE "Above the flowers." 

TEACHER "Right. Above the flowers, a wasp/bee or a single 1)('('7 Is it, n sillgle bpI) 

or a lonely bee?" 
Suddenly, but subtly, the teacher changed the sllbj(~ct maU('r without dis(,lIs­
sion, and tried again to focus the children in the direction of hef illt.e)Hk,1 
development. 

SEVERAL CHILDREN "Single." 

TEACHER "Right. Above the flowers, a single hee ... is doiug what?" 

Boy "Is in search of a friend." 

TEACHER "Right, we've had that before. Let's think of a simile. What dOt's the 
bee actually look like?" . 

ANDY "It's when, when it collects pollen." 

TEACHER "Right. Above the flowers, a busy bee colleds {>011(,11. Like'?" 
The teacher then added her own adjective to describe the IH'e a.s 'bllsy'. 

ANDY "For honey." 

TEACHER "No, I think we were going to think of a simile there, w('rcn't we?" 
The use of 'we' was deceptive, for it was the teacher who had d('ci(kd t.hat 
they must think of a simile. 

SEVERAL CHILDREN "Like .. .like ... " 

TEACHER "How do they move? How would you describe a IH'e'? llow, how clo b(,(,s 
move? Sorry? Can you not all shout at once? Put YOllr hawi 1Ip pl(,ltse, 
Greg?" 

GREG "Fidgeting in the air." 
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TEACHER "Fidgeting? Okay. But how docs it actually move? One word to <in:·;crihe. 
That actually was quite a nice word. Above the flowers, a single iwe fidgPl.s ... " 

Boy "Yes." 

JOSHUA "Through the air" 

TEACHER "Fidgets ... through the air. Yeh, that's all right. Andy'!" 

ANDY "Floats ... through the air." 

TEACHER "Floats through the air like what? What floats'!" 

Boy "A feather." 

TEACHER "Yes. Don't think about what floats in the air, think about what f1oat.s 
in something else?" 

AMY "Like a boat..." 

TEACHER "Like a boat through the ... '?" 

AMY "Through the water." 
The teacher again heavily directed the conversation, and this was r(,{l(~et<'d ill 
the next passage of discourse when a pupil read hack the line and h<'<'l\llW 
confused with what had been accepted and rejected. 

TEACHER "Lovely. Can you say that out for me'!" 

AMY "A ... " 

TEACHER "Above the flowers." 

AMY "A busy bee." 

TEACHER "A fidgeting bee." 
Amy recited the adjective the teacher had suggested previously, but the t('adl<'r 
decided to include the pupil's suggestion instead. 

AMY "A fidgeting bee ... floats through the air like a boat fioats through the wnt,<'r." 

TEACHER "You didn't need to say 'floats' twice. Yeah, that sO\llI<i<'d lowly." 

It was a confused and uncertain reading, generated by the teadH'r's cont.ribution, 
and as such received both criticism and praise. 

4.51 Peer Support 

JOSHUA "Julia, if you can't find it'll be in here (Ref<'rring to anot.h('r di('tionary)." 

HANNAH "Where do snails come from'!" 

JEREMY "From the grass." 

HANNAH "What would you do as well as grass?" 

JEREMY "Don't know." 

HANNAH "What about here?" 
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JEREMY "A tree." 

HANNAH "Oh, I've already done that." 

4.52 Talk off Task Regulated By Others 

JULIA "I don't like drawing in a straight line." 

ANDY "That's in your Maths book." 

JOSHUA "What?" 

ANDY "That book. Maths book. 1 wonder what it's about." 

JEREMY "Why aren't you doing any work?" 

ANDY "I'm thinking." 

JEREMY "Out loud." 

ANDY "I'm thinking (laughs)." 

4.53 Talk off Task Regulated by Those Involved 

JULIA "I bet you don't know how to do these? (Drawing a mnths symbol ill the 
margin of the book)" 

ANDY "Yeah, 1 do you know." 

JULIA "You don't." 

ANDY "I, 1 don't do it like that. I do it like this." 

JULIA "I'll do it again." 

ANDY "Go on then." 

JULIA "Oh, 1 can't do it now." 

ANDY "It's easy. Look, you just go like this, and you do an 'a'." 

JULIA "I don't know the 'and' sign." 

ANDY "Just do it round there, and put that round there a bit." 

JULIA "I don't do mine like that. 1 do, 1 do ... an add sign." 

ANDY "Freezing water." 

JULIA "Between the pipe and the wall, A small insect, Grows more awl more." 

4.54 Pupils Decide on Order of Stanzas 

JOSHUA "Nia, what order do you think?" 

NIA "Okay, 1 think it should go ... what do you think?" 

ANDY "1 think Hannah's should go first. Hannah ShOlli,l go first." 
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NIA "Hannah then Andy." 

TEACHER "And stop." 

JEREMY "Then you." 

TEACHER "Right, if we can have quiet, and all come and sit down IH're." 

ANDY "Then you, then Julia, then Jeremy, then JO/:;hua." 

JULIA "I'm last." 

ANDY "Why?" 

TEACHER "Stop." 

JULIA "Cos of my ending." 

JOSHUA "She's got 'home sweet home'." 

JEREMY "Yeh, she's got 'home sweet home'." 

ANDY "Yeh, she's last." 

TEACHER "Right now make it nice and clear plea • ..,c" 

4.55 Teacher and Pupils Discuss How to Respond to 
Work 

TEACHER "If you're working with a partner and we're sugge~ting illlprovern(,Ilt.~, 
what do we need to remember? What do we need to be careful of? If we're 
going to be telling people what they're doing wrong with thdr work? What 
do we need to remember? Joshua?" 

JOSHUA "Don't say all the urn things that aren't good, and sOllie that are good." 

TEACHER "Right, okay. So what maybe should we start with? Nia'?" 

NIA "Urn like you said before, be gentle about and YOIl don't IIIll tell t1wlIl like all 
their work is really bad." 

TEACHER "Right. Don't tell them everything that's wrong. You maybe pick t.wo 
or three of the main things that they can work on to start with." 

4.56 Teacher Asks Pupils About Poetry Books 

TEACHER "Do we buy many poetry books? Do you have any pc)('try books?" 

HANNAH "I've only got four." 

TEACHER "You've got four." 

HANNAH "Yeah." 

TEACHER "That's quite a lot isn't it. Some people haven't got any." 

ANDY "I got about ten." 
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TEACHER "You got about ten poetry books. Which poet.ry do you prefer'!" 

ANDY "Um .. .funny poetry." 

4.57 Pupils Talk On and Off Task 

JOSHUA "What alliteration can I use here?" 

JEREMY "Urn, urn." 

JOSHUA "Glistening gardens." 

JEREMY "Why's Rowan dumped you?" 

JOSHUA "Cos I play football too much" (Julia laughs). 

JEREMY "Oh." 

ANDY "I think, I think Abby dumped Sam a."l well, but I'm ... " 

JULIA "No, she didn't." 

JEREMY "Did she?" 

NIA "She did." 

ANDY "I think so because ... " 

JOSHUA "Why they sitting together then?" 

ANDY "Sam came over ... " 

JEREMY "Yeah, why they sitting together then?" 

JULIA "Yeh. You're lying, Andy." 

ANDY "I said 'I thought.'" 

J OSHU A "G listening gardens." 

JULIA '''Up the smooth step'" 

4.58 Pupils Exchanging and Developing Ideas 

JULIA "Would you say grass is shiny?" 

ANDY "Grass is not." 

JEREMY "I don't know." 

ANDY "Grass ... " 

JEREMY "No, but when it's been raining though." 

JOSHUA "Moist grass." 

JULIA "Moist." 

JOSHUA "Frozen grass .. .frosty gra."ls." 

380 



NIA "Soft and bouncy." 

JULIA "Yeah. Soft and bouncy." 

4.59 Teacher Directs Discussion 

NIA "What else is long-awaited?" 

TEACHER "Long awaited?" 

JEREMY "A cat." 

TEACHER "Sorry?" 

JEREMY "No." 

NIA "The sun, the sun coming out." 

TEACHER "Like a long-awaited sun after rain. The spriug after winter? Like It bride 
coming down the aisle?" 

NIA "Like, like the sun after the ... " 

TEACHER "Like the .. .if you'd like to think about that." 

JEREMY "Like the cheerful sun after the mh;erable rain." 

TEACHER "Yeh, that's better. Keep thinking." 

JEREMY "Um ... " 

TEACHER "What does the sun normally do if it's been raining?" 

JEREMY "Dry up everything." 

TEACHER "Sorry? Right 'Once I was long-awaited like the sun drying up t.he ... ' 
What does it dry up?" 

JEREMY "The washing." 

TEACHER "'Like the sun drying the wa.shing'. Oh, I dOll't know, that's going off 
the track a bit there now isn't it. 'Once I was long-awaited, Like the sun ... ' 
Think about when it's in the sky and when it's been raining. What's t.he sun 
doing to the clouds?" 

JEREMY "Evaporating them." 

TEACHER "Evaporating them, right, burning UH'm off isn't it. 'Onc!' I was loug­
awaited, Like the sun burning through the ... ' What?" 

JEREMY "Grey." 

TEACHER "'Burning through the grey'. That sounds good, well done." 
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4.60 Teacher Allows Pupils to Engage in Conversation 
Together 

TEACHER "How might you describe yourself using verbs? \Vhat wrbs would you 
use to describe what you were doing?" 

ANDY "Causing havoc." 

TEACHER "Causing havoc?" 

ANDY "Yeh, like biting kids' legs." 

TEACHER "You bite kids' legs?" 

JEREMY "Andy, it's about yourself." 

ANDY "Oh, human stuff! I thought we were rats." 

4.61 Teacher Encourages Pupils to Express Preferences 

TEACHER "'But now I'm bitten and chewed, Short and stubby, Sitting in the III>US('<1 

tray'. Or 'unwanted tray'. Which one do we want'!" 

SEVERAL CHILDREN "Unwanted." "Abused." 

TEACHER "Who wants 'unwanted'? Who wants 'ab\lsed'?" 
(Children put hands up to indicate preference) 

SEVERAL CHILDREN "Oh no." 

TEACHER "'Abused' has won the day." 

4.62 Teacher Mediates Pupils Ideas 

TEACHER "Okay, 'Soon, soon' what will happen? To the IWl1cilT' 

JOSH "Soon I will be a microscopic piece of dust." 

TEACHER "Ooh." 

ANDY "How can a pencil turn into a microscopic piece of dust?" 
Children start to argue amongst themselves: "'You can only Hilarp!'u it about 
that much'." 

TEACHER "Josh, can you explain your interpretation? Do you lll(,IUl it lit('l'Il.lIy or 
were you being figurative?" 

JOSH "Err ... " 

Boy "Figurative." 
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4.63 Poem Used in Third Literary Event 

Earth 

I am the Earth 
Once, forest covered my face 
Like a green beard, 
And great animals hunted in it. 
But now men come with sharp razors 
To scrape my tender skin, 
Leaving nothing but cuts and sores and stubble. 
Soon I will be barefaced and bald, 
And the hot sun will burn me. 
I'll never get used to it, 
Even if it is 
The latest fashion. 

4.64 Poems Used in Fourth Literary Event 

Storm 

They're at it again, 
The wind and the rain. 
It all started when the wind took the window by its collar 
And shook it with all its might 
Then the rain let it in 
What a din! 
They'll be at it all night. 
Serve them right if they go home in the morning 
And the sky won't let them in. 

Stormy Night 

Rumbling in the chimney, 
Rattling at the doors 
Round the roofs and round the roads, 
The rude wind roars. 
Raging through the darkness, 
Raging through the trees. 
Racing off again across the great, great sea..,. 
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Onomatopia Poem 

Ever been kissed by a toothless vampire? 
(gwall-smakktup) 
Ever thrown water on a Brownies' campfire? 
(splutsch-frisskress-kik) 
Ever caught your socks on a rusty wire? 
(pir-keressfrick-twick) 
Ever found and rolled an old car tyre? 
(coom-coom-roooo-roooo-roo-roofth) 
Ever jumped in a barrel for a cooling drink? 
(whee-sklundftlslansh-blurburb-drok) 
Ever bathed a baby in the kitchen skink? 
(splumge-splumge-thwogt-bunk-dribblcdub 
Ever smashed a clock with a heavy hammer? 
(whoo-powcrunchaduncklecrash-tinkle-bink-ink-k) 
Ever heard a barn owl stutter and stammer 
(t_t_tw_twhit-twhit-t-t-twh-twhoo-hoo) 

4.65 Poem used in Fifth Literary Event 

Rat Rap 

C'mon everybody, slap some grease on those paws. 
Get some yellow on your teeth, and go sharpen up your claws. 
Yeh we're rattin' up, rattin' up, raWn' up tonight. 

4.66 Teacher Encourages Pupils to Talk About EIna­
tional Responses 

TEACHER "Right, let's think about our own feelings of that pOPIIl? How did Wl~ fl'('l 
when we read that poem?" 

JOSHUA "Which one?" 

TEACHER "The first one. How did we feel when we read tha.t PO('IIl? JlUlI('S, ("111\ 

you go and sit over there please. Sorry? On this onc, how did you fl'd wh('11 
you read that poem? How did it make you fcel? How did it make me fel'lT' 

JOSHUA "Lifted". 

TEACHER "Yes, you were quite happy weren't you? Quite a ch('erful P(Wlll. Make, 
make you laugh, maybe?" 

SEVERAL CHILDREN "Yeah." 
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TEACHER "Yeah? Quite humorous? Hope you can read my words. What ahout 
the second poem? Andy?" 

ANDY "I like um kind of dark ... and stormy." 

TEACHER "It's quite a dark mood. Okay, thank YOIl. James, sit 011 It chair w}l('rc 
you can see, not behind the rest of the class. Sit on a chair I>ll'a.s('. I map.;<,s , 
right what images were created then? Joshua?" 

4.67 Discussing Meaning of Line in Poern 

TEACHER "Okay. 'A thousand beetles, Build a mighty cit.y.' Oh, what woul<l t.he 
city actually look like?" 

SEVERAL CHILDREN "Big. Ginormous." 

TEACHER "Would it? Is that what this poet means? Is it going to he this huJ.';c 
building that's sort of going to take over 'our school'?" (Hallie t.aken out for 
preservation of anonymity) 

4.68 Teacher Discusses Interpretation of Poenls 

TEACHER "\Vhat do you think he means 'I am the Earth, Once forest COV('f(l(1 Illy 
face, Like a green herd'? What do YOIl think that, what do you t.hink he means 
there with that? Josh." 

JOSH "Like an animal, a group of trees, then they cut down." 

TEACHER "Okay, cos the good thing about poetry is that I can't say 'No, I think 
you're wrong, Josh', because we're all entitled to interpret this PO(llll in Oil\' 

own way. And the poet might be able to say 'No, that's Hot what I iut.ell(kd' 
but there's no wrong interpretation. Has anyone got anoUH'r intel'prd,nt.ioll 
for what 'Like a green herd' might be? Sam?" 

4.69 Teacher Implying Meaning is Purely Subjective 

TEACHER "Are you using your poetic licence? Licence to say whateV('r I Wllllt t.o'! 
'It's my poem'?" 

JOSH "Yeah." 

TEACHER "Yes, quite." 

4.70 Teacher Focuses on Structure 

JOSH "Urn, on the first three verses she said about animals then sudd(,lIly it's ahout 
a garden and chair." 
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TEACHER "Yeah, but that's what the poem, that's what the poem hadns well the 
other day, and we had to follow that structure HO that's, yeh, that's finc." 

It was also given prominence in literary event three, a." thf'Y wrot.e a da."is PO(,Ill. 

TEACHER "Ah, let's just check our structure again. 'I'm bitten and dww(\d' ... right., 
we need another two lines, don't we." 

4.71 Choosing Words Without Discussing the Meaning 

TEACHER "'But now I'm bitten and chewed, Short and Hlubby, Sitting in t.he abused 
tray'. Or 'unwanted tray'. Which one do we want?" 

SEVERAL CHILDREN "Unwanted." "Abused." 

TEACHER "Who wants 'unwanted'? Who wants 'abused',!" 
(Children put hands up to indicate preference) 

SEVERAL CHILDREN "Oh no." 

TEACHER "'Abused' has won the day." 

4.72 Teacher Presents Guidelines on lIow to R.edraft 
Poems 

TEACHER "Take words away, okay? Try omitting and adding words. Two: use 1\ 

thesaurus. Three: make sure there's nothing, make sure th(\re's not t.oo 1Il1l('h 
repetition, that you've not uHed the word 'prepare' six times in your POl'Ill. 

Choose another one. Err ... think about styliHtic features. Now yon don't have 
to include all of these, you might include some of these ... ltnd du'ck wlH't.her 
you've stayed inside the structure of the poem." 

4.73 Pupils Emphasise Poetic Features 

TEACHER "Right, so what's the overall theme of that poelll thPll if it's giving the 
earth sort of human type feelings?" 

ANDY "Personification." 

TEACHER "Right, there's lots of personification in thew." 

4.74 Discussing the Meaning of the Poem 

TEACHER "It makes the wind and the rain sound quite naught.y, th('l'e dopsn't it? 
The wind and the rain have been at it again, fight.ing. What do(~H it }'('lIlilul 
you of? What do you think the poet might have had in his mil\(l wh(,ll Iw WII."i 
comparing the wind and the rain?" 
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ANDY "A storm." 

TEACHER "Well yes, but what might he have been cOlllparing it to, ('os Abby t.alk('!1 
about personification which is right. Jen'IIlY'?" 

JEREMY "Bullying." 

TEACHER "Bullies? Yeah. I thought brother and sist.er maybe arguillg, nlHl up nil 
night." 

4.75 Autumn Even-Song 

Swift little breezes, darting chill, 
Pant down the lake; 
A crow flies from the yellow hill, 
And in its wake 
A baffled line of labouring rooks: 
Steel-surfaced to the light the river looks. 

4.76 Robert Louis Stevenson's' Autunul Fires' 

In the other gardens 
And all up the vale, 
From the autumn bonfires 
See the smoke trail! 

Pleasant summer over 
And all the summer flowers, 
The red fire blazes, 
The grey smoke towers. 

Sing a song of seasons! 
Something bright in all! 
Flowers in the summer, 
Fires in the fall! 
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5.1 Literacy Co-ordinator Interview Questions 

Biography of the Literacy Co-ordinator and Perceptions of Role 

How long have you been Literacy Co-ordinator? Is that your title? Lit('racy Co­
ordinator? 

How did you get the position? 

What was you previous experience? 

Were you given a role description which laid out your responsibilitil's Ill'i all EIl­

glish Co-ordinator? Did you talk through this your role with the Head? 

Did you receive any additional support in your development of this role e.g. trainillg, 
courses, peer support? 

How did the other staff react to your position? 

So how do you perceive your role to be now? Do you think others I}('l'('('ive your I'olt~ 
in the same way? 

Has this affected your confidence in supporting other staff or being s<Tut.illis('d ill 
OFSTED inspections? 

What kind of qualities do you think a Literacy Co-ordinator needs to he sllcc<'ssflll'? 

Understanding of the Relationship between English Policy and Practise 

Now you have an English policy. Tell me how this carne ahout? WIlS the wltole 
school involved in the creation of the policy? 

And what do you think an English policy is for? 

Who do you feel that you are producing an English policy for? YOUl's('lf? Sta.ff'! 
Ofsted? 

How much do you think this policy reflects what is going on ill pl'Ildic('? Do you 
think that others would be informed as to what went on in the cla:';sroollls with tid:; 
policy? 

How would you make it different? What has stopped you from doillg tlw t.hillgs 
that you've wanted to? 
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Do you think it is helpful for you as the Literacy Co-ordinator to work on an EJlglish 
policy? 

The Impact of the NLS upon their Role 

Now lets talk about the NLS because that has had an impa.ct on you role allli 
what you do as a whole school? What were you first reactions to the NLS? 

Do you like the NLS? Do you 'believe' in it? \Vhen the gOV('rIllllcnt produces doc­
uments such as the National Curriculum and the NLS do you fpel you have t.he 
confidence in your own knowledge of English to be able to qlleStioll Il.sp<'d,s of it or 
do you feel happy to accept it as it is? 

How have you integrated the NLS into your school? W<'n~ all t.he staff happy wit.h 
it-did you have any problems or successes in integrating this into the school'! 

Do you feel that the NLS deals with all the area." of English that childn'll 1II'<'d 

to experience? 

Do you think there is a difference between literacy awl literatllJ'c'! 

Do you think the NLS makes a distinction between literacy and lit.erat.ure? 

How do you think it does this? 

Attitude towards the Inclusion of Poetry in the NLS 

The NLS places a lot of emphasis on poetry? What do yon think of this? Are 
you happy with the way in which it asks you to teach poetry and what it a:-;ks you 

to teach? 

Do you encourage the school to stick very closely wit.h the NLS? Do you l1Ioni­
tor the way in which other teachers teach poetry? Do you give f<,<,dhnck? 

'What are your own experiences of poetry when you were at school? N<\gative Ol" 

positive experiences? 

Does this influence the way in which you communicat.e t.o o1.hrrs ahout po('t.ry? 
Do you feel confident enough in your own teaching and understanding of popt,ry t.o 
teach children/ support staff? 

Do you think that children experience poetry outside of school or do you t.hink 
that all their knowledge of poetry will come from school? 
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Do you think the NLS encourages a connection between what childl'('l1 know Itl­
ready and the specialised knowledge they learn in school in the Literacy I [om? 

The Effect of Standards on their Role. 

Are you aware of the standards that need to be met according to govertlllH'lIt Hta!('­
ments? 

How has your school done in the SATs last year and the year before? 

Have you had any additional funding or support that you've 1)('('11 ahle to deploy /l.'l 

a Literacy Co-ordinator over the laHt two years? 

Do you feel under pressure to see standards rise? Do('s this nffl'd, what. yon t.1'I\('h 
and the way in which you teach poetry? 

Do you have any long-term or short-term plans to see this happm'! 

\Vhat sort of intake does your school have? 

Do you think this affects standards? 

Are these taken into account by the government/by parent.s? 

5.2 Simon Talks About Pressures of Implementing the 
NLS 

SIMON "The training, the twilight.s and the inset days we \lIul over t.hat t.w(·lve­
month period was intensive, incredibly int.ensive. Awl it n'ally HllIack('d of 
moments where you thought people are getting rea.lly low wit.h thiH. YOII 

know, I mean I was desperatciy low with it beclluHc I WII.'l ddiverillg nil t.he 
training and it was, I mean you've seen the packs that tiu'y'vP Ht'llt ollt.AIHI 
then you had to plough through this stuff that most of it wa.'l p)"{·s(·IIf.(·d ill HIICh 
a dull sort of way and you're reaction woul(l be 'I don't wltnt to dl'liver it like 
this' And so it was like wading through mud and t.reacle, you kllow it. WII.'l jllHt 
a hard, hard slog and you felt that people were doillg thatit 1Il'lIrly )lo\<'lItinlIy 
died a death during that twelve months of its imp\t'Ill(·ntntion." 
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5.3 Simon Discusses Poetry in Education 

SIMON "You sometimes sort of feel they've dealt with, you've dealt wit.h OlW n.sp(~d 

of punctuation or spelling and then you sort of move 011 to n. while lOl\(l of 
statements all about poetry and you kind of think 'Well, we could withollt 
those. We could with fewer of them perhaps and more of the word kwl stuff'. 
You know really bang on about the word level stuff and do it throllp;h popj,ry, 
fine, so they're experiencing poetry, and for writing poptry, but tlwy havc t.lu~ 
word level stuff as their focus. And YOll know, I know that t.ho itka is that 
these things are married and meshed across between the word i<'vd st.rawl nllli 
the text level strand but I still think there's a lot of stat.ClIlellts that arc pl\l'l'ly 
to do with sort of almost like an appreciation of different kinds of po('\.ry, nwl 
while I think that's lovely and it's nice, n.nd it's nice for thelll to hnvc n rich 
experience at the end of the day it's not much usc if they're stilll(~avilJp; !\ Y('1ll' 

like Year 3 and they've got serious issues with their high frequcllcy words." 

5.4 Simon Shares His Thoughts on the Value of Poetry 

SIMON I've kind of got a few sorts of issues with focusing on pm'try n. great <lml 
with the children. Particularly since I moved to Year 3 where you SIl<}lkllly 
become aware how there's a lot of children who arc in lw('d of l'<'a.lly f('visillg 
some very, very basic skills and obviously that varies from year to yellr. But 
I kind of sometimes feel like you need tOyOll gotta kepI> things light null quite 
often the poetry, the kids certainly enjoy writing it. I mean it's It gn'nt way 
of exploring certain aspects of text level, of sentence levd, you know, you can 

focus on adjectives and that sort of thing and give you a sort of wry, wry 
rich focus on a particular thing and poetry's good for that whereas other text, 
a prose text has got so many words in it that if you want to foclIs ill 011 a 
particular type of word class then poetry's sometimes rf'ally good }w(,ltllse by 
definition there's usually fewer words in there so each word ha." got. a. gn'n\pr 

value. 

INTERVIEWER Yes. 

SIMON "You can really explore the value of words, so it's gn'at for t.hillp;s like that 
but I think sometimes you can feel that, that if th('re's a h('Hvipr Plllphnsis 01\ 

poetry in a term you can almost feel like it's, it can, it's pulling the kids away 
from doing some of the stuff that you're kind of t.hinking t.he ol(l t.raditiollalist. 
way, they need to meat and the potatoes and that's a little bit too lllllCh of 
the pudding, do you know what I mean? Mmm and you know rill all for 
one for making it interesting and lively cos I try and do that eYeIl with the 
dullest bits of what they've got to learn but at the end of the day with t.lw 
younger children it can sometimes sort of, it can cloud their view of sOllie of 
the essential stuff that they need to keep on repeat.ing over and OVN, aIHI owr 
and over again, which I think the National Lit£'racy Strat('gy dOl's n'lI.sollll.bly 
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well revisiting things. You sometimes sort of feel they've dealt with, you've 
dealt with one aspect of punctuation or spelling and then you sort of move on 
to a while load of statements all about poetry and you kind of think 'Well, we 
could do without those. We could with fewer of them perhaps and more of the 
word level stuff'. You know really bang on about the word level st.uff and do 
it through poetry, fine, so they're experiencing p()('try, and for writing I)(wtry, 
but they have the word level stuff as their focus. And you know, I know that 
the idea is that these things are married and meshed across bdw('l'n the word 
level strand and the text level strand but I still think there's a lot of stat.CIIll'IIt.S 
that are purely to do with sort of almm,t like an appreciation of difft'r<'llt kiwis 
of poetry, and while I think that's lovely and it's nice, and it's nice for t.ilelll 

to have a rich experience at the end of the day it's not mllch usc if they're 
still leaving a year like Year 3 and they've got seriolls issues with their high 
frequency words. And yet you feel you should be covering it, YOIl feel YOIl 

should be covering the poetry statements cos they're in there so, but that's 
the same for text work, that's the same for some of the text stuff as well. The 
text level column seems very, very heavy, it's a Vl'ry weighty thing and you 
can get drawn into it, I know I have in the pa .. -.;t. You get drawn into focusing 
in on that and you think 'Yeh, well, I can feed my word level into this, I can 
feed my grammar stuff into this', but at the end of the day there an awful lot 
of statements that are there to do with appreciating the text as a text." 

5.5 Chloe Discusses Impact of Tests on Children 

CHLOE "David Blunkett's panicking like anything isn't he, getting more mOllcy in, 
and I had all these children and I was saying 'You will get Level 4'. Awl 
right from the outset I was really intense with them saying 'You have got the 
potential to get level 4, don't come in here if you're going to waste Illy tillie' 
and it was that serious. But they loved that really, they were saying 'Do you 
think I might get Level 5' so I just said 'Let's just go for Level 4, be happy 
with that' it's like, 'No you're not going to get Level 5'. You can only do so 
much, and they were so pleased. In that sense it's good but for the children 
who get Level 2 and they know at the end of the day, because the others nrc 
saying 'I got Level 4' and I think as the years go on it is going to get to 'Oh, 
you're thick because you've only got Level 2'." 

5.6 Teachers' Interview Questions 

Biography of Teacher and Future Plans 

How long have you been a teacher for? 

Is this your first teaching post? 
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What's your main subject? 

What do you hope to do in the future? Where do you see the job going'! 

Do you enjoy teaching? '''"hat's the best thing that you like about teaching awl 
the worst? 

What kind of training did you receive in poetry when you were nt c()Jl(~ge'? 

Understanding of Teaching English. 

Have you ever read the English policy for your school'? Is it helpful? 

Have you ever gone to the Literacy Co-ordinator for help or advice'? 

How do the National Curriculum and National Literacy Strat<'gy work t.og<'!,h<'r 
in English? What are their aims? 

Why do you feel its good that children are taught English? 

'Vhat does it mean to you to teach English? 

The National Literacy Strategy and Teaching Poetry. 

Did you teach much poetry before the National Literacy Strat('gy'? (Next ques­
tion depending on answer.) 

Is the way you teach poetry now any different from how you taught it before the 
National Literacy Strategy? 

Do you think the National Literacy Strategy helps you to teach po('try wdl'? D()('s 
it help you to teach poetry more confidently,? 

Do you find planning harder or ea.'lier using the Strategy? 

What do you think the aims and goals of the National Literacy Strnt<'gy are for 
children learning about poetry? 

Do you stick rigidly to the NLS requirements for poetry or are yuu flexible'? Do 
you feel confident enough about poetry to use your own ideas'? 

Do you have any knowledge of literary theories like New Criticism or R<'IHkr Re­
sponse Theory? Depending on answer. 
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Which do you prefer? Would knowledge of these be helpful? 

What are your goals in teaching poetry this year? Do YOIl feel confi(h'I1t. tha.t you 
will achieve these goals? 

What do you want children to get out of a poetry lesson? 

Do you make your expectations known about what you expect them t.o learn from 
a poetry lesson? 

Personal Attitudes to Poetry. 

Do you feel confident about teaching poetry? 

What sort of poetry do you like to teach? 

Do you feel you understand enough about it to teach it? 

What do you think poetry is about? 

Does poetry interest you? 

Do you write or read any poetry at all? 

What is it about poetry that you find most difficult to teach? 

Do you think that children are enthusiastic about poetry? 

When you were in primary school do you remember how poetry was taught th<'Il? 

What were your experiences of poetry like? And in secondary? 

Have these experiences or lack of them affected your attitudes to poetry in any way'! 

Perceptions of Children and Poetry. 

Do you think poetry is a relevant subject to teach children? 

What do you think children should learn about poetry? 

Do you think children know anything about poetry before they start school'! 

And now at Year 6 what, if anything, do you think children bring to a poetry ll':-;:-;Oll'? 
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Do you think children come into contact with poetry in any kind of form ollbii<le of 
school? 

Does this influence your planning in any way? 

Do you think you are influenced by the background of your ('hildr('11 whell you 
teach them/ your attitude? 

What about the gender of your pupils? Do you think girls or boys l"('spond bd­
ter to poetry? Why? 

What about intellectual capacity and ability? 

Do you think these three factors influence learning? 

Do anyone's comments in the case study group stand out ahout po('try'? \Vhose 
does? 

Whose doesn't? 

How effective do you think you're teaching will be in (,Il{'ouraging 11 positive nt.­
titude towards poetry? 

The Shaping of the Classroom. 

Define the best learning environment? The ideal classroom? 

What kind of strategies do you use to meet this ideal? 

Do you see yourself as the main person influencing that COlllIllllllit.y? 

Do you see yourself as the knowledge giver or the facilitator ill this cOllllll11l1ity'? 

How much power do you think you have in the classroom? 

How do you use that power? 

What do you see is the function of the large gronp and the small group discns­
sion? 
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5.7 Sarah's Perceptions on Why Boys Like Poetry Bet­
ter Than the Girls 

SARAH "I think they, they love listening to it, the boys in this da.-.;s, and any ot.her 
classes, they love umthey get their poem, they love list.pnillg to each otlH'rs 
and talking about it, and they get inspired by what others have writU'1l II.lId 
I think, I mean I could say that for other, other pieces of work b1lt, ot.h(·r 
aspects of English but I think with poetry they find it's more inst.allt., th('y 
can get things down a little bit more quickly than with other aSlwct.s of ElI!-!;lish 
and they enjoy it. Sometimes they do paired poetry and t.hey love t.hat, boys 
particularly, because there's a bit of competitiveness 1 t.hink, who's, who's 
going to get the best poem." 

5.8 Children's Interview Questions 

The Child's Perceptions of His/Herself as a Learner 

How long have you been at this school? 

What do you like about school? 

What do you dislike? 

Do you think you've done well at school? In what way? What is the 1l10st illl­
portant thing for you to achieve at school? 

How do you think the teacher would describe you as a lennwr? What do Y01l 
think you're like as a learner? 

What are you like at school? At home? 

If you had to say why you go to school to an alien what woul(i you say? 

The Child and English 

How well do you think you do in English? 

What do you think English is about? 

Do you like it? 

Why do you think you have to do English? 
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What are you like in the cla.'lsroom during English? 

Now what do you do in the Literacy Hour? 

Which bit of the Literacy Hour do you like best? 

\Vhich bit do you least like? 

\Vhy do you think you have to do the Li teracy Hour? 

The Child and Poetry 

If you had to describe poetry to an alien how would you do it? 

What do you have to do with poetry in a lmisoll? How do you fed when tlwll 
teacher asks you what the poem means? 

Why do you think you have to learn about poetry? 

What have you learnt about poetry so far? 

Do you ever read poetry outside of school? 

Why not? Or what sort? 

What are you favourite bits about poetry lessons? 

What are your worst bits about poetry lessons'? 

Do you like poetry'? 

Do you like learning about poetry in the Literacy lIour? 

Do you like talking with others about poetry? Why/Why not? 

How much work have you done on poetry'? 

What do you like to do when you're at home? 

The Child and Power/Status in the Classroom 

\Vhich person out of the whole class do you think others listen to the most? 

And what about amongst the case study group (use names)? 
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Do you think your classmates listen to you? 

Do you like large group or small group discussions/work best? 

Why? What are you like in a small group/large group? 

Have you got a best friend in the class? Who would you like to hest fri<'llds wit.h'? 

Why? 

Does anyone stand out when they talk about poetry? Do you think 'That l)('r­
son is saying something good'? 

Who doesn't? 

The Pressure of Tests 

Now you have important tests to do at school this year. Does that worry you? 

Do you find tests difficult or hard? 

Do you think that if you're better at tests you have more to say in the da.o..;sroolll? 

Does it make you more important in your teacher's eyes and your cla.ssma.t.e's ('y<'s'? 

If a question on poetry came up in the test would you answ{'r it'? Why/Why 

not? 

5.9 Andy Expresses Dislike of the Plenary 

ANDY "Well Mr ... just goes over what we've done, and I just don't see what the 
point is injust going over it. I mean we've been told what we have to do, we've 
done it, and we'd probably get even further if we didn't have the pl(,llltry 
lesson, but Mr ... insists on having the plenary lesson awl I just don't think 
it's necessary." 

5.10 Andy Describes Peers Using Level Descriptions 

ANDY "I put myself above Jeremy. I think he'll get a level 4, Lovd 5. I think I'll 
get a Level 5 well, just under, just under Nia cos Hhe'H way up in n LC'wl 5. I 
think I'm just a little bit under her, and I think Julia is in between the two of 
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us. I think she's a little bit Nia and a little bit me and a little bit Jere'IIlY." 

5.11 List of Poetry Books Owned by St. Alban's School 
Pupils 

Listings unchanged from original copies 

Hannah 

• Sky in the Pie - Roger McGough 

• Please Mrs Butler - Allan Ahlberg 

• Poems to paddle in - Raymond Wilson 

• Salford Road - Gareth Owen 

Joshua 

• Now we are Six - A.A Milne 

• Poems for 10 year olds - Kit Wright (Ed.) 

Andy 

• The Worst Class in School Poems - Brian Moses (Ed.) 

• The Day I Fell Down the Toilet And Other Poems - Steve Turucr 

Nia 

• Bad, Bad cats - Roger McGough 

• Niffs and Whiffs - Jennifer Curry (Ed.) 

• Please Mrs Butler - Allan Ahlberg 

Jeremy 

• Please Mrs Butler - Allan Ahlberg 

• Ghost Poems - John Foster (Ed.) 

5.12 List of Poetry Books Owned by Chadwick School 
Pupils 

Listings unchanged from original copies 
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Jem 

• A Children's Treasury of Milligan: Classic Stories and Poems-Spike Milligan 

• The Children's Classic Poetry Collection-Nicola Baxter 

• The book of 1000 poems: Classic Collection for Childrcn-J. Murray Madmin 
{Ed.} 

Lisa 

• The Big Fat Father Christmas Joke Book-Terry Deary 

Sarah 

• Poems About School-Brian Moses (Ed.) 

• Wicked Poems-Roger McGough (Ed.) 

• I'm Telling on You-Richard L. Biren 

Simon 

• A Children's Treasury of Milligan: Classic Stories and Poems-Spike l\lilligall 

Peter 

• Bad, Bad Cats-Roger McGough 

• Beware of the Dinner Lady: Three Term Pocms-Brian Moses 

Ben 

• Poems About School-Brian Moses (Ed.) 

• We couldn't Provide Fish Thumbs-James Berry (Ed.) 

5.13 St. Alban's Poetry 

The original spelling, punctuation and structure of the poems ha.ve been pres('rvpd. 

'Red Poem' by Julia 

Red is loud, 
Red is dangerous, 
Red isn't peaceful, 
Red is sad. 
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Red is war 
That's why they fight 
Red can be pretty 
Only on flowers 

'Christmas' by Hannah 

Christmas is here 
Not a single tear 
There are all celebrations here and there 
And all the trees are white and bare 
Christmas is here it's time for joy 
Everyone has some toys 
Snowmen with twigs 
Some with wigs!! 

'Silly Seagulls' by Hannah 

Seagulls are a sort of creature 
And sometimes peeky teachers, 
Have you seen a seagull wearing glasses? 
Or either teaching seagull classes, 
Seagulls even put lipstick on 
But normally look a dipstick, 
Have you ever seen a seagull slurping tea? 
Or eaten to death by a bumble bee, 
Seagulls are grumpy flyers 
And some floating even higher, 
Have you seen a seagull kiss? 
But normally give it a miss, 
Seagulls love juicy bread, 
They get bread juicy by flipping it up onto their sweaty head, 
Have you ever seen a seagull dance? 
You've got a chance, 
One thing a seagull will never do, is be SILLY!!!! 

Chesney never remembered to bring his poem in about war calhl 'Stuck ll('re ill 
this muddy trench' but the teacher confirmed that he had written this onc, hl'callse 
his mother had told her about it during parents evening. 

5.14 Chadwick Poetry 

The original spelling, punctuation and structure of the poeUlS have b('ell pres('rv('(l. 
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'BedTime' by Lisa 

Bed Time 
Bed Time 
It '8 time to go to bed 
I've been told a 1000 times 
So I better go to bed 

'The Spanish Horse' by Jem 

There was a horse from Spain, 
who wanted to clean his mane, 
he fetched the water, 
got it up his snorter, 
That clean-mane horse from Spain! 

'Bones the crime solver' by Jem 

Bones is the perfect dog he lives in the wood, 
but when it comes to crime and law, 
he's very, very good. 
He's the crimesolver of all around, 
a very special hound! 
But when you're at the scene of crime, 
Bones is the very one you'll find. 
Bones, Bones theres no-one like Bones, 
he's solved every human crime, 
he'll capture them at home. 
His power of crimesolving would make a policeman stare. 
For when you're at the scene of crime, 
Bones is the very one you'll find, 
I'll tell you once and once again, 
Bones is the very one you'll find! 
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