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Introduction. Teaching
Writing, Understanding
How It Works and Evolves,
Across Borders

Sylvie Plane

UNI1VERSITE PARIS-SORBONNE

In February 2014, some 1200 researchers from 6o countries assembled in Par-
is for the third edition of the conference Writing Research Across Borders. Its
wide-ranging contributions offered a vast perspective on the current state
of research in the field of writing. This book is the fruit of that congress. It
does not claim to document the rich diversity of the gathering, however: how
could it possibly reproduce, with only about thirty chapters, the content of
more than 500 presentations and some 100 symposiums? Notwithstanding
this, it aims to highlight the key questions which are drawing the particular
attention of researchers today.

This compilation includes contributions from researchers who work in
very different contexts. We chose this approach partly to point out the di-
versity among the angles of attack used in the study of how writing works
and how to make it an effective topic of instruction. But we also chose it to
underscore convergences beyond boundaries.

Most of us think first, of course, of national borders, because the contribu-
tions come from countries far from each other. But the borders which interest
us most of all are epistemological and linguistic in nature. The epistemolog-
ical borders arise from the fact that writing is a complex and polymorphic
organism which resists holistic undertakings that claim to represent all of
its facets. For this reason, we must resolve not to settle for a piecemeal grasp,
nor to apply the methodological filter of any one approach in particular. Thus
the subject “writing” studied by anthropology or paleography has neither the
same contours nor the same characteristics exhibited by the same subject in
linguistics, literature or psychology. The borders are also linguistic in nature,
because what constitutes the unity of a learned community are not merely
the subjects that it adopts or the concepts that it mobilizes. Rather, that unity
also derives from its archives, to use Foucault’s term, because the language
employed in the community is constitutive of its archives, the shared history
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which establishes it and structures it. That’s why research on writing can have
somewhat different emphases depending on whether English or French is
the working language of the intellectual sphere whence it originates—and
why we chose to present the contributions in the print edition of this collec-
tion in their original language as a reflection of the epistemological context
in which the research results reported by these contributions were produced.
For this digital version, however, we have presented all the articles in English
for accessibility.

'The objective of this collection is not to present a panoptic vision of re-
search on writing, but rather to create a dialogue among its different facets,
whose theoretical and methodological choices differ. That dialogue is possible
because this research is unified by a single purpose, explicitly expressed in
some chapters, left unspoken in others: it is all aimed at developing our un-
derstanding of writing in order to enable more effective learning and more
competent usage. These chapters range therefore along a line extending from
the unabashed expression of a pedagogical concern to the pure analysis of
how writing and texts work. In order to illustrate the full breadth of that
range, this work is laid out in three parts, the first two of which share the
subject of writers: primary and secondary school-aged students in the first
section and then adults—students or professionals—in the second. The third
part considers writing from a linguistic and cognitive perspective.

'This division into three parts, however, serves only to point out the vast
centers of interest common among the chapters grouped therein, while finer
threads interconnect the chapters irrespective of their grouping. In fact, most
of the chapters resonate with one or more of the other chapters, or even with
the collection a whole, thereby contributing to an overall picture. Here I will
mention just a few of the threads that link the chapters to each other and
sketch a cartographic outline by focusing particular attention on the conver-
gent themes.

The influence of context on writing as taught and practiced is an area
of common interest to all of the contributions. The topic is examined ex-
plicitly in chapters which, from different points of departure, illustrate the
connection between the institutional, cultural and epistemological conditions
of writing instruction and show that those conditions configure the prac-
tices. The contribution by Arthur Applebee, “What Shapes School Work?
Examining Influences on School Writing Tasks over Time in U.S. Secondary
Schools,” turns our attention to the institutional context. The chapter de-
scribes the evolution of tasks assigned to secondary school students in the
USA from the 1979-1980 school year to the 2009-2010 school year. It shows
how tests condition scholastic writing practices, reducing them to minimal
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forms, and this despite advancements in didactic reflection. In “Les ancrages
culturels de Iécriture des étudiants chinois a 'université: culture d’appren-
tissage et traditions académiques,” (“Chinese students writing in university:
Learning culture and academic traditions”), Agnés Pernet-Liu treats the con-
tradictory cultural influences to which Chinese students are subjected when
learning French. She reveals how these students are torn between the tra-
ditions conveyed by the culture, school, and coded writing of China on the
one hand and by the influences of western university-style rhetoric and the
international scientific community on the other. Both contributions analyze
the epistemological aspects of context. In “intellectual orientations of stud-
ies of higher education writing in Latin America,” the point of departure
for Charles Bazerman and his colleagues, Natalia Avila, Ana Valéria Bork,
Francini Poliseli-Corréa, Vera Lucia Cristovao, Ménica Tapia Ladino, Eliz-
abeth Narvdez, is the development of writing instruction measures in Latin
America—measures they welcome for their vitality. The authors examine the
heterogeneity of those measures, which they attribute to several factors: the
dispersion of the structures in which this instruction takes place, and above
all the absence of shared theoretical benchmarks and of a common editorial
base. The question of unity and diversity is also treated in the chapter by
Olga Dysthe, Froydis Hertzberg, Ellen Krogh, Birgitta Norberg Brorsson,
“Writing in the content areas—a Scandinavian perspective combining mac-
ro, meso, and micro levels,” in which they show not only the importance of
Scandinavian tradition relative to writing but also the diversity of its opera-
tionalization in instructional programs and practices with regard to writing
in the scholastic disciplines.

Examination of writing in the disciplines lies at the core of the chapters
by Charles Bazerman and Olga Dysthe and constitutes a key element of the
collection. These questions apply equally to schools and universities. Together
they point up not only the stakes but also the difficulties arising from the
linkage between the different types of learning. Angela Kohnen, Wendy Saul
and Nancy R. Singer, in “Where’s the science? Developing writing criteria for
secondary science Classrooms,” present a research program designed to help
secondary school teachers coordinate science instruction and training in texts
specific to that field by introducing students to scientific journalism. They
analyze the process which begins with the establishment of criteria for the
scientific article by specialists to its imperfect implementation in the class-
room. The chapter by Annie Camenish and Serge Petit, “Ecrire en mathéma-
tiques: Le role des écrits intermédiaires,” (“Writing in mathematics: The role
of intermediate texts”), examines the difficulties that students experience in
reading problem descriptions where the factual elements are not organized
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in chronological order. To help the students process those statements, they
propose to have the students rewrite them using a system of symbols, thereby
establishing an explicit chronology. The chapter by Carolina Roni and Paula
Carlino, “Writing for reading in science classes. The teacher’s actions,” com-
pares two reading-writing systems in high school biology courses that incor-
porate the projection of a documentary film. Their analysis shows that when
the formal presentation of the subject matter by the teacher precedes the
research that the students are to perform, it discourages them from reading
and writing to complement their understanding of the documents provid-
ed. In “Learning specialists working with faculty to embed development of
academic literacies in discipline subjects,” Kate Chanock demonstrates the
important role of specialists in academic literacies when training students
in academic writing. She also discusses the challenges of collaborating with
disciplinary specialists, however, and nonetheless favors classroom instruction
over competing online instruction programs.

'The effect of digital media described by Kate Chanock has fueled debate:
as if in response to her arguments, several chapters emphasize either the in-
teractivity between learners and trainers that those media enable or the kinds
of development that they are apt to foster among learners. In “Comment-
ing with Camtasia: A descriptive study of the affordances and constraints of
peer-to-peer screencast feedback,” for example, Mary Lourdes Silva explores
the way students use audiovisual feedback provided by their peers in order to
determine whether they successfully seize the information for the purpose of
improving low or high level elements and take advantage of training designed
to help them process the information received. In “Apports du tutorat en ligne
pour la production écrite dans un dispositif de télécollaboration” (“Contribu-
tions of online tutoring for written production in a telecollaborative system”),
Catherine Muller analyzes how subjects learning a foreign language and their
tutors—advanced students themselves—interact while editing a blog, where-
in they play complementary roles, and then goes on to examine the effects on
these two types of writers. Patricia Richard-Principalli, Georges Ferone and
Catherine Delarue-Breton, in “Lécriture dans les forums de discussion entre
genre premier et genre second” (“Writing in discussion forums: Between pri-
mary genre and secondary genre”), show that the forums in which students
interact with their trainers can favor the process of secondarization by means
of which the objects treated become objects of knowledge. The authors also
draw a distinction between two profiles of learners according to whether that
secondarization process is more or less successful. Two chapters, one by Rox-
ane Joannidés and Marie-Claude Penloup and one by Cristina Marin Alia-
gas, offer a fresh perspective on the heretofore negative influence ascribed to
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digital media, which some claim alters the writing of adolescents. The first,
entitled “La littéracie numérique et lorthographe dans les écrits adolescents:
Des contacts conflictuels entre variétés de Iécrit?” (“Digital literacy and spell-
ing in teenagers’ writing: Possible conflicts among written varieties?”), studies
spelling changes in middle school students by comparing two bodies of text
collected fifteen years apart. It shows that segmentation problems are grow-
ing worse but that the practice of electronic writing has not caused the signif-
icant degradations generally attributed to it. The second, entitled “Schooled
literacy in teenagers’ online writing,” takes a look at the Facebook profiles and
blogs of adolescents, examining how the writers’ personalities are constructed
in a hybrid space between one that imparts culturally valuable literacy and
one steeped in vernacular usages. And finally, in “Ecrire avec le Web social:
Quel type de sites pour quel étayage?” (“Writing and social media: Which
website types for which scaffolding?”), Frangois Mangenot provides a system
for classifying websites and examines how they are best suited in the context
of teaching French as a foreign language.

Questions relative to writing in a foreign language, highly present in the
chapters dealing with digital media, are also the subject of chapters which ex-
amine the activity of writing and editing practices specifically associated with
the use of a language other than the writer’s native tongue. Maarit Mutta,
in “Pausal behavior in the writing processes of foreign and native language
writers: The importance of defining the individual pause length,” compares
the behaviors of Finnish-speaking and French-speaking writers. Based on a
chronometric study and stimulated recall verbalization, she shows that mem-
bers of the former group pause for longer periods in L2, revealing a lower lev-
el of confidence, and demonstrate more varied behavior in L1, while members
of the latter group are more stable but exhibit significant differences from
individual to individual.

'The difference between L1 and Lz is considered from another perspective
by Ivana Mirovi¢ and Vesna Bogdanovi¢, who compare the discursive char-
acteristics of scientific articles in Serbian and English in “Use of metadis-
course in research articles written in L1 and L2 by the same authors.” Having
demonstrated that English turns more to metadiscourse, they draw conclu-
sions about this in regard to training. Maria Lim Falk and Per Holmberg,
in “Paths to academic writing in a globalized world. A longitudinal study of
Content and Language Integrated Learning in upper secondary school in
Sweden,” compare maternal-language academic texts written by high school
students, only some of whom receive bilingual English-Swedish instruction.
'The authors show that bilingual instruction has little effect on the academic
dimension of the texts written in the mother tongue, but that mastery of the
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lexical components and mastery of the epistemic and rhetorical aspects are
interdependent. As for Olga Anokhina, in “Multilingual writers and metalin-
guistic awareness: Can we use manuscripts as a basis for a typology of scrip-
tural practices?” she looks at the practices of writers who make use of multiple
languages. Applying genetic criticism methods, she uses manuscripts to es-
tablish a topology of usages by authors in several different languages during
the production of their text.

Scriptural practice is also examined by considering the units treated
during the writing process. Different approaches can be used here: psychol-
ogists want to determine which units are in play for each type of cognitive
processing; education specialists want to find which types of unit can serve as
a hook for the pedagogical process; linguists want to identify how the writer
goes about organizing the units in order to form “text.” Two chapters fo-
cus on the cognitive dimensions of the language activity. The one by Markus
Damian and Qingqing Qu, “Syllables as representational units in English
handwritten production?” reports on research designed to verify if the syl-
labic structure plays a role in the preparation and execution of the graphic
act, as some studies of French and Spanish suggest. The authors conclude
that in languages where the syllabic border is less clear, as in English, syllabic
structure has little effect on written production. In “Informative differences:
An argument for a comparative approach to written and spoken language
research,” Ariel Cohen-Golberg also examines syllables to support his thesis,
the aim of which is to establish the theoretical and methodological founda-
tions of a comparison between behaviors in written and oral production. He
follows two lines of questioning, one dealing with the comparison between
people with and without severely impaired hearing, and the other dealing
with the grammatical calculations in the two modes of production. Among
education specialists and linguists, the small units are viewed in their rela-
tion to the larger units. In her chapter, “Rééducation de l'orthographe lexicale
aupres du scripteur présentant une dysorthographie” (“Rehabilitation of lex-
ical orthography in writers with dysorthographia”), Nathalie Chapleau con-
siders morphological units. She examines the eftects of teaching morphology
in dysorthographic students who were trained to identify suffixes, the mean-
ings of which were explained to them, as a means of facilitating recuperation
from memory during writing. Claudine Garcia-Debanc and Myriam Bras, in
“Vers une cartographie des compétences de cohésion et de cohérence textu-
elle dans une tache-probleme de production écrite réalisée par des éleves de 9
a 12 ans” (“Mapping coherence and cohesion skills in written texts produced
by 9- to 12-year-old French-speaking learners: Indicators of proficiency and
progress”), consider the linguistic tokens used by students to resolve prob-
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lems of anaphora and to ensure the temporal cohesion and coherence of a
text, with the aim of providing the elements of a semi-automated analysis.
Punctuation is the subject of two chapters. Dolores Amira Davalos Esparza,
in “The incidence of speech modalizers on children’s reflections about the use
of expressive punctuation,” shows that primary school children use clues of a
semantic or declaratory nature in the statements to be punctuated in order to
choose the signs that seem suitable to them. In “Ajout aprés le point et hiérar-
chisation de I‘énoncé: une tendance de Iécriture contemporaine” (“Additions
after the full stop and hierarchical sentence organization: A new trend in con-
temporary writing”), Bernard Combettes and Annie Kuyumcuyan describe a
phenomenon that characterizes contemporary writing, the continuation of
the sentence after the full stop. They offer a typology of semantico-syntactic
relationships linking the linguistic segments on either side of the full stop and
attribute the development of these constructions to the writers’ search for an
alternative to the complex sentence. In “Lenjeu de la rédaction profession-
nelle” (“The issue of professional writing in the 21 century: multidisciplinary
tools for a high-level writing”), Christina Romain, Véronique Rey and Ma-
rie-Emmanuelle Pereira show that writing professional documents requires
the writer to combine the manipulation and ordering of linguistic units to-
gether with the mastery of an enunciative system ensuring the establishment
of a relationship with the addressee. The chapter by Louis Hay, “La critique
génétique, une autre approche de Iécriture?” (“Genetic criticism: another ap-
proach to writing?”), examines questions of both methodology and semiotics.
It essentially shows how genetic criticism attempts to trace the writer’s path
by studying the graphic traces of their mental operations, revealing the link
between the material and the symbolic.

This attention to writing dynamics extends to chapters that underscore
their role in the personal or social construction of individuals. Bruno Hu-
bert, in “Ecrire pour donner a voir et entendre sa compréhension du monde”
(“Writing to transmit and share one’s understanding of the world”), and Edu-
ardo Calil, in “Writing, memory and association: creation processes of poems
by newly literate students,” examine the way a system allows primary school
students to construct themselves as authors. The first treats the linkage be-
tween reading and writing and how writing offers a path for conciliation with
the world through the effort of representation and comprehension that it
solicits. The second describes the process of creation established by a dyad of
young children who undertake to write a poem. It shows how the written re-
cord is only an imperfect re-creation of the associations underlying the ideas
and the fertile terms established by the children during their oral exchanges.
With regard to adults and their training, the emphasis is on the more or less
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successful changes that writing provokes. In “Faire écrire pour construire des
connaissances: accompagner la construction d’une posture d’apprenti-cher-
cheur” (“Building knowledge through writing workshops: How to accom-
pany the gradual building of an apprentice-researcher posture”), Jacqueline
Lafont-Terranova and Maurice Niwese describe a widespread system used
in writing seminars as an initiation to writing research papers while devel-
oping the relationship to students’ writing at the same time. The assessment
by Marie-Hélene Jacques is more pessimistic. In “Ecriture et reconstruction
identitaire au cours des transitions professionnelles. Le cas de la Validation
d’Acquis de I'Expérience,” (“Writing and reconstructing identity through
professional transitions”), which examines the texts that people must write
during the course of professional reorientation, she shows that the task rekin-
dles initial socio-cultural inequalities.

'Thus, through the chapters collected in this book, which sketch the land-
scape of current writing research, we can see how our knowledge about writ-
ing is still growing, and appreciate the positive effect of educational research.
But, at the same time, these chapter show, by what they don’t cover, wide areas
that remain in the shadows. This body of work offers not only results and
conclusions well worth retaining, but also paths of future inquiry well worth
pursuing.
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Two national studies of writing instruction in secondary
schools in the United States over 30 years apart reveal the
changes in the kinds of work students are asked to do. Find-
ings indicate that in both the 1979-80 and the 2009-2010
studies nearly half of lesson time involved pencil on paper, but
only a small percent of that was devoted to paragraph-length
writing; nonetheless, there was a significant increase from
3.8% of the time devoted to paragraph-length writing in the
earlier study to 7.7% in the current. There was also an increase
in instruction of such practices as generating ideas, writing
strategies, or peer planning and revision. Although students
write more for English than for any other subject, they actually
write more for their other subjects combined than they do for
English. Much of the observed current patterns in writing
education can be attributed to the high stakes examination
system put in place since the previous study. Effective practices
of successtul curriculum and instruction were identified.

Deux études distantes de 30 ans ont révélé des changements
majeurs aux Etats Unis dans le type de travail que les éléves

de lenseignement secondaire devaient fournir en écriture. Les
résultats de la recherche menée en 1979-80 tout comme de la
recherche de 2009-2010 montrent que les éléves passent presque
la moitié du temps des cours la plume a la main, mais que seul
un faible pourcentage du temps est consacré a la rédaction
d’écrits de la longueur d’'un paragraphe. Toutefois, il sest produit
un accroissement significatif du pourcentage de temps consacré
a [écriture de paragraphes puisque celui-ci est passé de 3,8% lors
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de la premiére étude a 7,7% lors de Iétude la plus récente. Il y

a eu également un développement de la formation 2 certaines
pratiques scripturales telles concernant la recherche des idées, les
stratégies d’écriture ou la planification et la révision menées avec
les pairs. Bien que les éleéves écrivent plus dans le cours d’anglais
que dans les autres cours, ils totalisent en fait plus d’écrits dans
lensemble des cours que dans le seul cours d’anglais. La plupart
des phénomenes qui ont été observés dans lenseignement de

la production d’écrit peuvent étre attribués au systeme dexam-
ens a forts enjeux qui a été mis en place depuis Iétude la plus
ancienne. Larticle signale également les pratiques efficaces qui
conduisent au succés du programme d’étude.

1. Introduction

This chapter presents two national studies of writing instruction over 30 years
apart to examine the kinds of work students are asked to do in school. It con-
siders not just the books they read or the topics they study, but what students
are asked to do with the material they encounter in their subject coursework.
'The nature of this work, in turn, shapes what they are learning to know and
be able to do. Should they prepare for business, reflect on personal experience,
argue for social justice, or engage in storytelling? All are important, but each
leads to the development of a different set of knowledge and skills.

These issues are important in today’s world because of workplace and so-
cial globalization. Success in 21 century work and communication endeavors
call for writing skills and instruction that foster not only sharp and critical
minds, but facility in the various forms of writing and expression that are
associated with success in present-day commerce and the workplace. In the
United States, tests such as those being revised by the National Assessment
of Educational Progress (NAEP) and those being developed to align with the
new Common Core State Standards attempt to focus on students’ growing
ability to use writing as a way to think deeply and express themselves clearly.
'The Common Core calls for writing in each of the main curriculum areas and
expects students to be able to write thoughtfully about what they are learn-
ing in ways that reflect the norms of modern writing. Despite well-intended
goals, how these benchmarks are being interpreted and translated into action
has been problematic. Our research team wanted to learn about the kinds of
writing students are being asked to do as well as the kinds of writing they are
actually doing in their subject classes. We saw this study as an appropriate
opportunity to sketch a baseline for the next decade of writing research and
reform needed in middle and high school subjects.
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"The more recent of the two studies, a collaboration between the Center on
English Learning & Achievement at the University at Albany and the Na-
tional Writing Project at the University of California-Berkeley, had 4 stages,
each of which took about a year (Applebee & Langer, 2013).

2. Methods

'The first stage was an inventory of what we already knew about the state of
writing instruction in the United States. This involved primarily a series of
re-analyses of background questions that accompany the National Assess-
ment of Educational Progress, which assesses reading, writing, and other sub-
jects on a regular basis in the U.S. and also gathers information from teachers,
students, and administrators about the kinds and amounts of writing that are
taught in particular grades and disciplines. With this as background, stage 2
followed with a year-long series of in-depth studies of instruction across the
disciplines in 6 diverse middle and high schools in New York State, devel-
oping procedures for the next phases of the study and refining our sense of
issues in teaching and learning across all subject areas.

The final two stages, which provide the majority of the data presented
here, began with a close examination of “best practice” in 20 schools selected
for their reputations for excellence in the teaching of writing. These related
best practice to curriculum and instruction in more typical settings (stage 3),
followed by a survey of middle and high school teachers in schools across the
nation (stage 4).

In stage 3, schools with local reputations for excellence were selected
through a process of soliciting nominations from state and national experts on
the teaching of writing; their suggestions were validated against school-level
achievement data on reading and writing performance. Each of the schools
we studied does noticeably better than demographically similar schools on
tests of writing achievement. In developing the sample, our emphasis was on
diversity in successful practice rather than “representativeness.” Our selection
criteria were also weighted towards schools and communities with histori-
cally underperforming populations, primarily schools serving the urban poor
and the culturally diverse.

For this stage, we selected schools in § states that illustrate the diversity of
approaches to assessment in the United States. Of the five states, California
and Texas required essays on their state exams in English, but not in any
other subject. Michigan similarly required essays in English, but also when
we began the study required essays in social studies/ history. Kentucky used
a portfolio assessment, where students were required to include writing from
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subjects other than English, but could choose the subject area. And finally
New York State continued a long tradition of requiring at least short explan-
atory writing in each of the major subject areas.

Once the sample was in place, teams of trained observers visited each
school for at least three days. They interviewed 220 teachers and administra-
tors, observed over 250 classes, and gathered a semester’s worth of all of the
written work completed for English, math, history, and science classes, from
each of 138 case study students.

For the fourth stage, the national survey, we contacted potential survey
respondents a total of five times in different formats (e.g., telephone, postcard,
letter). We obtained useable responses from 1520 randomly selected public
school teachers in Grades 6-12 (ages 11 to 17), in the four core academic sub-
jects: English, history, science, and math. Teachers in our sample were com-
parable on a variety of background characteristics with National Center on
Education Statistics data on teacher demographics in the U.S., as well as with
non-respondents from our sampling frame.

'The current study described above was designed to reveal changes in writ-
ing instruction since 1979-80, when I carried out a similar national study (Ap-
plebee, 1981). Because so much has changed in the teaching of writing, the
current study did not attempt a replication of the earlier work, but to investi-
gate instead issues that are relevant today, including, for example, the spread
of digital technologies and the advent of high stakes assessments. These ev-
eryday tools of writing were unavailable to the largest portion of the student
population in the late 1970s, and process approaches to writing instruction
were nascent. In fact, this earlier study helped to prompt related research and
changes in school policy and practice.

3. Results

3.1. Comparisons

Looking across time, there are some broad and noticeable changes in writing
instruction. In 1979-80, some 44% of lesson time involved pencil on paper, but
only 3% of that time included attention to paragraph-length writing (Apple-
bee et al, 1981, p. 79). When students were asked to write at some length, the
typical writing assignment was a page or less, begun in class and finished up
for homework. The presentation of the task took approximately 3 minutes
from the time the teacher began to give the assignment until the students
were expected to start work. Instruction, to the extent it took place at all,
typically occurred through teacher comments on completed work—which
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students usually ignored.

Much research and pedagogical innovation in the teaching of writing
has taken place in the intervening years and, based on survey and inter-
view data, we can see that teachers’ knowledge about writing instruction
has changed accordingly. Interview and survey data suggest that teachers’
views of writing instruction look very different today. They report being
more likely to use a workshop format where students are encouraged to
spend time prewriting, sharing drafts, and revising what they have written.
'They also report significant attention to formal writing instruction, offering
a mix of traditional structural approaches and more constructivist cognitive
strategies that may help in prewriting, drafting, and revision. Analyses of
classroom observations, assignments, and student writing suggest, however,
that the context for writing instruction has limited the changes that have
actually taken place.

As in the earlier study, nearly half of lesson time (49%) involved pencil on
paper (or fingers on keyboards), but again only 7.7% of the time focused on
paragraph-length writing (Applebee & Langer, 2011: 15-16). (This is actually a
significant increase from the 3.8% in the earlier study.) Although little writing
was still being assigned, when it was, the typical assignment had grown to two
pages, completed over as much as six days.

If we look just at English teachers, who focus most intently on writing
instruction, over half report that they frequently spend class time generating
ideas, providing instruction in writing strategies, or organizing peer planning
and revision. Almost half report creating workshop environments for writing,
or basing instruction around inquiry-based tasks. Reports from teachers in
other subject areas are lower than those from English, but the general pattern
of increased attention to instruction is clear across subjects.

Another feature that has changed across the 30 years between these stud-
ies is the attempt to provide more authentic audiences. Whereas in 1979-80
virtually all of the writing was to the teacher in the role of examiner, in the
recent study significant numbers of teachers reported establishing a teach-
er-learner dialogue in which they reacted to at least some drafts without as-
signing grades. Teachers also reported creating opportunities for students to
share writing among themselves, which also rose noticeably compared with
similar data from 1979-80. Some 41% of high school English teachers today
reported frequently encouraging such sharing, compared with only 16% in the
earlier study.

Many of the more substantial changes are captured in two writing assign-
ments, one collected in the earlier study (Figure 1.1) and the other collected in
the present one (Figure 1.2).
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Western Europe on the eve of the Reformation was a civilization going through great
changes. In a well-written essay describe the political, economic, social, and cultural
changes Europe was going through at the time of the Reformation. (25 points)

Figure 1.1 Ninth-grade social studies

The assignment in Figure 1.1 is in one sense an impossible task—books have
been written on the changes in Western Europe at the time of the Refor-
mation, and scholars will continue to find new themes to explore. But in
the context of the classroom the task is a quite straight-forward request to
report back to the teacher information that has been presented in class or in
the textbook, most probably in a mix of both. For the student, it is a work of
memory presented in a format that has been well-rehearsed.

Historical Context:

The French Revolution of 1789 had many long-range causes. Political, social, and eco-
nomic conditions in France contributed to the discontent felt by many French people—
especially those of the third estate.

The ideas of the intellectuals of the Enlightenment brought new views of government and
society. The American Revolution also influenced the coming of the French Revolution.

Directions: The following question is based on the accompanying documents in Part A.
As you analyze the documents, take into account both the source of the document and
the author’s point of view. Be sure to:

Carefully read the document-based question. Consider what you already know about
this topic.
How would you answer the question if you had no documents to examine?

Now, read each document carefully, underlining key phrases and words that address
the document-based question. You may also wish to use the margin to make brief
notes. Answer the questions which follow each document.

Based on your own knowledge and the information found in the documents, formu-
late a thesis that directly answers the question.

Organize supportive and relevant information into a brief outline.

Write a well-organized essay proving your thesis. The essay should be logically pre-
sented and should include information both from the documents and from your
own knowledge outside of the documents.

* Question: What were the most important causes of the French Revolution?
(Discuss three.)

Figure 1.2. Tenth grade social studies

The assignment in Figure 1.2 seems much more ambitious. It begins with
a similar catalog of conditions influencing the French Revolution, but it
complicates this with a set of new materials for the students to analyze and
synthesize, incorporating the new information into their response. These ma-
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terials and the ways they are presented reflect changes we have seen in class-
room instruction, with more time given to writing, together with extensive
scaffolding of how to go about the task. Though clearly a more sophisticated
task than the one from 30 years ago, this task too has limitations. Students do
not really have time in an examination context to develop original theories of
the origins of the French Revolution. They are urged instead in step one to
develop a template for their response, a template which they can enrich with
new details from the documents provided. There is an inherent tendency for
writing of this type to become highly formulaic, as Hillocks (2002) has noted
in his own study of writing assessments. In asking students to discuss 3 causes
of the Revolution, this task even nudges students toward a variation on a §

paragraph theme.

3.2. Writing in U.S. Schools Today

I want to turn now to other issues in writing instruction in the United States
today, again from the perspective of the work are students learning to do.

One of the first things we found about student writing is that although
many write more for English than for any other subject, they actually write
more for their other subjects combined than they do for English (Applebee
& Langer, 2011: 15). This means that a great deal of what students know and
are able to do with writing is shaped by their experiences in other classes—
particularly science and history.

'The second striking fact about the work students do for school is how lit-
tle of it requires writing at all. Students spend almost half their time in class
with pencil to paper (or fingers to keyboard), but most of it is exercise work,
copying from the board, or filling in information that has been organized by
the teacher or textbook. Work that requires any composition—creating even
the possibility of constructing new knowledge—represents around 18% of the
work middle and high school students are doing.

Why is this?

In U.S. schools, the high stakes examination system drives curriculum and
instruction to an even greater extent than we thought when we began the
study. In any given year, nearly 76% of middle school students and 47% of
high school students are likely to face a high stakes exam in English; the
percentages are even higher in math. Schools and students face up to 3 sets
of external exams that are “high stakes”—that is, they can determine whether
a student passes or fails, a teacher gets a raise or loses a job, or a school gets
closed.

Because the stakes are high, teachers pay close attention to the exams,
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which come from three different sources. Across subject areas, teachers re-
ported that between 61% and 91% of U.S. classes are shaped in important ways
by state examinations, and another 49% to 73%, depending on subject area,
by district exams (primarily a phenomenon of large urban school system).
Finally, Advanced Placement and International Baccalaureate exams affect
curriculum and instruction in another 19% to 27% of classes, figures that rise
turther in the upper grades.

Unfortunately, the importance of high stakes testing does not bode well
for writing instruction. When we looked at the high stakes tests these classes
were facing, very little writing was required to do well. Even in English class-
es, only 17% of the grade in middle school and 29% in high school required
any open ended response; the percentages were lower for essay writing. Class-
room-based testing is no more encouraging; its emphases follow the lead of
the high-stakes exams. The bottom line is that students can do well in all
subjects by learning to do well on multiple-choice items.

The tests we give are perhaps the strongest indicator of what is valued by
society-at-large, and what we want students to know and be able to do. In
our study, the teachers report that the tests have a very direct effect on class-
room instruction. Some 75%, for example, report asking students to practice on
similar items, and 62% use old exams as the basis for some of their classroom
instruction.

Tests shape school work in at least 3 ways: whether to include writing in the
curriculum; what kinds of writing to include; and whether to structure writing
tasks around in-depth exploration of topics or as preparation for on-demand
assessments. We saw evidence of all three of these influences in our study.

First, in classes facing exams that required a paragraph or more of writing
their teachers required them to complete significantly more pages of writing
than in classes with no writing on the exams. Further, teachers in these classes
reported a significantly greater range of types of writing were important for
their students’ success (Applebee & Langer, 2013: 18-20). Interestingly, simply
having open-ended items on the exam was not significantly related to pages
of writing required, or range of types of writing considered important.

Second, there were clear differences among states in the importance that
teachers placed on different types of writing. New York and California, for
example, both include writing about literature in their examination systems,
and teachers of English in those states rated writing about literature as more
important to success in their individual classes than did teachers from other
states (Applebee & Langer, 2011: 18-19). Similarly, New York is the only state
in our sample to include document-based questions on the state history ex-
ams, and New York teachers rated analysis and synthesis across texts as more
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important for success in their classes than did their peers in other states.

On the one hand such associations should seem obvious—decide that
something is worth testing in a high stakes context, and it will be more val-
ued. But on the other hand, teachers have very little awareness of the variation
from state to state, and little opportunity to use these variations to ask what
we really want students to know and be able to do.

Teachers are, however, very aware of the impact that high stakes tests have
been having in their own contexts, and our interviews and questionnaires are
filled with their worries. As revealed in the following comments, their con-
cerns range from what is being pushed out of the curriculum, to a pressure
toward formulaic writing and lowered standards of language use.

I used to do a research project but don’t do it anymore be-
cause of the emphasis on tests. Research projects are so much
more time intensive—go to bare bones to prepare for tests.
(Grade 8 history teacher)

'The exams have made me get rid of more writing . . . it gets
to the point where you're testing on your curriculum . . . we
stick to the unit, do the problems . .. a lot of the processing
is skipped. They have to learn the answers, not the steps . . .
and I have to address the curriculum. (Middle school math
teacher)

There is not an emphasis on writing in the science state ex-
ams. ... They aren’t checking how the sentence is written or
structure. Spelling is not counted . . . length doesn't count.
(Grade 8 science teacher).

We tend to be repetitive of what we want them to write, ...
this is what you have to write, this is what has to be included,
you have to include this number of quotes, you have to re-
spond to your quote, so I think our essays become the same

thing. (Grade 12 English teacher)

'The work samples we collected from students in schools with reputations for
excellence suggest the writing students are doing is limited in other ways,
skewed heavily toward argument and explanation, with little room for imagi-
native writing. Story-writing makes up only about 3% of the extended writing
students were doing.

These data are aggregated across classes, but there is also evidence of a
move away from literature even in English classes. Although writing about
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literature still dominates the high school English curriculum, it has declined
by some 11 percentage points since 1979-8o, when there were no national tests
and only some states had lower-stakes subject-based exams, without general
skills or competency assessments. Both trends reflect a utilitarian view of the
values of reading and writing that has been pushing schools toward more
emphasis on argumentative and informational texts, and away from literary
experience and personal response.

3.3. Teaching to the Test

Another way to think about these results is an old one—they are a current
version of teaching to the test, but with a twist: Whereas teaching to the test
used to be a sign of weakness and a narrow curriculum, the accountability
movement in which these tests are embedded explicitly seeks to couple cur-
riculum, instruction, and assessment. This has produced another odd indica-
tor of current trends—the number of published articles on teaching to the
test, which has ballooned from 422 in the 1990s to 2710 in the 2000s, and is
well on the way to more than double again in the 2010s.

One quick note on technology.

We had begun the study excited about the possibilities of new technolo-
gies to support and enrich writing instruction, which were non-existent issues
in 1979-80 From social media to new instructional platforms, the possibilities
seem endless for supporting collaborative knowledge development

But, it isn’t happening. Although we found technology deeply embedded
in many schools, it has been assimilated into older approaches to teaching
and learning. In our observations of classroom instruction, for example, the
technologies that dominated were all designed to support the presentation of
information, replacing the blackboard with higher-tech alternatives. Word
processing, which can be a powerful support for individual writers (see Gra-
ham & Perin, 2007), was observed in only 5% of the classrooms—and is ac-
tually banned by some schools and districts fearful that their students will do
less well on paper-and-pencil high stakes exams if they have grown used to
the powers of word processing software.

4. Conclusions

Ironically, the results from our study suggest that this version of accountabili-
ty is reinforcing the inequities it was meant to address. Poorer districts, which
tend to be under-resourced and underperforming in the U.S., are focusing
most narrowly on test items and seeking short-term boosts in test scores.
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While richer districts, which tend to be well funded and higher performing,
are integrating test content into a richer and more challenging curriculum,
widening the performance gap.

So, what makes writing work? Stepping back from the details of our study,
there are at least four important characteristics of successful curriculum and
instruction:

1. Involving students in extended exploration of ideas that matter, not
limiting their focus to strategies for answering multiple-choice or “se-
lected -response” questions.

2. Embedding authentic reading and writing experiences in each of the
academic disciplines, not isolating them as skills to be studied and
assessed out of normal contexts of use.

3. Providing rich curriculum and instruction supporting student knowl-
edge building, not focusing attention on formulaic responses to
predictable examination item formats.

4. Supporting school-wide initiatives to change the nature of school
writing, and not expecting reform to take hold out of the work of
individual teachers working alone.

Changes in classroom practice across this time span have been important,
reflecting many of the dimensions of successful practice prominent in both
research and policy statements on the teaching of writing. Students today
seem to write somewhat more, at somewhat greater length, and to a wider
variety of audiences in each of the central academic subjects (English, science,
mathematics, and history).

At the same time, the overwhelming majority of school work continues
to be limited in scope and shallow in the depth of understanding required to
do well. As Hillocks (2002) found in his study on testing, the power of tests
to reshape what teachers consider necessary to teach and the kinds of writing
students actually experience at school is widespread, even in the face of strong
contradictory research and practice. There is a great deal more work for us to
do in supporting writing instruction that will help make schools more excit-
ing as well as more effective places for teachers to teach and students to learn.
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Mapping Coherence

and Cohesion Skills in
Written Texts Produced
by 9- to 12-Year-

Old French-Speaking
Learners: Indicators of
Proficiency and Progress

Claudine Garcia-Debanc and Myriam Bras

UN1vERsSITE TOULOUSE-JEAN JAURES, FRANCE

The present work is part of a crossed study of a large corpus
of pupil texts (n= 400, 9-12 years old, 16 years old, students)
triggered by a common instruction. It aims at establishing

a cartography of indicators of textual competencies. In this
chapter, we analyze 6 texts of ¢ to 12 years old pupils respond-
ing to a sentence integration task: three sentences including
pronominal anaphora and demonstrative noun phrases have
to be integrated in a narrative text without modifications. The
first results show that the integration of pronominal anaphors
is easier than the integration of lexical expressions including
a demonstrative determinant. The texts which succeed in
integrating Demonstrative NP including lexical anaphora

are the longest ones and have a title. Then, we study temporal
structuration of the same 6 texts: we list the different verbal
tenses used in each text, connectors and adverbial frames.
These analyses show that the hierarchy of the texts from a
coherence/ cohesion point of view correspond to the scholar
levels: younger pupils use cohesion markers better than older
ones. Then, we compare two texts written by pupils of the same
scholar level. They show very different competencies on using
cohesion markers. The methodology experimented here on a
small number of texts will serve as a guide to a bigger annota-
tion campaign on a large corpus of pupil texts (n = 400).
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La présente étude constitue I'un des volets d’une analyse
croisée d’un ensemble de textes déléves (400 textes rédigés par
des €éleves de 9 4 12 ans, de 16 ans et par des étudiants adultes),
en réponse a une méme consigne, en vue détablir une cartog-
raphie des compétences textuelles de gestion de la cohésion.
Nous analysons ici 6 textes d'éleves de 9 4 12 ans en réponse

a une tache-probléme d’intégration dans un texte narratif de
trois phrases comportant des anaphores pronominales ou des
groupes nominaux avec des déterminants démonstratifs. Les
marques linguistiques choisies par les éléves sont recensées.
Létude s’attache ensuite aux marques de cohésion temporelle a
travers I'étude des temps verbaux, des adverbiaux cadratifs, des
connecteurs et de la présence de subordonnées temporelles. Le
faisceau de ces marques permet de hiérarchiser les divers textes
analysés du point de vue de la cohésion textuelle. La méthod-
ologie ainsi mise au point sur un échantillon limité de textes
prépare une annotation d’une grande quantité de textes pour
établir une cartographie d’indicateurs de complexité dans la
gestion des marques de cohésion textuelle.

Learner texts have been studied by linguists and researchers in the teaching
of French for about fifty years (Charolles 1978,1988; Beguelin, 1988; Apotheloz,
1995; Masseron, 1981). These analyses, conducted within the tradition of the
“grammar of errors” (Frei, 1929), aim to “seek the regularities underlying lan-
guage errors” (Béguelin, 1988) and the “anomalies” indicative of the cognitive
processes involved in oral and written production (Béguelin, 1992), in order
to identify the production mechanisms involved in the encoding of written
text (Béguelin, 1995). Deviations from the norm are thus interpreted not as
errors but as traces of the writing process (Hayes and Flower, 1980; Schneu-
wly, 1988) and the gradual construction of writing skills. The mapping of in-
dicators showing the implementation of the components of writing expertise
is more advanced in the area of spelling (Geofire, 2013, 2014) than in that of
textual cohesion. The analysis of a sample of texts written by primary and
secondary school students (Masseron, 1981, 2005; Garcia-Debanc, 2010, 2013;
Roubaud, Garcia-Debanc, 2014) brought many textual cohesion problems to
the fore: referential ambiguities, contradictions in reference chains, and too
many inferences to be made by the reader to re-establish overall coherence.

'This study is part of a broader project that aims to build large corpora of
learner texts to map the acquisition of textual cohesion by French primary
and secondary school students. At present, such corpora, considered here as
“large” because they contain hundreds of texts produced in response to the
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same writing instruction, although “small” compared with the corpora usually
used in NLP, only exist for French as a Foreign Language (Granger, 2007,
2009) or English as a Foreign Language. They are beginning to be compiled
for French as an Instruction Language (Elalouf et al., 2005; Elalouf, 201r;
Leblay, Auriac, 2010; Gunnarson-Largy, Auriac-Slusarczyk et al., 2013). Their
development appears essential to conduct precise studies to highlight the in-
variants and factors of progression in the establishment of indicators of textu-
al competence and, as a second step, to outline possible teaching applications.

In the present study, we analyze the strategies used by 9- to 12-year-old stu-
dents to handle temporal coherence and textual cohesion in anaphoric chains
when carrying out a task of integrating sentences in a narrative. Charolles
(1988) identified the cohesion markers that ensure textual continuity: verb
tense and person, pronouns, lexical substitutes, etc. However, students at these
levels of education have difficulty managing these ties cohesively in their own
writing. We investigate here the resolution modes chosen by students aged 9
to 12, with a view to identifying their level of proficiency. By analyzing their
erasures, we also searched for clues as to how young writers solve potential
difficulties for the reader, in order to avoid costly inferential processing.

After a review of some landmark studies on this issue, we will discuss
the methodology (the writing instruction and the processing of the student
texts) and we will present an analysis of a sample of six texts by students (two
per grade, i.e. the last three years of French primary school), considering first
nominal anaphora and then temporal coherence.

1. Linguistic Markers of Textual Cohesion and
Their Acquisition by Schoolchildren

1.1 Coherence and Cohesion

Ever since the seminal work by Halliday and Hasan (1976), textual cohesion
has been defined as a set of cohesive ties between text elements. These ties
are established when the interpretation of one element depends on another
element in the text. Cohesive relationships within and between sentences are
organized in a taxonomy of five types of relationship: reference, substitution,
ellipsis, conjunction and lexical cohesion. We will focus here on anaphoric
relations, whether temporal or not, and on conjunctive relations expressed
either by connectives or by temporal adverbials.

Textual coherence is defined here from the viewpoint of comprehension:
a coherent text is a text for which it is possible to build an interpretation. In
theoretical frameworks such as Segmented Discourse Representation Theory,
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or SDRT (Asher & Lascarides, 2003), a text is considered to be coherent if
the contribution of each text segment can be linked to the contribution of an-
other text segment in the discourse context. Coherence and cohesion are not
equivalent properties; they act at different levels (semantic content vs explicit
surface relations). Coherence can result from the existence of cohesive links
(Marie was sick, so she didn’t go to work), but can also hold without any cohesive
ties (Mary is sick, it’s cold). Conversely, the existence of cohesive ties between
two segments does not necessarily entail the coherence of the whole (Mary
is sick but Albert has been learning to play the piano for two years. Adapted from
Charolles, 1995).

Coherence is expressed by coherence relationships between text segments.
Here we will use SDRT coherence relations: Narration, Result, Explanation,
and Background (Bras et al., 2009). We will consider that, when building the
representation of a text, it is the possibility to attach the representation of any
text segment to a segment representation already introduced in the whole
text representation with one of these coherence relations that ensures the
coherence of the whole text.

In this chapter, we will also make use of Kamp and Rohrer’s (1983) analysis
of tenses to treat narrative sequences. In their approach, tenses such as the
French Passé Simple and Passé Composé can be considered as instructions to
let the narrative proceed, while the Imparfait tense describes a state of affairs
backgrounding the salient event of the narration represented by the reference
point. This discourse semantics of tenses is close to the textual function of
tenses developed by Benveniste (1974) and Weinrich (1974), that distinguishes
between “story tenses” (Imparfait, Passé Simple, Plus-que-parfait) and “com-
mentary tenses” (Présent, Passé Composé, Futur), and attributes a textual func-
tion to each tense in each system.

1.2. Textual Cohesion in Learner Texts

While a large number of studies have been carried out in linguistics and
psycholinguistics on anaphora (Cornish, 1999) and the processes in under-
standing anaphora from the comprehension standpoint, work on cohesion
in texts written by young students is scarce. Charolles (1988), in a study of
the linguistic traces of writing processes, analyzed the language markers used
by 10- to 13-year-old students (the last two years of French primary school
and the first year of secondary school) to anticipate confusion in the identi-
fication of characters in a written narrative. The writing task proposed was
based on a protocol used in psycholinguistic experiments (Bartlett 1984, cited
by Charolles, 1988): students were presented with two versions of a comic
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strip, one considered “easy” in which the three characters to be included in
the story are differentiated (hair color, clothing), the other one “difficult” in
that no visible signs distinguished the protagonists (Charolles 1988, p. 81). The
study, which was both quantitative and qualitative, analyzed the distribution
patterns of the characters’ initial names and the ratio of contrastive construc-
tions and drew up a typology of typical difficulties: contextualizing the scene,
introducing dialogues, introducing proper names, confused anaphora, and
ambiguities.

Similarly, Béguelin (1988) aimed to “seck the regularities underlying lan-
guage errors.” She analyzed argumentative anomalies (Béguelin, 1992) and
co-reference errors in matrimonial advertisements and letters to the editor
published in the press (Béguelin, 1988) and in texts written by schoolchildren
and foreign university students (Béguelin, 1995). By analyzing these different
corpora, Béguelin showed how these errors can be grouped into a typology
which then allows didactic treatment. In particular, she demonstrated the
importance of discursive memory for the interpretation of some occurrences
of ambiguous anaphora or anaphora without textual references.

2. Methodology: Presentation of the Corpus Analyzed

2.1. Research Question

'The present study aims to assess the problems encountered by primary school
pupils with temporal cohesion and textual cohesion in a written narrative
production task, and the language resources they mobilize to avoid costly in-
ferential processing for their potential reader. To this end, we investigate the
resolution modes chosen by the students and define indicators of proficiency
in the management of textual cohesion. The convergence of various indicators
of proficiency is examined at different levels of analysis: spelling, syntax, text
segmentation into sentences, textual cohesion, particularly from the perspec-
tive of the management of anaphora and temporal expressions. The method-
ology designed for analyzing and testing a sample of texts will subsequently
be applied to quantitative studies on the entire corpus.

2.2. Writing Instruction and A Priori Analysis of the Writing Task

'The writing instruction proposed is based closely on the one used by Charolles
(1988). However, while Charolles (1988), in the psycholinguistic tradition,
chose a set of images from comics as the stimulus in order to avoid linguistic
priming, we preferred to use a set of sentences, to see how some linguistic
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markers are included by students in solving this task. To focus students’atten-
tion on textual cohesive ties, we designed a writing task, considering that the
problems of textual cohesion that students have to solve to meet the target
are, to some extent, of the same nature as those observed in their own writing.
'The task could be described as epilinguistic, since it draws students’ attention
to a dimension of the functioning of the language, without using linguistic
terminology. The writing instruction was as follows:

Racontez une histoire dans laquelle vous insererez séparé-
ment et dans lordre donné les trois phrases suivantes:[Tell
a story in which you insert separately and in the order given
the following three sentences]

Elle habitait dans cette maison depuis longtemps. (P )

[She had been living in this house for a long time]

I1 se retourna en entendant ce grand bruit. (P,)

[He turned round when he heard this loud noise]

Depuis cette aventure, les enfants ne sortent plus la nuit. (P)
[Since this adventure, children no longer go out at night]

To avoid any changes being made to the three sentences, they were print-
ed on strips of paper that students could paste in wherever they wanted in the
text. This method was chosen to avoid imposing the drafting of a given length
of text, which would have been the case if the sentences had been separated
by dots.

The proposed task leads students to manage cohesive ties by resolving
several referential anaphora: personal pronouns (she, i#), noun phrases with
an anaphoric demonstrative (zhis house, this loud noise, this adventure), and
noun (children). However, the writing instruction gives no indication about
the characters, who may be a witch, a mother or a daughter, an adult or a
child. Similarly, the choice of narrative genre is left quite open. It is indicated
by the closing sentence with the words night and adventure, which may be
considered as the moral of the tale, suggesting danger and fear. These linguis-
tic elements are thus both linguistic constraints to be taken into consideration
and elements that trigger the writing process, sparking the imagination. Thus
the last sentence is important for text planning (Hayes & Flower, 1980), inso-
far as it constrains the time frame of the key episode of the story (the night),
and creates the general atmosphere: if the children no longer go out at night,
it is because one or several of them have experienced terrifying and dangerous
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adventures at night. Writers must also decide if the children mentioned in the
last sentence is a generic term referring to the characters previously designat-
ed by she or e or if it refers to only one of them and consider that this moral
is a generalization from the adventure of only one child. Furthermore, the use
of tenses, the French Imparfait in the first sentence, the French Passé Simple in
the second sentence and the present as a general truth in the third sentence,
induces the Passé Simple / Imparfait opposition in French, while the present
of the final sentence is justified by the generic nature of the moral. The writer
must also take into account the spatial and temporal information present in
the writing instruction: in this house, for a long time, at night. Despite these
constraints, the writing instruction is open, since it allows a wide variety of
solutions concerning the genre of the story and the type of characters. Indeed,
the writing instruction does not indicate whether the final text is an adven-
ture story, a news story, a fairy tale or a fantasy story. All these possibilities are
permitted by the writing instruction.

Analysis of the task also reveals the need for backward planning (Schneu-
wly, 1988): the final sentence induces the construction of a story that requires
the presence of children, appears as an “adventure” and puts an end to night-
time excursions, probably due to a frightening scene.

For each occurrence of an anaphoric marker in the sentences of the writ-
ing instruction, writers have to clarify the reference by inserting additional
sentences before the occurrence. However, the distance between an anaphoric
term and a reference-source can vary. The resolution can be achieved by mak-
ing local ties between successive sentences or may require a greater distance
between them.

2.3. Corpus

'The complete corpus comprises 400 texts by 9- to 16-year-old students (third
to last year of primary school and first and last years of lower secondary
school) and 4o texts by master’s students (students training to become prima-
ry school teachers and students training to become writers). These texts and
manuscripts are being transcribed.

Given the limited space available, we will compare a small sample of six
student texts, two per grade level.

2.4. Text Processing Methodology

The texts were transcribed respecting the original spelling and spatial orga-
nization used by the students. Strikeouts were transcribed according to the
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conventions of the ITEM (Fabre-Cols, 2002). The three sentences given in
the writing instruction were written in italics.

We performed a word count, excluding the words in the sentences of the
writing instructions. In the event of segmentation problems, we counted the
words according to standard spelling (sapeler = s'appelait = 2 words).

The text was then segmented using semantico-referential criteria follow-
ing the segmentation rules of the ANNODIS project (Muller et al., 2012): a
minimal segment (Elementary Discourse Unit, henceforth EDU) describes
an event or a state of affairs, described by a clause, be it finite or not, inde-
pendent or not, elliptical or not. Some elements, such as frame introducers or
frame adverbials (Charolles, 1997) were segmented because they have a dis-
cursive autonomy (Vieu et al., 2005). We give below the texts segmented along
these lines, regardless of the punctuation or syntactic segmentation used by
the students. Following these rules, two of the sentences to be integrated in
the texts, P, and P, must also be segmented into EDUs. We segmented them,
while grouping them into a complex segment corresponding to the sentence
to be introduced, to allow easier reference to these sentences in our analysis:

[l se retourna] [en entendant ce grand bruit.]]
[[He turned round] [when he heard this loud noise.]]

[[Depuis cette aventure, ] [les enfants ne sortent plus la
nuit.|]

[[Since this adventure] [children no longer go out at night.]]

Text 1: text by Joanne (3™ yr Primary)

(1) [I1 étaie une fois une petite fille] [elle sapeler tisa liza],

[elle aitai trai janti] [Elle habitait dans cette maison depuis

longtemps.] _ [elle avais des jantil voizain]_et-sesvoizain [[1/
4=a 5

se retournal [en entendant ce grand bruit.]],, [Caitai un arbre

qui tonbaie] [[Depuis cette aventure,] [les enfants ne sortent

plus la nuit. []__

(1) [Once upon a time there was a little girl] [her name was
fisa liza] [she was very mce] [She had been living in this
house for a long time. ] [she had nice nelghbors] and-her-
netghbor [[He turned] [When he heard this loud noise.]],
[It was a tree that was falhng] [[Since this adventure] [ch1l—
dren no longer go out at mght 1.
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Text 2: text by Clara (3rd yr Primary)
(2) [Létrange voisine en Bretagne]

[I1 était une fois, une petite fille qui s'appelait Lola. ] [Elle
avait deux frére, Nicolas et Jérome. ]| [Maintenant ils avait
I'age de vivre seule: ] [Lola alla habiter en Bretagne, ]5 [car
elle aimait cette région.], [Elle n'avait encore pas beaucoup
d’argents]_ [et n'avait pas asser de sous], [pour s’acheter un
habita.], [76116 pouvait que s’acheter une cavane a la lorée
d’un bois.] _ [Elle avait une voisine trés mistérieuse.] [Ehe
La voisine avait une maison anciene. ]IZ

[Elle habitait dans cette maison depuis longtemps. |

13=a
[Un jour,]I4 [la voisine mistérieuse invita Lola pour mieux la
connaitre.]I5 [Lola révait que ses frére vienne en Bretagne.]
[La vieille voisine lui proposa de louer sa maison gratuite-

ment.]w

[- Vraiment! Gratuitement! Merci!] . [Mes frére vous remer-

cient.]‘9 [Jevous 1 suis d’accord!]

[Donc, un mois apres] [elle invita ses deux frére dans la
chaumiere de la voisine.]  [Ils était d’accor'c.]23 [Une nuit]24
[Jérome n'arriva pas 4 dormir] [la maison de cette vieille
femme était étrange.]  [Tout d’un coup]27 [[1/se retournal [en
entendant un grand bruit.]] ., [Un bruit trés bizarre comme
“SCRABATOIMADOU!”] [Car aucun objets ne pouvait
faire se son en tombant.]| [Nicolas entandit le brui'c]3I [il alla
reiveiller Lola.]  [Tout deux courrurent retrouver ]éréme.]33
[A leur surprise il avait disparut!] [Ils sont rentrer dans un
grand chagrin,] [quand plus vite que Iéclaire la vieille vois-
ine était 12‘1.]3 , [Cetait une sorciére]37 [et dit: ]33

[- J'adore me nourrir des pleurs et des peurs infernales! ] |

[- Ou est Jérome! ]40 [crie Lola. ]4I

[- Ah, Ah vous ne le serez jamais! ]42

[Ils Ton chercher pendant deux jours; ]43 [Le deusiéme

jours], [ils le retrouva ligoter dans un placartd.]

[ - Cest une méchante sorciére!]46 [leur dit ]ér(‘)me.]w
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) , s e
[-On szut,]48 [et cest elle qui t’a 11goter?]49

[- Non,]  [cesont trois yéti horiblement rnéchant.]sx [dit
]élrc‘)rne.]s2 [Lola voulu tout de suite déménager a Toulouse.]s3
[La aussi elle a une Voisine;]s4 [mais le jour ou elle & vou-
lu l'inviter, ]55 [la voisine sest contenter d’'un grand et fort

[[- Depuls cette aventure,] [les enfants ne sortent plus la

nuit. ]]57:C

[- Car ils avait bien trop peur de rencontrer la sorciére et ses
trois yétis.] |

(2) [The strange neighbor in Brittany]

[(Once upon) a time (there was) a little girl called Lola. ],
[She had two brothers, Nicolas and Jerome. ]3 [Now they
were old enough to live alone:], [Lola went to live in Britta-
ny,] [for she loved this regionj [She had not much mon-
ey] _ [she had not enough money] [to buy a home. ] [she
could only buy a caravan on the edge of a wood.] | [she had
a very mysterious neighbor.] [She The neighbor had an old
house.] |

[She had been living in this house for a long time]

[One day,]14 [the mysterious neighbor asked Lola in to get to
knowherbetter.] [Lolawaslongingforherbrotherstocometo
Brittany.] [Theoldnelghborofferedtorentherhouseforfree ]
[- Really' For  free! ‘Thank you!] | [My
brothers thank you.] o (1 agree!] .
[So, a month later] _ [she invited her two brothers to the
neighbor’s cottage.]  [They agreed.] y [One night] y [Je-
rome couldn't fall asleep] B [the house of this old woman
was strange.] . [suddenly] | [He turned round when he heard
this loud noise] , [A very strange sound like “SCRABATO-
IMADOU! “]29 [For nothing could make this sound when
falling.] =~ [Nicolas heard the sound] [he went to wake
Lola.]32 [Both ran back to ]erome.]33 fTo their surprise, he
was gone!]34 [They returned to the house in great sorrow,]
[faster than lightning, the old neighbor was 'chere]3 , [She was
a witch]37 [and she said.]38
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[- I love to feed on tears and infernal fears! ]39
[- Where is Jerome! ]40 [Lola yells. ]41
[- Ah, Ah, you'll never know! ]42

[They searched for two days; ]43 [the second dzly]44 [they
found him tied up in a closet.]45

[- She’s a wicked witch!]46 [ Jerome said.]47
[- We know,]48 [and she tied you up?‘]49
[- No,]50 [it was three horribly evil ye'cis.]5I [Jerome said.]s2
[Lola immediately wanted to move to Toulouse.]53 [Again
she has a neighbor;]  [but on the day she wanted to invite
him,]55 [the neighbor merely shouted a loud “no!!!!!!! “]56
[[ Since this adventure] [children no longer go out at night. ]]57: .
[Because they were too afraid to meet the witch and her
three yetis.]

Text 3: text by Karim (4th yr Primary)
(3) [Marie Gorge et Merlin.],

[Elle habitait dans cette maison depuis longtemps. ]

2=a

[La nuit ’tornba]3 [et puis Gorge se leva]4 [[et
[11 se retourna] [en entendant ce grand bruit.]]szb

[I1 enfile son manteau], [et sort de la maison,]_[il vat regon-
dre], [clest un copin dans la foruit._ [soudain ifs entandis des
bruits terifiant,] [Gorge se demanda]_[ o que se que sait ]
[ cest peutaitre un mostre ] [se dit Emilie.] [Basqual dit]
« . . ) 3 . 4 » 5
[“a sait pas vrai] . [cest peutaitre une chouete ]17 [Le mon-
stre comensa a parler] [ “e non se nait pas une chouette” ]19
[Gorge et Balsqua puis Emili il couurent]  [irentra vite chez

eux. | [H raconta cette histoire a leur parent] [et

[Depuis cette aventure,] [les enfants ne sortent plus la nuit.
]]23:c
(3) [Marie Gorge and Merlin. ]

[She had been living in this house for a long time] _
[Night fell]3 [and then Gorge get up]4 [[and
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[He turned round when he heard this loud noise]5 N

[He puts on his coat], [and goes out of the house] [he goes
to meet] [it’s a friend in the forest] [suddenly tﬁey heard
terrifying noises] = [Gorge wondered] [what is it?] [per-
haps it is a monster] [Emilie said.] [Basqual said] [“it

is not true]  [it rmght be an owl. ] The monster started
talking] . [“no it’s not an owl.” ] [Balsqua and Gorge and
then Ermh they ran] _ [they went  home quickly. | [He HE
told this story to their parents] [and

[Since this adventure, children no longer go out at night]]zgzL

Text 4: text by Rebecca (4th yr Primary)
(4) [La bergere.],

[11 était une fois une petite bergére qui vivaient prés des
bois.] [Elle avait une toute petite maison.]3

[Elle habitait dans cette maison depuis longtemps. ] _,

[Elle avait huit enfants]_[elle en prenai bien soin. ], [Le plus
jeune fesai le plus de bétise; ] [La petite bergeére envoyer
ses sept s'autres enfants a I'école], [et elle restai soccuper du
bebe] [au fur et 4 mesure des années] [lenfant grandi]
[au débu a sa naissance] _ [elle voulut I'appler Perssee] [ma1s
a 'age de huit ans] | [le petit garnement désida de s appel—
er Mohamed] [sa mere accespeta.] , [Mais il ne savait pas
qu’un voleur & enfant]_[la bergére protégét ses sept enfant]
[le plus jeune se fis avo1r] [le fais tout pour l'atraper] [et il
entendu un brui]

[[I1 se retourna] [en entendant ce grand bruit.]]

[Le pére de Mohamed tua le Voleur] [les sept enfant se fis
capturer], y [le pere les sauva] N [un fentome supreme surgi]
[ille tue]27 [et les enfant désidere de]

[[Depuis cette aventure,] [les enfants ne sortent plus la nuit.

]]29=c
(4) [The shepherdess. ],

[Once upon a time there was a little shepherdess who lived
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near the woods.]  [She had a very small house.] ,
[She had been living in this house for a long time. ]

[She had eight children] ] [she looked after them well. |
[The youngest was the most unruly ] [The little shepherdess
sent her seven other children to school] | [and she was left to
look after the baby] [Over the years] [the child grew up]
[early in his birth] [she wanted to call him Perssd ] 5 [but at
the age of eight years] , [the little rascal decided to be called
Mohammed] ; [his mother agreed.] , [but he did not know
that a child-snatcher] 5 [the shepherdess protected her seven
children] , [the youngest was caught]  [he does everything
to catch h1m] . [and he heard a no1se]

[He turned round] [when he heard this loud noise|

[Mohamed’s father killed the thief ] [the seven children
were captured] [the father saved them] [a supreme ghost
arises] , [he Kills it] | [and the children decided

[[ Since this adventure], [children no longer go out at
night]]

29=C

Text 5: text by Lucie (5th yr Primary)
(5) [La fillette et le bandit]

[11 était une fois une fillette de 11 ans qui vivait avec sa meére
dans une petite maison a la lisiere d'une forét. | [E/le habitait
dans cette maison depuis longtemps. ]3=a

[La fillette aimait beaucoup aller se balader dans la forét.]
[Mais sa mére avait trés peur de cette foret] [car on la surno-
mait “La forét du bandit.”],

[Une nuit, ]7 [comme sa meére refusait toujours aussi
catégoriquement de la laisser aller dans la forét, ] [la petite
fille sortit pour aller dans la forét.]9 [Elle se baladait tran-
quillement] [quand elle entendit un fin bruit de pas. ] [Elle
regarda derri¢re elle] [mais ne vit rien. ]I3 [Le bruit sétait ar-
réter. ]14 [Soudain, ]IS [un jeune homme vétu de noir et armé
d’un pistolet apparu devant elle. ] [Elle se mit a courir a
toute vitesse. ]W [Chomme s’arréta] , [car la fillette avait dis-
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paru de son champ de vision. ] | [La petite fille jeta un gros
caillou dans la riviere. |

[[1/ se retourna] [en entendant ce grand bruit. ]| _ [Le temps
que 'homme sorte de sa torpeur, ] [la petite fille courut
chez elle] . [et se couchat rapidement. ]24

[[Depuis cette aventure,] [les enfants ne sortent plus la nuit.
]]25:c
(5) [The girl and the bandit],

[Once upon a time there was a 11-year-old girl who lived
with her mother in a small house on the edge of a forest. ],

[She had been living in this house for a long time.]5-a

[The girl loved wandering around the forest.]4 [But her
mother was very scared of this forest],

[because it was nicknamed “The bandit’s forest .”],

[One night] [as her mother always refused categorical-
ly to let her go in the forest], [the little girl went out into
the forest.]g [She was walking quietly] ~[when she heard a
light footstep. | [She looked behind her]  [but saw noth-
ing. ] ['The noise had stopped. ], [Suddenly] [a young man
dressed in black and armed with a gun appeared in front of
her. | . [She ran away at full speed. ]I7 [The man stopped] |
[because the girl had disappeared from his field of vision. ]

[The girl threw a big stone into the river. | _

[He turned round) [when he heard this loud noise.] _, [By the
time the man wakes up,] _ [the little girl ran to her home]23
[and went to bed quickly. ],

19

[Since this adventure], [children no longer go out at

night.]25=c

Text 6: text by Yassim (5™ yr Primary)
(6) [11 était une fois une petite fille qui sappelter appellait

Laura] [qui voulez se rendre attez-a The Voice pour chanter.],

[Sur le chemin, ]3 [elle voit son ancinne maison. eaeletabi
tait. |

4
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[Elle habitait dans cette maison depuis longtemps. ] __

[Elle entandit un bruit], [elle se retourna tou ]7 [cété tout

simplement un voiture qui venait de faire un accident. ],
1 . .

[Son papa qui laccompagmer' eu trés peur.]9 [[E/le se retour-

nal [en entendant ce grand bruit. ]|

[Puis arriver a The Voice pour chanter devant le public;]
[Auretour] [son pere lui fait vraiment peur. ] [Elle lui par-
donneras plus jamais. ] [Sur le chemain du retour, ] [elle

lui parle pas]  [dés est arriver chez e-l-l-c-pour—sortn] [Elle lui

demande aux enfants de sortir. | |

[Le coucherdusoteil soleil se couche]Ig [et ils sont au plein
milieu d’'une forét] [et un loup-garou arrive. | [Les enfants
et Laura sont arriver a la maison vivant. ]22

[[Depuis cette aventure,] [les enfants ne sortent plus la nuit.

1

(6) [Once upon a time there was a little girl who was
called Laura] [who wanted to go to The Voice to sing.],
[On the wzly]3 [she sees the former house where she lived
previously. ],

23=C

[She had been living in this house for a long time. |_,

[She heard a noise], [she turned round]  [it was just a car
that had caused an accident. |, [Her dad who accompanied
her was very frightened.]9 [[She turned round)| [when she heard
this loud noise. |]

[Then they got to The Voice to sing in front of the au-
dience] [On the way back home] [her father real-
ly scares her. ]13 [She will never forgive him. ]I4 [On the
way back] [she does not speak with him]  [as soon as
she arrived home]7 [She asks the children to go out. ]
[The sumset sun sets]lg [and they are in the middle of a for—
est] [and a werewolf arrives. ]  [The children and Laura
arrived at home alive. |

[[Since this adventure], [children no longer go out at

night.]]

23=C

We can see that these texts difter considerably in length, both in terms of
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word count and of number of segments (EDU), even within the same grade
level: thus, the two texts written by third-year primary school pupils contain
respectively 26 and 346 words, and 5 and 54 segments. These differences reveal
a great diversity of skills for the same grade level. Note that the shortest text
and the longest one are both written by third-year primary school students

(9 years old).

3. Linguistic Markers Used by Students
for Anaphora Resolution

Following Charolles (2002) and Corblin (1987), we will consider successively
the linguistic markers used for the resolution of pronominal anaphora (/e she)
within the six texts, those corresponding to demonstrative NPs (#Ais house, this
loud noise), and lastly the integration of the elements of the final sentence.

3.1. Pronominal Anaphora Resolution (He, She)
in the Six Texts of the Study Corpus

'The resolution of anaphoric ambiguity is involved in the construction of the
characters (Tauveron, 1995). It should be mentioned that nothing in the writ-
ing instructions constrained the students to produce a particular textual genre.

'The solutions proposed by students may differ in the nature and volume
of information given about the character before the sentence to be integrated,
the linguistic markers used for the first mention of the character, and the
reference chain in which the given pronoun fits.

In texts 1 (3™ yr Primary) and 6 (5 yr Primary), the same strategy is used
to introduce the character: a noun phrase, a brief characterization of the char-
acter and a first name (Schnedecker, 1997):

Text 1 (3 yr Primary):
Ilétaieunefoisunepetitefilleellesapelertisalizaelleaitaitraijanti
Once upon a time there was was a little girl her name was
liza she was very nice

Text 6 (5" yr Primary):

I1 était une fois une petite fille qui sappelter appellait Laura
Once upon a time there was a girl named Laura

In texts 4 and 5, the character is not given a proper name, only a charac-
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terization by age or social function:
Text 4 (4™ yr Primary):

[I1 était une fois une petite bergére qui vivaient prés des
bois.] [Elle avait une toute petite maison.]3

Once upon a time there was a little shepherdess who lived
near the wood. She had a very small house.

Text 5 (5" yr Primary):

[11 était une fois une fillette de 11 ans qui vivait avec sa meére
dans une petite maison 4 la lisiere d’une forét. |,

Once upon a time there was a 11-year-old girl who lived with
her mother in a small house on the edge of a forest.

It is interesting to note here both the structural parallelism—Once upon a
time there was and a noun phrase with an indefinite article (a /iztle shepherdess,
a girl)—and an expansion in the form of a relative subordinate clause (who
lived near the woods, who lived with her mother). Note also that the first men-
tion of the house is accompanied by an expansion of the name (a small house,
a small house on the edge of a forest).

Among the six selected texts, text 3 (4™ yr P) is the only one that does
not introduce a female character: it places P as the first sentence in the text,
which is common in a novel but is not necessarily tolerated by writing norms
at school. The status of the three names written at the beginning of the text
is unclear: it does not seem to be a title. However, we may consider that the
temale name Mary corresponds to this character. However, in the following
text a character named Emily appears. So here we see an ambiguity about the
name of the character corresponding to the pronoun se.

Texts 2 and 5 are characterized by the presence of two female characters
who can both be referred to by the personal pronoun she. In text 5, topicaliza-
tion dispels any ambiguity, making it easy to choose #he gir/ and not the moth-
er, but the situation is more complex in text 2 in which two female characters
are successively brought in: a girl called Lo/a and her mysterious neighbor.
Lola is the theme of segments 3 and (4-11), but the thematization of segment
12 unambiguously selects neighbor, on the criterion of proximity. Moreover,
the title, The strange neighbor in Brittany, already thematizes this character in
relation to the main character, Lola. The referential chain corresponding to
this second character contains, in turn, a very mysterious neighbor (segment 11),
the neighbor (12), the mysterious neighbor (15), the old woman (26), the old neigh-
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bor (36), a witch (37), a wicked witch (46), and she (49). The identification of the
character as a witch is performed first by the narrator (segment 37: she was
a witch) and in the dialogue, by the character named Jerome (she is a wicked
witch: segment 46). The gradual revelation of the evil nature of the neighbor is
an important element of the plot. The implicit moral of the story is to beware
of neighbors (segments 54 to 56).

'The strategies used to introduce the pronoun 4e as a male character are
quite similar. Identification can be realized by proximity, as in texts 2, 3, 4 and
6. The characterization of the character picked up by the personal pronoun
he is very basic: it operates by a proper name. The absence of punctuation to
delimit clauses sometimes complicates the reading. The lack of mastery of
punctuation marks may also explain why the boundaries of the sentence to
be integrated are not respected in texts 2 and 3, because of the presence of
a textual time organizer suddenly before the second sentence of the writing
task in text 2 (segment 24) and the presence of connector and twice in text 3
(segments 5 and 23).

In text 1, there is no male character who could be the potential referent
of ke, unless the antecedent is a neighbor. In this case, there is an error as the
noun is plural, while the pronoun is a singular form: nice neighbors/he.

'The most complex case is found in text 5. This text involves two characters,
the female character (the girl transgressing her mother’s prohibition) and the
bandit. Referential expressions that precede and follow the personal pronoun
he match the perspective of the female character when the bandit appears in
the wood: a young man dressed in black and armed with a pistol (segment 16), the
man (2 occurrences: segments 18 and 22). But the character has already been
introduced in the title (¢be girl and the bandit) and in the name of the forest,
the bandit’s forest, which motivates the mother’s prohibition.

'The referential anaphora with a personal pronoun are generally correctly
resolved. Only two major problems were noted in texts 1 and 3.

Anaphora resolution in the case of the use of demonstrative NPs (z4is
house, this loud noise) is more difficult.

3.2. Anaphora Resolution in a Demonstrative
SN (this house, this loud noise)

In texts 1 and 3, no referent is mentioned prior to the NP zhis house. In texts
4 and 5, #his house is announced by a noun phrase in the preceding sentence:
a small house (Text 4), a little house on the edge of a forest (text 5). Less than 10
words are used to define the discourse object.

In text 2, on the contrary, many segments are devoted to the house of
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the main character (segments 5-10), a caravan on the edge of a wood, before
resolving the anaphora zhis house by attributing an old house to the neighbor.
This referent is gradually clarified with the NP zbe cottage (segment 22). Can
one discern here the trace of the gradual development of the textual world:
Lola’s recent arrival in Brittany precludes the use of the temporal expression
(a long time), so the house is attributed to a more sedentary, older character?
'The caravan is not mentioned in the rest of the story, except to explain the
lack of room to accommodate her brothers (segments 17 and 19) and to justify
their immediate removal from Brittany to Toulouse (53).

'Therefore, the strategies for resolving #his house do not differ much from
those discussed in the previous section: the reference is usually clarified by the
presence of a textual segment placed in the immediately preceding sentence.

'This procedure is much less frequently used for #his loud noise. We have
excluded text 2 from our study, as the teacher mistakenly wrote @ loud noise
instead of #his loud noise: in this case the presence of the indefinite article does
not require an earlier mention of noise.

In text 1, an explanatory clause follows the sentence to be introduced:
it was a tree falling. This strategy is dominant throughout the entire corpus
of texts. In texts 4 and 6, the occurrence is preceded by an NP including an
indefinite article 2 noise without any specification as to the type of noise. It is
only in text 5 that the source of the noise is specified: zhe girl threw a big stone
into the river (segment 20). It can be pointed out that in text 5 there is a double
mention of a previous alert heard by the character: a light footstep (11), the noise
had stopped (14), as if the student had fumbled in the search for a solution to
the problem of anaphoric resolution.

3.3. Overview of Results on Anaphora Resolution

Table 2.1 shows that the integration of pronouns is more successful than that
of referential demonstrative NPs. It also shows that the texts that manage to
ensure the resolution of anaphoric markers are longer and have a title.

Table 2.1: Overview of markers used to solve anaphoras

Text1l |Text2 |Text3 |Text4 |Text5 |Text6
Number of 26 346 112 145 178 133 Average
Words 156
Number of Seg- |5 54 20 26 22 20 Average
ments 24
Title - + ? + + _ 3
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Text1l | Text2 | Text3 | Text4 |Text5 Text 6
Resolution of elle | + + ? + + +
NP+ | NP ? First | NP NP NP +
first with | name first
name + | charac- name
charac- | ¢eriza-
teriza- tion
tion
Resolution of i/ | - + + + + -
first first NP NP with | (elle
name | name expan- instead
sion of il)
Resolution of - + - + + -
cette maison NP NP NP with | contra-
with with expan- diction
expan- expan- | sion
sion sion
ce grand bruit ? (cata- | / - + ++ +
phora) un bruit | la petite | elle
fille jeta | entendit
un gros | un bruit
caillou
dans la
rivi.ng
la nuir - + + - + +
les enfants ? ? ? + + +
Number of + 1 5 2 6 7 4

4. Temporal Coherence

Analyzing the limited sample of students chosen for this chapter will lead
us to list a set of criteria to measure the degree of proficiency acquired in the
production of temporally coherent texts. We will first compare two 3-year
primary school texts which are very different from this point of view. Then,
based on the criteria resulting from this initial analysis, we will examine the
whole sample of 6 texts.

4.1 Contrastive Analysis of the Two 3 yr Primary Texts

An initial survey of texts (1) and (2) reveals a very different distribution of

temporal cohesion markers:
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* Use of only one tense in (1), the imparfait vs. use of a range of six
tenses in (2): imparfait, passé simple, plus-que-parfait, présent, passé
composé, future.

* No connector or temporal subordinating clause in (1) vs. use of causal
or contrastive connectors in (2): donc, car (2 times), mais, and presence
of a subordinating clause introduced by guand which proves to be a
“quand inverse” clause where guand plays the role of a temporal con-
nector linking segments 35 and 36.

+ No temporal adverbial in (1) vs. presence, in (2), of temporal framing
adverbials as defined by Charolles (1997), i.e. temporal adverbials in
sentence initial position, whose scope may extend beyond their host
sentence, in segments 14, 21, 24, 27, 44 (Bras et al., 2001).

'The author of (1) adopts a minimalist strategy: he uses only one temporal
marker to produce a text which is, nevertheless, not that incoherent from
the temporal viewpoint. The imparfait is used in the right way to describe
the initial background in segments 1-5, including P , which are thus correctly
attached to their left context. The use of the imparfait, in 7, allows the estab-
lishment of a coherence relation, the explanation relation, between the state
of affairs described in 7 and the event described in 6 (P,). But it is the lack of
ties between P and its left context that results in an incoherent text. This lack
of ties was already observed above in section 3 for pronominal and nominal
anaphora resolution: from the semantico-temporal perspective, the introduc-
tion of at least one event, described using either the passé simple or the passé
composé, is expected. The event described in P, would then be a reaction to
this event.

'The author of (2) perfectly succeeds in inserting P and P, in their contexts,
thanks to the command of a richer range of markers:

 As far as tenses are concerned, we note a good command of past tens-
es: of the passé simple in narrative parts (and of the passé composé in 43),
which enables the narration to move forward; of the imparfait which
supports backgrounding or explanations in descriptive parts; and the
plus-que-parfairt (in 34). The present and the passé composé in 54-56 are
also used properly, in order to bring the reference point back to the
present and prepare the insertion of P. Nevertheless, there are a few
flaws: the last segment, 58, is in the imparfait, whereas a present is ex-
pected; in the segments 35-36, the imparfait / passé simple (or passé
composé) pair, usually used in cases of inverse subordination with guand
(cf. jétais tranquillement allongé dans 'herbe quand la siréne retentit),
here for example They returned to the house in great sorrow, when faster
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than lightning, the old neighbor was there.
+ Text (2) is well structured; it can be seen in particular that:

o It gives some initial background information (2-4), which is the
description of the story protagonists, then it gives an event de-
scription in 5, followed by an explanation in 6,

o P closes the description of the second background (7-13),

o 'The move to the “problem step” is marked by the framing adverbial
un _jour (segment 14), which has scope over the segment (15-20). It
is followed by two other segments also introduced by frame ad-
verbials un mois aprés (segment 21, scoping over (22-23)), une nuit
(segment 24, scoping over (25,26)), fout & coup (segment 27) intro-
ducing P,

o 'The use of the connectors donc, car, mais provides an explicit indi-
cation of the coherence relations between the segments they con-
nect.

4.2 Inventory of Temporal Cohesion Markers in the Six Texts

In the light of this contrastive analysis, we drew up an inventory of the mark-
ers of temporal cohesion used in the six texts.

Table 2.2: Inventory of temporal cohesion markers

Text 1 Text 2 Text3 | Text4 |Text5 Text 6
Command of + + + (but | 10IMP |+ -
Tenses no
IMP 6IMP |161MP [IMP) |10PS |7IMP 6 IMP
PS 11ps |[O0IMP g 10 PS 3PS
PQP 1pPQp |8PS 0 2 PQP 0
PC 4PC 0 1PRES |0 2PC
PRES 7PRES |0 0 0 8 PRES
FUT 11 1 Pres 1FUT
PRES Subj.
Connectors - + + + + +
car, mais | et puis, | et (3), mais (2), et (2), puis
(2), donc | et (3), mais (2) | €ar 2),
soudain soudain

46



Mapping Coherence and Cohesion Skills

Text 1 Text 2 Text3 | Text4 |Text5 Text 6
Framing adver- | - + - + + +
bials (5: tem- (3: tem- | (1: tem- (3: spa-
poral) poral) poral: une | tio-temporal)
nuit
Temporal sub- | - + - - + -
ordinate clauses quand 1 with
inverse le temps
que, 1
causal with
comme,
1 quand
inverse
Insertion of P, + + - + + -
Insertion of P, - + ? + + -
Number of P +” | 2 6 2 5 6 2

Counting the “+”in the table gives an overview of the presence or com-
mand of these markers. It also reveals two groups of texts: texts 2, 5 and 4,
with a high score, on the one hand; texts 1, 3, 6, with a low score, on the other
hand. The ranking can be formalized as follows, where T1i represents the score
of text T:

(@) T2=T5>T4>Tr=T3=Té6

4.3 Correlating the Presence of Temporal Cohesion
Markers and the Degree of Temporal Coherence

Before making the inventory of markers and counting them as shown in Ta-
ble 2.2, we first sorted the six texts intuitively according to their degree of
temporal coherence. Here is the ranking obtained:

(b) Ts>T2>Tyg>T1>T3>T6

If we compare the ranking in (b) with the one obtained as a result of the
inventory in section 4.2, (a), we can conclude that the inventory of the mark-
ers occurring in texts and the measure of their command helps to assess the
degree of temporal coherence, at least in a first step. It is worth noting that:

* 'The use of temporal subordinate clauses is, in this small sample of
texts, directly correlated with a good command of temporal coherence
(texts 2 and 5),

¢ 'The use of connectors, explicit markers of causal or contrastive rela-
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tions (car, donc, mais), corresponds here to a good command of co-
herence (texts 2, 4, 5), while it is not case for connectors expressing a
simple enumeration or temporal succession (e, ef puis, puis) in texts 3
and 6,

'The well-balanced use of all the “story tenses” (passe’ simple, imparfait,
plus-que-parfait) ensures a better temporal coherence: this is the case
for text 5,and, to a lesser extent, in texts 2 and 4 where they occur with
“commentary tenses” (Weinrich, 1974). In the three less coherent texts,
we note, in text 1, that the only tense used is the imparfait, in text 3,
that no imparfait is used, and, in text 6, we observe an unbalanced use
of tenses in favor of the “commentary tenses.”

4.4 Contrastive Analysis of the 5™ yr Primary Texts

In order to illustrate this correlation between cohesion markers and temporal
coherence, we now analyze texts 5 and 6.
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Text 5, which can be considered as the best answer to the writing in-
struction, reveals, as we said, a very good command of “story tenses”
and of connection tools. The only frame adverbial used, une nuit, in
segment 7, is used in the right way to introduce the complication in
the story, thus structuring the whole along the background/problem
scheme. We have also pointed out the use of three connectors mais, car,
soudain, which are respectively, argumentative, causal and narrative, as
well as three temporal or causal subordinate clauses.

Text 6, on the other hand, reveals a weaker command of tenses: event
description in the present tense in 4, among a group of sentences in the
imparfait in 1-5; incomplete present/futur narrative sequence in 11-22
ending with a passé composé sentence. We can also note the absence of
temporal subordinate clauses. As far as connectors are concerned, the
narrative connectors puis and ez are used, but no causal or argumenta-
tive connectors. Three spatio-temporal frame adverbials are used: sur
le chemin, au retour, sur le chemin du refour, but their scope is limited to
their host sentence and they do not really structure the text. Lastly,
we have in this text a nice illustration of the fact that cohesion does
not entail coherence: at first sight, it is possible to solve the anaphoras
elle and cette maison in segment 5, because discourse referents of the
right type, resp. “female character” and “house,” are salient in segment
4. From the temporal viewpoint, segment 5 (P ) is not a continuation
of the background description, as it is in texts 1 and 5, but a kind of
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backgrounding of the event described in segment 4, which is perfectly
possible. But this linking process the use of the adjective “ancienne”
(former) in the NP “son ancienne maison” (her former house) implies
that the house referred to is no longer the protagonist’s house. This
contradicts the meaning of the VP habiter dans cette maison depuis long-
temps in 5, which implies that the protagonist still lives in this house
at the reference point (the event described in 4). To sum up, in this
text, the insertion of P and P, fail in spite of the presence of cohesion
markers.

'The comparison of these two texts shows that the presence of cohesion
markers used in a relevant way can give rise to a coherent interpretation (text
5), but that the presence of cohesion markers is not the only condition for
textual coherence (text 6).

Conclusion

This study is the first step in a contrastive analysis of a large collection of stu-
dent texts responding to the same common instruction. It aims at mapping
textual skills in cohesion and coherence. These skills will be compared to the
ability of the same students to handle morphological spelling and to segment
syntactic and graphic clauses. The aim is to develop a methodology and to
put it to the test on a small number of texts in order to pave the way for an
annotation campaign on a larger corpus of student texts (n = 400), with an
automatic pre-annotation phase of the specific markers brought to the fore in
this preliminary phase of the study.

We have listed a set of cues that can be used to assess the quality of a text
with respect to cohesion and coherence: presence of a title, many elements
to describe a character, compatibility between anaphoric terms and their an-
tecedents, range and relevance of tenses, variety of temporal connectors and
temporal adverbials.

'The presence of these elements enables us to organize the texts in a hi-
erarchy from more cohesive texts (5, 2, 4) to less cohesive ones (1, 3, 6). These
cohesion markers need to be associated to the judgement of coherence made
by the reader during the interpretation process. Is this coherence judgement
correlated with the abundance of cohesive markers? The observation of this
sample of texts shows that it is often the case but that the presence of cohe-
sive ties in a text does not always guarantee its coherence.

'This hierarchy in text cohesiveness does not completely correspond to the
grade level: text 5 (5 yr P) is the text that appears as the most cohesive and
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coherent, but the next one, text 2, is written by a 3™ yr P student, before text
4, written by a 4™ yr P student. We have also observed considerable heteroge-
neity among students within a single grade level: among 9-year-old writers,
productions vary considerably, in length, the use of a reference chain includ-
ing different types of linguistic elements, the way in which the imposed sen-
tences are integrated, and the use of tenses or framing adverbials.

These different markers have to be collected and compared in order to
map the cues of textual cohesion/coherence proficiency. These observations
have to be made on a larger collection of texts from each grade level con-
cerned. The present work thus aims at preparing the annotation campaign of
a corpus of hundreds of texts by students from school to university.
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The Incidence of Speech
Modalizers On Children’s
Reflections About the Use
of Expressive Punctuation®

D. Amira Davalos Esparza

InsTiTUuTO PoLiTECNICO NAcioNAL, MEXICO

This chapter presents findings that are part of a wider inves-
tigation which aims to understand how children use punctu-
ation to organize publicity discourse. The results presented in
this chapter show the influence of discursive marks of axio-
logical modality on punctuation use. The data was obtained
by interviewing 60 children (30 pairs) of second, fourth and
sixth grade children (Mexican primary education). They were
asked to introduce punctuation, where there was none, into
the headlines of a children’s magazine cover. The first activity
was individual punctuation. This task was followed by paired
discussion and explanation of the punctuation marks used by
each child. The analysis of the children’s discussions leads to
the following results: some categories of words are clues used
to guide decisions about children’s use of expressive punctua-
tion marks that best reflects the semantic and / or discursive
function in the text; or the opposite, children identify some
words that indicate that punctuation is unnecessary in a textual
space because the text shows the enunciator’s attitude. These
results suggest that children’s conceptualizations about punc-
tuation evolve in terms of other graphic and semantic aspects
of writing.

Cet article présente des résultats qui s'inscrivent dans le cadre
d’une enquéte plus large visant & examiner comment les
enfants utilisent la ponctuation. Il se concentre sur 'acquisi-
tion de la ponctuation expressive et sa possible relation avec

la présence de modalisateurs de discours dans le genre pub-
licitaire. Les résultats montrent I'influence des marqueurs de
modalités axiologiques. Les données ont été obtenues en inter-
rogeant 60 éléves de seconde, quatriéme et sixiéme années de
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Técole primaire mexicaine. Ces éléves ont travaillé en binome.
Ils ont été invités a ponctuer les gros titres de la couverture
d’un magazine pour enfants, de maniére individuelle. Cette
tiche a été suivie d’une discussion par deux et de l'explication
des signes de ponctuation utilisés par chacun. L’analyse des
discussions conduit aux résultats suivants: certaines catégories
de mots sont des indices utilisés pour orienter les décisions sur
T'utilisation de signes de ponctuation expressifs qui refletent
le mieux le choix discursif repéré dans le texte ; a 'inverse, les
enfants identifient des mots qui indiquent que la ponctuation
nlest pas nécessaire parce que le texte explicite déja Iattitude
de Iénonciateur. Ces résultats montrent que les conceptuali-
sations des enfants sur la ponctuation évoluent non seulement
en fonction des aspects graphiques et mais aussi des aspects
sémantiques de l'écriture.

1. Introduction

Punctuation marks are an integral part of written language. However, there
is still a limited amount of research into children’s learning of these marks
at different stages of education, which leads to many unanswered questions:
what are children’s ideas about the different marks (syntactic ones such as
commas, periods and semi-colon and expressive ones like exclamation marks,
question marks and three periods)? How do children understand the role of
each one of these marks in a text? Under which premises do children decide
which mark to use in a specific type of text? Do other elements of written
language play a role in understanding punctuation? Does it vary depending
on genre?

'The use of punctuation in a text is fundamentally linked to text organiza-
tion. In order to understand its acquisition, it is necessary to consider at least
two important aspects related to its use: its historical development and the
psychological implications within its learning process.

In their studies, Ferreiro (1996, 1999a, 1999b) and Zamudio (2003, 2004)
have shown that the development of the knowledge of the history of writing
has been essential in understanding the cognitive processes involved in the
acquisition of the conventions of writing.

'The history of writing shows clearly that the normalization of punctua-
tion happened late and gradually in the written languages of Western Europe
(Parkes, 1993). Its origins are closely tied to the contexts of reading and pro-
ducing texts; to the needs of the one who produces, edits or reads the text; to
the diverse conditions of instruments and writing materials; to the control of
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how the reader should interpret the text, and to the diversity of textual genres
(Parkes, 1993; Chartier, 1997; Saenger, 1997; Petrucci, 1999).

Currently, we have not managed to define a field or area that studies the
phenomenon of punctuation. It has been studied by traditional linguistics by
means of analysis of syntactic structures (Nunberg, 1990; Pan and Snow, 1999
in Galeote, 2002), mostly describing the use of punctuation marks in specif-
ic sentence context. Other approaches are rule-related like those of Marsd
(1986), Gomez Torrego (1995), Benito Lobo (1992) and Martinez de Sousa
(2007). These approaches tend to enlist punctuation marks used in specif-
ic languages (English and Spanish) dividing them into those which delimit
syntactic units and those which entail a prosodic function.

Studies made from the historical perspective such as Catach (1994),
Gautier (2010), Lavrentiev (2011) and from the pragmatic perspective (Sper-
ber and Wilson, 1986; Escandell 1994; Jones, 1991; Reyes, 1995) have caused
debate between the grammatical and normative approach to punctuation and
a contextual approach where communication is the driving force.

From the psychological point of view, when children interact with writ-
ten language, they confront the use and interpretation of punctuation: they
read punctuated texts and they are expected to introduce punctuation marks
in their written texts. However, the process is not linear. We know that the
acquisition of the writing system and its resources involves cognitive activity
(Ferreiro and Teberosky, 1979) which leads to a long series of metalinguistic
reflections that allow children to understand the interrelationship between
written textual units and communicative intentions across the use of graphi-
cal resources (punctuation, typography and blanks).

2. General Description of the Problem of Investigation

When studying the learning of writing resources, the characteristics of the
different types of texts should be taken into account, namely:

* their communicative purpose

* the publishing/editing resources of each one of the textual types
* the discursive style

* the media in which they circulate in society

It should be clarified that the above mentioned elements respond to dif-
ferent cultural contexts and to historical conventions. As Chartier (1993) in-
dicates, these aspects affect the decisions of an author or publisher, as well as
the reader’s interpretation of a particular text.

'The present research focuses on the acquisition and mastery of expressive
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punctuation and its possible relationship with the presence of discourse mo-
dalizers in the genre of publicity. The task consists of introducing punctuation
in a children’s magazine cover presented without punctuation but with the
typical graphical format of children’s magazines. The research was applied to
children who attend public primary education in the Mexican system.

We assume that for children punctuation is an object of knowledge. The
action—a central concept in Piaget’s theory—is conceived as the interaction
between subject and object. In this interaction the subject (child) exerts an
action on the object (punctuation). Knowledge about this object (punctua-
tion in this case) is the result of the child’s interpretation when looking for
regularities, similarities and differences of its use in various written contexts.
To incorporate the object, children transform their interpretations according
to their intellectual tools. So, in an effort to interpret the use and function of
punctuation, children construct hypotheses which they test, and reformulate
when they are not useful for interpreting a situation or when they are incon-
sistent with other hypotheses that they have produced.

Psychogenetic based researches led by Ferreiro (1996) show that the ac-
quisition of punctuation comes late in the process of learning written lan-
guage. This author gives some reasons:

* 'The heterogeneity of the system and the lack of fixed rules.

¢ 'The interaction with other elements of writing (lexicon, syntax, dis-
course genre).

* 'The function of “instruction for the reader” implies an ability to take
the point of view of the author and the reader.

However, some important results of her study on children’s narratives (Fer-
reiro, 1996:156) made evident that “punctuation begins at the external borders
of the text and proceeds towards the internal parts.” In other words, there is a
way to say the text begins here and this is where it finishes. From early stages
children use punctuation marks to differentiate direct speech and to separate
elements of a list—though their use is not always the conventional one.

Other research done from the same perspective (Ferreiro, 1996; Davalos,
2008; Rodriguez, 2009; Moller, 2011; Espinoza, 2011) has shown that chil-
dren’s use of punctuation reflects their sensitivity to certain grammatical and
lexical resources to help them make decisions about how to segment a text in
readable units or to perform other functions of textual organization such as
to show the hierarchy of ideas.

Specifically, the study developed by Espinoza (2011) became a starting
point for our research as it refers to certain words that turned out to be clues
that induced (or not) the use of expressive punctuation, meaning exclamation
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and question marks. The absence of a detailed analysis of the role that lexical
elements play in children’s hypotheses on punctuation use led us to consider
this as a pertinent topic of research.

We want to know if expressive punctuation interacts with the available
lexicon in the text. That is, if there are words that offer sufficient informa-
tion to express the semantic and/or discursive function in the text making
punctuation unnecessary for children. Or the contrary, if there is lexicon that
triggers the use of expressive punctuation for adding information not explic-
itly contained in the texts. In this context, the use of expressive punctuation
would fulfil the function of emphasizing and completing the message in the
text contents.

3. Method

To find out if there is a relationship between expressive punctuation and eval-
uative speech modalizers, we designed a children’s magazine cover with six
headline boxes, a header with the name of the magazine and the type of
edition, as well as a bar code that includes the price.

'The headlines were taken from magazines known to Mexican children
in the age range delimited and then adapted for the aims of the study. The
adjustments consisted of the introduction of speech modalizers and the
position and typography of the text according to the relevance of the in-
formation. The most relevant appears at the beginning with bigger letters,
whereas that at the end in smaller type is complementary. We also removed
punctuation marks.

The texts are encased in boxes, just like in real magazine covers, as we
wanted to avoid a predetermined reading sequence. Typography (text), im-
ages and text distribution are fixed. This helps children focus on the task of
introducing punctuation.

We are interested to know if children use expressive marks due to the
modalizers, or if they use other criteria. Therefore, we designed a “neutral-
ized” version that preserves the format, but has a reduced presence of ex-
plicit modalizers directed at the reader. We refer to the first version as A
(Figure 3.1), and the second one as B (Figure 3.2). We offer a translation of
each version.

Explicit evaluative speech modalizers are words that show axiological
subjectivity—the implicit or explicit value-judgment that the speaker states
about a situation. Table 3.1 shows the focal modalizers introduced to version
A and their translation in English; Table 3.2 those focal modalizers common
in versions A and B.
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Figure 3.1 Original magazine cover (Version A) in
Spanish and its translation (right)
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Table 3.1. Explicit focal modalizers used in version A

Speech modalizer (Mexican Spanish) | Translation in English
cuidado caution
peligro danger

adrenalina al méximo

adrenaline to the maximum

increible

incredible

Table 3.2. Common focal modalizers used in version A and B

Speech modalizer (Mexican Spanish) | Translation in English
especial special

moderno modern

nuevo new

serio serious

lo mejor the best

lo ultimo the newest

For ease of identification, we named the headlines with texts longer than two
words as shown in Table 3.3. This is important as it will help to understand
the results we will present later.

'The data was obtained by interviewing 30 pairs of second, fourth and sixth
grade children (Mexican primary education). They were asked to introduce
punctuation, where there was none, into the headlines the magazine cover.

'The first activity was individual punctuation following this instruction:
“Here is a cover of a magazine without punctuation. I want you to help me by
introducing punctuation where you think necessary. First, you will take turns
reading the titles to ensure that you understand the text, and then introduce
the marks.”

'This task was followed by paired discussion and explanation of the punc-
tuation marks used by each child after this instruction: “Please show each
other your results. Compare them and explain to each other why you think
punctuation is needed there or why it isn"t.”

'This discussion was part of the critical-clinical method of exploring chil-
dren’s notions through a dialogue in which the researcher asks questions that
explore the reasons for the child’s responses (punctuation used or not used).
Every interview was audio recorded. We obtained a corpus of 60 individual
punctuated magazine covers (30 per version) and 30 paired interviews (15 per
version).
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Table 3.3. Names given to headlines to ease their identification

Headline Name
HOLIDAYS
AVENGERS
THE AVENGERS ARE HERE FOR THE
RESCUE
WE SHOW YOU THE FILMS ON
SHOW FOR THIS MONTH
WE'LL VISIT MEXICO BIG TIME RUSH
ANNOUNCED BIG TIME RUSH
FIND THE SURPRISE
SERIOUS SECTION TEACHERS
TEACHERS RECOMMEND
GOOD SLEEPING BERFORE
AN EXAM FIND OUT WHY
FASHION
PLACES TO VISIT UPDATE YOURSELF
(e usror e sestvosooames | VIDEOGAMES

4. Results and Discussions

We are mainly interested in a qualitative analysis of children’s reflections
about expressive punctuation and lexicon. Nevertheless, we present some
quantitative data in order to give an overall idea of the quantitative distribu-
tion and variety of punctuation marks in both versions.

4.1. A Quantitative Look

When counting punctuation marks we noticed that periods at the end of
the texts were very common in both versions. When analyzing the num-
ber of children that used final period (FP) in at least one of the headlines
we observed very little differences between grades. The use of final period
is common from second grade onwards. A typical justification was “the text
is finished.” Therefore, we will not consider this use of final period in our
counting. It is worth saying that the headlines with the least presence of final
period were: WE ARE CHILDREN, SPECIAL EDITION, CAUTION
and DANGER. The reason being is that they received other punctuation

marks or none.
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Table 3.4. Number of children who used final period in the magazine cover

VERSION N| 2" 4h) 6™
A 30| 9 (90%), 8 (80%), 9 (90%),
B 30 10 (100%) 8 (80%) 7 (70%)

(17 _ 0,
Total % in both ver 950 20% 80%
sions

We registered every mark introduced in each version in terms of: ex-
clusive use of basic punctuation (BP) such as periods and commas; exclu-
sive use of expressive punctuation (EXP) such as exclamation and ques-
tion marks, and mixed use of BP and EXP (MIX). However, our analysis
is centered in the frequency of EXP, as well as other marks like quotation
marks, colon or ellipses used with expressive intentions (OTHER).

We found out that the Version A is the one with the most expressive

marks, used mostly with the words CAUTION, DANGER, INCRED-
IBLE and ADRENALINE TO THE MAXIMUM. In Table 3.5 we
present the complete list of headlines and the differentiated punctuation
marks received in each one. We use the generic name in English shown in
Table 3.3 to refer to each headline.
Looking at Table 3.5, it is possible to observe that there are no significant
differences in quantity and variety of punctuation between versions A and
B. However, if we analyze differences within each version, we see that
the highest numbers of EXP and OTHER are in CAUTION (20 EXP
and 3 OTHER); INCREDIBLE (22 EXP), ADRENALINE TO THE
MAXIMUM (15 EXP and 1t OTHER) and DANGER (14 EXP and 2
OTHER).

These words demonstrate the attitude of the enunciator and are the
same four modalizers we included intentionally. Nevertheless, in version
A we can see that the headlines with these words have also got a con-
siderable absence of punctuation: DANGER (14), ADRENALINE TO
THE MAXIMUM (10). This absence is particularly notable in SPECIAL
EDITION (26).

Presence and absence of punctuation related to modalizers or other
lexicon in the texts are very important in this study considering our hy-
pothesis. However, the pure frequency does not help us to know if chil-
dren established a relationship between lexicon and their use (or lack of)
expressive punctuation. Therefore, interviews are important as they pro-
vide information about children’s text interpretation and their punctua-
tion choices.
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Table 3.5. Frequency and variety of punctuation marks used
by children in both versions of the magazine cover

N=30

SPECIAL
EDITION

gl e Il N I
RUSH 1GUL 1:
- O I
SECTION

sl L I Il N
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4.2. A Qualitative Look: With or Without Expressive Punctuation

'The interviews provided have very interesting data because they offer some
hints as to the different principles for establishing if punctuation marks were
needed. This is the case of the interview of Miguel and Abigail (6th grade,
Version A). With ADRENALINE TO THE MAXIMUM they just intro-
duced a FP. From their discussion (translated below), an interesting insight
into the criterion used emerges.

We present their results in the original language’ (Spanish) highlighting

punctuation marks in bold. We will keep this format in all the examples given.

6th grade Version A
ABIGAIL MIGUEL

ADRENALINA AL MAXIMO CON ADRENALINA AL MAXIMO CON
LA LISTA DE LOS MEJORES VIDEO- | LA LISTA DE LOS MEJORES VIDEO-
JUEGOS. JUEGOS.

Miguel: There is no need for expressive signs / I just saw it
as a simple sentence that carries the emotion in ADRENA-

LINE TO THE MAXIMUM

Abigail: It could have exclamation marks to make it more
interesting

Miguel: Maybe / but it is not needed / when they see it is
about video games they will be interested in this because we /
children like video games/ and the words / by themselves are
attractive and exciting / they don’t need a push.

Abigail: If you really want to draw attention to stress the
excitement you put them / but it would be very repetitive

In this case, the absence of EXP is linked to two types of justifications in
which the interaction between lexical aspects plays an important role. For
Miguel the phrase ADRENALINE TO THE MAXIMUM offers enough
emotional information (the words / by themselves are attractive and exciting),
therefore there is no need for EXP. Abigail recognizes the emotional infor-
mation but suggests that EXP could reinforce the attractiveness though the
use of exclamation marks might be redundant.

'The same pair of children did not punctuate SPECIAL EDITION argu-
ing that the word SPECIAL is “enough”
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The latter example shows how different principles may lead to the same
graphic results. Abigail focuses on a lexical level—the meaning of SPE-
CIAL—whereas Miguel on a pragmatic one as he considers the publisher’s
point of view in the possible use of EXP. Cases like the above were found in
other school grades and especially in those identified with the most EXP and

Miguel: Where it says SPECIAL EDITION/ it made me
think that it is just a simple description

Abigail: It is not that it isn’t/ the word SPECIAL already

makes the information very important

Miguel: Yes/ it is not necessary to put punctuation marks
although exclamation marks could be used/only if the people
of the magazine want to highlight it a bit more/and if they
consider to be relevant that children should read this header/
I wouldn't use any as it informs sufficiently.

those with a lack of punctuation marks.

Second graders Regina and Alberto debate about the punctuation marks

used in EDICION ESPECIAL.

2nd grade version A

REGINA ALBERTO

EDICION ESPECIAL. EDICION ESPECIAL!

64

Regina: I used a period here/here/and here (meaning the
headlines HOLIDAYS, VIDEOGAMES, TEACHERS
and FASHION)

Interviewer: Why a period?
Regina: Because the sentence is finished

Interviewer: Do you agree Alberto?

Alberto: No/ I put SPECIAL EDITION (read with happy
intonation)/ with admiration marks (sic) so that they (the
readers) realize that this is special/otherwise it wouldn't say
SPECIAL/ that is a word that grown-ups use for important
things like your birthday/and by the way Regina/ periods are
only used at the end of long sentences not with few words

Regina: But I have seen them like that/ but I can’t remember
where
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These children are learning in school settings, but we cannot exclude that
they are building their hypotheses influenced by the experience they have as
written language users in non-school contexts. Alberto, Miguel and Regi-
na recognize the dialogical discourse of this type of text. Their justifications
show a logical coordination of the knowledge of the genre, the lexical devices
and punctuation.

We found a consistent association between the chosen modalizers and the
use of punctuation. Tables 3.6 and 3.7 present a synthesis of the punctuation
marks that were associated with the explicit modalizers in children’s justifi-
cations.

Table 3.6. Introduction of expressive punctuation marks
associated with the explicit modalizers in version A

N=30
Number of children who related the
MODALISER | modaliser with their use of expressive | _ Punctuation marks used
punctuation in a headline g
=
2nd 4th 6th 2nd 4th 6th
DANGER 1 1 4 6 i! i! iland ;?
CAUTION 2 2 6 i! i! i!
INCREDIBLE 3 5 8 - i i!
ADRENALINE
TO THE 1 3 1 4 it i! i!
MAXIMUM

Table 3.7. Lack of punctuation marks associated
with the explicit modalizers in version A
N=30

Number of children who related
MODALISER the modaliser with the lack of use
of expressive punctuation

2nd 4th 6th
DANGER - - 1
CAUTION 1 4 -
INCREDIBLE - - -
ADRENALINE TO ) 3 3
THE MAXIMUM

These tables allow us to observe that the modalizers exclusive to version A

are words influencing expressive punctuation especially by children in 4th and
6th grade.

The use of EXP in these headlines is plausible given the appellative
modality of the non-verbal phrases DANGER and CAUTION, words that
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tulfil a double function: attracting attention and indicating action. The same
goes for the evaluative modalizers INCREDIBLE and ADRENALINE
TO THE MAXIMUM which indicate intensity. The cases where ques-
tions marks were used (DANGER, one case in 6th and ADRENALINE
TO THE MAXIMUM, one case in 2nd) followed an imagined dialogue
between the magazine and the reader “Do you think there is DANGER
around?”/ “Do you want to feel ADRENALINE TO THE MAXIMUM?”
Again, children’s knowledge of the genre is also playing a role in their mark
choice.

Nevertheless, it is worth pointing out that DANGER and INCREDI-
BLE are mostly associated with introducing punctuation than with its ab-
sence. Once more this is more common in 4th and 6th grade.

As for the common lexicon in both versions, we identified that children
took into account the focal modalizers. The discussion between Karla and

Margarita (6th, version B) is an example of the reflections triggered by the
evaluative modalizer SERIOUS.

6th, version B

AMEN DESCUBRE POR QUE.

Margarita Karla
SECCION EN SERIO iSECCION EN SERIO!
LOS MAESTROS ACONSEJAN LOS MAESTROS ACONSEJAN
DORMIR BIEN ANTES DE UN EX- DORMIR BIEN ANTES DE UN EX-

AMEN, DESCUBRE

¢POR QUE?

Margarita: This section looks very boring because it says SE-
RIOUS /not even introducing exclamation marks like this
SERIOUS SECTION (emphasizing) will make it fun /
nothing that is serious is fun/ I used a period.

Karla: I used exclamation marks because it is talking about
something serious that you must pay attention to/ some-
thing that must be taken as important/ otherwise it would

not say SERIOUS/ then question marks for asking WHY
(:POR QUE?).

We also noticed that other lexical elements were related to punctuation
choices. The word SURPRISE in the Big Time Rush headline for example
led to a very interesting situation for Fernando which was quickly solved by
Carlos, his partner.

66



The Incidence of Speech Modalizers

2nd, Version A
Carlos Fernando
;INCREIBLE INCREIBLE
VISITAREMOS MEXICO ;VISITAREMOS MEXICO!
REVELA BIG TIME RUSH REVELA BIG TIME RUSH
BUSCA LA SORPRESA! ¢BUSCA LA SORPRESA?

Carlos: With marks for surprise (meaning exclamation
marks) to let women who like that music band to go and

see them and buy the tickets/ it says the word SURPRISE /
then yes/ those marks go.

Fernando: I used them (exclamation marks) to let them see
(the readers) that they (Big Time Rush) will go to Mexico in
VISITAREMOS MEXICO.

Interviewer: And these marks? (question marks)

Fernando: At the end it says FIND THE SURPRISE / and
I wonder what they give away.

Carlos: I'm sure it’s a ticket

'The word SURPRISE is associated with the unexpected and with predicted
anticipation. Fernando was caught in this anticipation as he assumed the role
of a reader instead of the role of an editor. We found similar results linked
to the words VIDEOGAMES, ALLERGIES, TERRIBLE and ADVICE.

Table 3.8 is a synthesis of the common lexicon interacting with expres-
sive punctuation. We divided the focal modalizers from the rest of the lex-
ical elements available in the headlines. The Table shows the predominance
of exclamation marks no matter the school grade, also that questions marks
are clearly linked to those words associated with a question (ASK, WHY,
HOW). It is clear that, as previously shown with explicit focal modalizers in
version A, that the majority of children establishing a relationship between
lexicon and punctuation belong to 4th and 6th grade.

Knowing how to use punctuation means knowing how to coordinate sev-
eral criteria: comprehension of the message of the text, the set of punctuation
marks, the position of the mark within the text according to the function they
accomplish and the interpretation expected by the reader. This coordination is
especially difficult for the younger ones.
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Table 3.8. Common lexicon in version A and B interacting
with expressive punctuation

Number of children who related to the
FOCAL modaliser with their use of expressive | _ Punctuation marks used
LEXICON punctuation in a headline g
()

2nd 4th 6th 2nd 4th 6th
SPECIAL 2 - 2 4 il - il
MODERN = - = s = - =
NEW - 1 2 3 - i i!
SERIOUS - 2 2 4 - 1 i!
THE BEST - - - - - - -
THE NEWEST - 1 - 1 - il -
WHY 2 6 6 14 i i? .7
HOW - 3 2 5 ! 1! !
NON FOCAL
LEXICON
SURPRISE 1 1 1 3 i! 7! i!
VIDEOGAMES - P 2 4 < 1 i!
ALLERGIES 2 1 = 3 I il -
ASK 1 3 S 9 i? i? i?
FORGET IT . 2 1 3 = i! il
TERRIBLES - 1 - 1 - i! -
UPDATE 1 1 1 3 i! i! i!

9 24 24 57

It is also evident that the lexical elements found in versions A and B (e.g.
SURPRISE) are more related to the need for punctuation than its omission.

This could be because they are:

* nouns related to contextual connotations that are familiar to the chil-
dren and associated with their emotions (allergies-illness; videog-
ames-fun; surprise-happiness; serious-boredom) and where exclama-
tion marks are linked to subjectivity

* interrogative words clearly associated to question marks (WHY,
HOW)

+ imperatives (FIND OUT, DISCOVER THE SURPRISE, UP-
DATE YOURSELF) usually linked to oral appellations, commonly
said loudly; children might be trying to represent this aspect of orality

with exclamation marks.

In version B, we also found some children did not introduce EXP when they
felt the headlines did not fulfil their expectations of the genre. They expressed
the need for a certain type of words common in magazines. For example,
Regina (6th, version B) explained to Synai that, for her, the most important
thing in the BIG TIME RUSH headline is the fact that the music band will

visit Mexico. However, she says, “I didn’t use exclamation marks because there
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is something missing/I don't know/ it should say something like MAGNIF-
ICENT NEWS/ or something like that to show what BIG TIME RUSH

. . ”»
is revealing.

5. Conclusions

We obtained this data by asking children to punctuate an already existing
text and by asking them to explain their punctuation choices. We were aware
that asking them to adopt the role of an editor would present them with
difficulties. Ferreiro (1999) has explained that when revising a text a change
of enunciative position is needed because of the writer’s need to assume an
external perspective as a critical reader of someone else’s text. This decentra-
tion involves a simultaneous and complex coordination of a variety of aspects
of written language. We have also seen that the role children assume when
managing texts influences their choice of punctuation marks.
'The analysis of the children’s discussions leads to the following results:

* some categories of words are clues used to guide decisions about chil-
dren’s use of expressive punctuation marks that best reflects the se-
mantic and / or discursive function in the text; or the opposite, chil-
dren identify some words that indicate that punctuation is unnecessary
in a textual space because the text (or a word) already indicates “how
it’s said” (speaker’s attitude)

¢ children—in the position of editors—identify viewpoints considered as
modalities of the enunciator’s involvement (attitude, opinion, subjective
appreciation); the space where they place the expressive punctuation
mark responds to a logic based on age and experience with the genre

 the data suggests that the exclamation marks used by children add
more information for the reader than just that provided by the seman-
tics of the words; this means that children double-mark the sense of a
sentence when they feel what is written needs to be emphasized.

* children’s justifications of question marks used point to two main
tunctions:

* indicating to the reader the presence of a dialogic process regardless of
the enunciation structure,

* indicating their own doubts or questions regarding the content of a text.

These results suggest that children’s conceptualisations about punctuation
evolve according to other aspects of writing such as lexical choice. Oral ex-
changes between children also show that when learning to punctuate, ex-
pressive marks can either supplement or modify the information provided by
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these words. This may mean that the process of appropriation of expressive
punctuation is linked to discursive and communicative purposes of specific
types of speech.

Our findings raise the need to explore if the relationship between lexicon
and punctuation exists in other discursive genres (i.e. narrative), as well as fo-
cusing on other lexical categories used to transmit communicative intentions
such as verbs (i.e. saying verbs, performative verbs) adjectives and adverbs.

Notes

1. Partial results of a Ph.D. dissertation study (CINVESTAV-IPN, Mexico City)
conducted under supervision of Emilia Ferreiro.

2. We keep the use of capital letters and type of font from the headlines through-
out this chapter.

3. We followed the criteria for transcription of orality suggested by Blanche-Ben-
veniste (1988). When transcribing children’s interventions, no punctuation is
used. Capital letters are used for names and texts from the magazine cover. We
use brackets to introduce comments about the context of the interview. We also
used the following code:

? at the end of a phrase to indicate interrogative intonation
/ to indicate short pauses
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This chapter presents the guiding principles of a program cen-
tered on the morphological structure of the words. This inter-
vention was carried out with pupils, from 10 to 12 years of age,
presenting a writing disability. The interventions implemented
took several aspects into account: 1) teaching approaches of
the read-write effectiveness to support the development of the
specific processes of identification and production of the writ-
ten words; 2) certain cognitive characteristics of the apprentice,
in particular its capacities of morphological awareness; 3) mor-
phological characteristics of the French orthography. In order
to systematically follow the evolution of their orthographical
representations, a single case design with multiple subjects
comprising the taking of continuous measurements is used.
The results of one participant are analyzed via a “control chart.
The intervention had beneficial effects on the written produc-
tion of plurimorphemic words, particularly for the representa-
tion of studied suffixes.

”»

Cet article présente les principes directeurs d’'un programme
de rééducation centré sur la structure morphologique des mots.
Cette intervention a été réalisée aupres déleves, dgés de 10 a

12 ans, présentant une dysorthographie. Dans cette étude, un
protocole individuel avec sujets multiples comportant la prise
de mesures continues a été mis en ceuvre. Afin de suivre sys-
tématiquement I'évolution des représentations orthographiques
et de démontrer leffet des interventions, 'analyse des résul-
tats d’'un des participants a été effectuée par l'entremise de la
carte de contrdle. De facon générale, I'intervention a eu des
effets bénéfiques sur la production écrite de mots plurimor-
phémiques, particuliérement pour pour ceux présentant des
suffixes auxquels les éléves ont été entrainés.
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Lexical spelling or orthography is a significant challenge for writing begin-
ners. Indeed, in alphabetic writing systems, phonemes correspond to graph-
emes, but the associations are not always transparent. French spelling has
many complexities (Catach, 2008; Ferrand, 2007; Ziegler & Montant, 2005),
and the relationship between phonemes and graphemes is often opaque. For
example, the French phoneme /E/ can be spelled differently (&, &, ai, est, ez,
etc.). Consequently, in French, in orthographic production, writers must de-
velop not only specific knowledge related to rules for translating phonology
into orthography (Mousty & Allégria, 1999), but also knowledge related to
lexical orthography (Martinet, Valdois & Fayol, 2004) and the regularities of
morphology (Pacton, Fayol, & Perruchet, 2005).

1. Developing Orthographic Skills

Learning lexical orthography involves processes specific to writing (Fayol &
Jaffré, 2008; Torrance & Galbraith, 2006). To account for reading-writing ac-
quisition and the development of phonological, orthographic, and morpho-
logical representations, Seymour (2008) developed a theoretical framework
presenting the cognitive processes used to identify and produce written words.
'The author uses a cognitive and interactive information-processing model.

One of the bases of the model, logographic recognition, involves the pro-
cess of identifying and directly producing familiar words. The second basis
of the model, the alphabetic process, establishes a link between phonemes
and graphemes during written word production. This sequential processing is
used to represent less familiar words and pseudo-words.

Orthographic structure is multileveled since orthographic representations
follow a progression from simple to complex (e.g., pr, oig?, etc.). According
to Seymour (2008), this ability to construct complex orthographic represen-
tations is based on logographic recognition and the alphabetic process. Or-
thographic structure provides direct access to orthography and phonology
and, consequently, the efficient processing of regular words with spelling rules
or regularities, as well as irregular words.

Multisyllabic words composed of a base word and affix are treated by
morphographic structure. This process allows direct access to orthographic
representations and small pre-stored units of meaning (e.g., in French, esze
means “a diminutive,” so chambrette means “small room”). This learning is de-
pendent, among other things, on the completion of orthographic structure
(Seymour, 2008).

Such processing depends on and generates lexigraphic memory (Seymour,
2008). Stored representations in this memory allow for the abstraction of or-
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thographic principles and the use of analogies for spelling. Lexigraphic mem-
ory is essential for identifying and producing written words.

As emphasized by Torrance and Galbraith (2006), writers must automate
these processes to focus their cognitive resources on discursive capacities such
as choosing and organizing ideas. Students with difficulties using these pro-
cesses have a specific difficulty in producing written words.

2. Students with Dyslexia-Dysorthographia

'The specific difficulty related to reading-writing acquisition is a severe defi-
cit in the processes for identifying and producing written words (Sprenger-
Charolles & Col¢, 2013; Tunmer & Greaney, 2010). Considering chronological
age, cognitive abilities, and education, students with dyslexia-dysorthograph-
ia have a delay in transforming phonological information into orthographic
codes (Connely et al., 2012). This causes difficulties in identifying and pro-
ducing written words accurately and automatically. Thus, in writing, dys-
orthographic students produce lower quality texts than their oral discourse
abilities reveal (Berninger et al., 2008).

Casalis et al. (2003) found that students with dyslexia have a higher level
of morphological awareness compared to phonological awareness. Further-
more, non-specific processes of language comprehension of these students
are efficient (Connelly et al., 2012). Therefore, readers-writers with a specific
reading-writing difficulty should be able to use graphomorphological codes
to identify and produce written words. Indeed, the use of morphemes could
be an effective compensatory strategy, because they are the smallest units of
meaning in alphabetic languages (Baumann et al., 2002; Bryant & Bindman,
2006; Kemp, 2006; Pacton, 2005).

3. The Contribution of Morphology

Morphology is the study of word structure and formation (Béguelin, 2000; Cat-
ach, 2008). Most words in French are composed of several morphemes. Indeed,
according to Rey-Debove (1984), about 75% of French words are constructed
or multi-morphemic. Derivational morphemes result in the creation of new
lexical units (Béguelin, 2000). The significance of derivational morphemes is
that they alter the semantics of a word and thus increase the lexicon of students.

According to Pacton (2005), morphological knowledge is necessary to
spell correctly. Fayol (2008) states that morphological rules must be learned
systematically since few learners discover these intuitively. Therefore, separate
interventions must be proposed to promote the development of this read-
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ing-writing process. In this study, the interventions involve derivational mor-
phemes since they promote the formation of new words by using orthograph-
ic representations of multi-morphemic words.

4. The Objective of the Study

According to Troia (2006), students with learning difficulties in writing require,
among other things, intensive, individualized, and specific instruction in writing
strategies. It is in this perspective, i.e., the use of interventions promoting the de-
velopment of lexical spelling skills, that this study was conducted. Consequently,
the study aims to demonstrate the effect of remedial interventions' using the
morphological structure of words, on morphographical processing during the
orthographic production of isolated words, in students with dysorthographia.

5. Methodology

In this study, a single-case ABA-type design was used to determine the ef-
fect of intervention on learning in students with a distinct learning profile.
According to Horner et al. (2005) and Neuman (2011), this type of design
helps to better understand the response to intervention and define education-
al practices at the individual level.

'The timeline of the study, lasting 20 weeks, began with a preparatory session
that helped familiarize the students with the remedial intervention program
(vocabulary and material). It continued with the establishment of the baseline.
For four weeks, the baseline conditions of the subjects with regard to the pro-
duction of polymorphemic words were identified through ongoing measure-
ments. While no interventions regarding morphological knowledge or strategies
were conducted, students were given two dictations containing polymorphemic
words each week during this phase. The intervention phase followed the baseline
phase. Lasting 12 weeks, it included 36 rehabilitative sessions spread over 6 inter-
vention periods. Each period was held over two weeks and focused on a difterent
suffix. The periods consisted of six rehabilitative sessions. Thus, each week during
the intervention, students participated in three rehabilitative sessions and one
evaluation session to conduct ongoing measurements. Finally, to verify learning
stability, the study concluded with an observation phase. This phase lasted four
weeks, during which ongoing measurements continued.

6. Participants

'The study was conducted with nine participants with dyslexia-dysorthograph-
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ia, aged 10 to 12 years. The extent of their difficulties with lexical orthogra-
phy was demonstrated by their results well below those expected for their
chronological age, obtained through assessments measuring their use of pro-
cesses specific to reading-writing. In addition, to reflect the persistent nature
of these difficulties, students had to have participated in special education
workshops at school. Regarding exclusion criteria, general cognitive capac-
ities had to have been above 85 (Wechsler, 2006). Furthermore, no severe
sensory impairments and no behavioral problems were to have been reported
by parents or school staff. Finally, the mother tongue of the participants had
to be French. The students participating in the study attended schools in the
greater Montreal area, in the province of Quebec.

7. Instructors

Five fourth-year Bachelor of Education students in School and Social Ad-
aptation implemented the rehabilitation program during their final teacher
training internship. Before beginning the interventions, the student instruc-
tors received six hours of training from the researcher on implementing the
intervention program and conducting ongoing measurements. In addition,
two observational meetings were held to check the quality of implementation
of the program by each student instructor. Three group supervision meetings
were also held during the experiment.

8. Intervention Program

'The remedial actions proposed by the intervention program emphasized ex-
plicit instruction and direct intervention for the teaching of strategies, since
a significant effect has been shown in research for students with learning dif-
ficulties (Chard et al., 2002; Swanson et al., 1999, 2000; Wanzek et al., 2006).
In addition, a cumulative review of the concepts, as well as exercises providing
immediate feedback by the instructors, were proposed. Furthermore, the in-
tervention was conducted individually or in small homogenous groups of two
students matched by their type of difhiculty.

Each rehabilitative session consisted of three phases: preparation, imple-
mentation, and incorporation. These phases facilitated the development of
knowledge and new strategies (Laplante et al., forthcoming). The preparation
phase included activities to help make connections between previous sessions
and classroom activities. In addition, the review of concepts led to automatic
recognition of the suffixes taught. During the implementation phase, several
activities allowed the students to manipulate concepts related to morphology,
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using mono- or polymorphemic words or pseudo-words. The final phase en-
abled students to incorporate their knowledge and demonstrate their ability
to produce polymorphemic words in writing, particularly those words prac-
ticed in the rehabilitative sessions.

'The intervention program consisted of 20 “typical” activities, some of which
were performed during each rehabilitative session, while others were performed
during two sessions of a same period. This variety of activities called upon differ-
ent abilities related to morphological awareness and the identification and pro-
duction of morphemes, words, and pseudo-words (see Table 4.1). Furthermore,
the nature of the words and the meaning of the morphemes were taught explic-
itly. The morphemes used were derivational suffixes forming nouns or adjectives.

'The lexicon consisted of 30 polymorphemic words. Each period focused
on a minimum of five words containing a target morphograph. These words
then corresponded to items used in the activities of subsequent periods. In
this way, the students became familiar with the suffixes -ezze, -age, ~tion, -ance,
-aire, and -esse. These morphemes presented a certain level of complexity be-
cause of their orthographic neighbours (-ezze > -ete). Therefore, using the
meaning of a morpheme was helpful in choosing the morphograph that pro-
duced the polymorphemic word accurately.

Table 4.1. Activities of the remedial intervention program

Morphological aware- . . .
P & Identification Production
ness
e e
- -
3 3
2 2
Activities = = =
S g = - g | o
) o 3] 3]
< =) Q < IS Q = 8
N 5] gl =B al = gl =B al| =
8 8 E‘ ‘g o S 5 ‘g o S °
so | -3 £ g & ® g s &l 2 £ 2
b3} 5 .S o ) =8 5 = 0 S8 5
I IR 2 N N ST - B IS IN=T B el
Ol & || &l =2a|la|&l=a] 2] &
Preparation and review phase
3 “typical”
JP! o o [0 |0 |o |o
activities
Implementation phase
16 “typical”
el o o |o o |o o |lo |o |o
activities
Incorporation phase
1 “typical”
JP 0)
activity
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9. Measurements

Assessment tools are crucial in single-case-study designs. According to Ka-
zdin (2011), they are key to this type of research and methodology for evalu-
ating the effects of an intervention. As part of this study, in order to observe
student learning regarding lexical orthography, two tests were devised. These
measurements allowed determining the effect of the intervention on process-
ing used in the production of written words.

To measure the production of written words, an exhaustive lexicon contain-
ing the target morphemes was created using the MTannulex database (Lété
et al., 2004). Lexical frequencies were identified according to first to grade
five word categories. Since words qualified as “frequent” in this study had low
frequency, morphographic processing had to be used to produce the suffixes
contained in these words. Indeed, using the meaning of the morphographs fa-
cilitated memory recall of the written representation of the polymorphemic
words (Pacton et al. 2012). To create the two tests (word dictations), base words
with low lexical frequency corresponding to polymorphemic words with low
frequency were drawn from the lexicon created for the intervention program
(e.g., tolérer: 0.00; tolérance: 0.47). Subsequently, two lists of words were created
and matched, as best as possible, based on their lexical frequency and their
syllabic and graphemic structures (e.g. zo/érance was matched with dominance).
'The first list included polymorphemic words practiced during the intervention,
while the second list consisted of control words not practiced but which con-
tained the target suffixes. Since remedial interventions increase the occurrence
of the lexicon used in a rehabilitation program, students could use logographic
processing when producing the practiced words (Seymour, 2008). As such, the
dictation of non-practiced polymorphemic words would demonstrate the use
of morphographic processing in the production of written words.

A correction sheet accompanied each test. Students received two points
for each correctly spelled item for a maximum of 6o points. If the root of the
word was spelled correctly, one point was given, and if the target morpheme
was spelled correctly another point was given (e.g., fo/ér- = 1 point, -ance” = 1
point). A total of 60 points could thus be obtained.

10. Data Analysis Method

In single-case-study designs, experimental control depends on the measures
taken throughout the study on the dependent variables. Since this study was
part of an approach focused on the participant and the influence of the inter-
vention context, the data analysis plan related to methods reflecting intra-in-
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dividual variability in the production of written words. As part of this study, in
order to present changes in the behavior assessed by ongoing measurements of
a single participant, a control chart was created. The control chart reported the
raw data of the ongoing measurements. It was thus similar to the visual analyses
used in this type of research design, but it consisted of a confidence interval in
which the upper and lower limits were within two standard deviations of the
mean of observations. For this study, the center line of confidence interval was
established from the mean of the baseline results, and the upper and lower
limits were established from data of the baseline and intervention phases. In
this method, a parameter is considered to have changed when two observations
are outside the confidence interval or when one observation is three standard
deviations away from the mean (Juhel, 2008; Satake et al., 2008). In this study,
a positive effect of the intervention was statistically significant when the result
was outside the upper limit of the confidence interval, i.e. more than two stan-
dard deviations from the mean of baseline observations.

11. Results

The participant whose results are presented in this study was a boy from a
middle-low socioeconomic background from the South Shore of Montreal.
At the beginning of the intervention, he was 12 years and four months old
and in the second year of the third cycle (Grade 6). The boy was an only
child living with his mother. According to the latter, the participant had read-
ing-writing difficulties since the second year of the first cycle (Grade 2). He
repeated that year and began special education workshops. In the second cy-
cle (Grade 4), following assessment of his reading and writing skills, he was
diagnosed with dyslexia by a speech-language pathologist.

To verify what he had learned regarding production of the practiced words,
the experimental test was administered to the participant each week during
the study. In the first evaluation, he correctly spelled fourteen base words
(14/30) and three suffixes (3/30). To represent the morphographs studied in
the rehabilitation program, the student used various orthographic neighbors
or groups of letters (-ette — -ait, -age — -aje, ~tion — -llon, -ance — -ans,
—aire —> —er, -esse —> -ais).

From the first session of the intervention phase, the participant incorporat-
ed the orthographic representation of the morphemes studied. Subsequently,
after two weeks of intervention, the student obtained a result of 34 (34/60).
Remarkable progress was made in the third week of the intervention (41/60),
which was also attributed to an improvement in writing affixes. However, the
three next results were significantly lower (35/60, 36/60, 35/60). Analysis of the
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student’s answers revealed that this decrease was associated with the spelling of
the morphographs -aire and -esse, which were not taught at that time. The stu-
dent completed the intervention phase with a result of 50 points (base words:
20/30, suffixes: 30/30). The threshold of 30 correct answers for the suffixes was
reached for the first time in the last evaluation of the sixth intervention period.

The observation period revealed that the student maintained what he
learned (49/60, 50/60, 50/60, 51/60). At the conclusion of the experiment, ob-
servation of the results showed greater progress for the production of suffixes
compared to base words.

Visual analysis showed substantial progress for this student regarding the
words presented in the rehabilitation program. Indeed, the six results above
the upper limit of the confidence interval, i.e., more than two standard devi-
ations (19, 32) and thus significant, attest to this progress.

Résultats de
la phase A

Résultats de
la phase B

Résultats de
la phase A+

Limite
inférieure

Moyenne de
la phase A

Figure 4.1. Experimental test results for the production of practiced words

Experimental dictations of non-practiced words were given to the par-
ticipant to verify the effect of the intervention on the use of morphograph-
ic processing. The results observed at baseline were unstable (13/60, 20/60,
18/60, 26/60). As with the practiced words, the morphemes studied in the
rehabilitation program were represented using various groups of letters and
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not correctly spelled by the student until after the intervention. Moreover, at
the end of the fifth intervention period, the student’s results showed signifi-
cant progress since correct representation of the affixes increased by 12 points
(Week 13: 18/30; Week 14: 30/30). Few improvements were observed in the
production of base words. Thus, the improvement in results was due to the
performance of the participant in the production of suffixes. At the end of
the experiment, despite some variation in the results, the student maintained
what he had learned (44/60, 44/60, 48/60, 47/60).

Observation of spelled items in the experimental dictations revealed that
the student substituted (boutonnage — doutonaje) or omitted (militaire —
millter) graphemes. Such occurrences are due to difficulties in representing
both acontextual graphemes, i.e. using the alphabetic process, and contextual
graphemes, which are produced using orthographic processing. The inter-
vention helped to reduce some of the difficulties in representing base words
and promoted the use of segmentation to associate graphemes with the pho-
nemes of non-practiced words. However, a few words, even among the prac-
ticed words, showed errors at the end of the experiment (sization, lamontation,
boutonage). Thus, even logographic processing cannot compensate for certain
difficulties. However, in the last dictation, morphographic processing for pro-
ducing suffixes was used properly in the 6o target words produced by the
student. Therefore, for this participant, instruction targeting morphographic
processing improved the production of suffixes.

12. Discussion

Lexical orthography is specific to writing. Given the latter’s multidimensional
form, the learning writer must use a variety of cognitive processes involved in
the accurate production of written words. Thus, in reference to the cognitive
and interactive model of reading-writing acquisition (Seymour, 2008), or-
thographic representations are actualized through a complex management of
logographic, alphabetic, orthographic, and morphographic processes. In the
context of this study, remedial interventions were focused on teaching the or-
thographic dimensions associated with morphology. The proposed interven-
tions are thus compensatory in nature. This type of rehabilitation allows the
special educator to focus on the development of new knowledge and strate-
gies based on the functional processes of the student. As such, the proposed
activities emphasized semantic units, i.e. morphemes.

At the end of the intervention, the results obtained through ongoing mea-
surements of the written production of practiced and non-practiced words re-
vealed that the remedial intervention was beneficial for the participant with
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dsyorthographia as well as the eight other students participating in the study.
Indeed, the control chart for each participant demonstrated the positive ef-
fects of the intervention and revealed that a significant improvement in the
orthographic representation of the practiced suffixes was observed. Thus, de-
spite their difficulties in lexical orthography, the writers were able to correctly
use morphographic processing, which allows for the retrieval of orthographic
representations of morphemes and their meanings. These findings corroborate
what Quémart et al. (2011) observed in their study on reading skills, in which
students with morphological knowledge accessed orthographic representations
more easily. As proposed by Arnbak and Elbro (2000), the segmentation of
polymorphemic words into units of meaning allows the writer to focus on the
transcription of the words and put less load on working memory. In this way,
the orthographic representation of the base words is facilitated. However, ac-
cording to the results of this study, progress was less marked for the produc-
tion of base words than for suffixes. This trend was observed in the production
of both the practiced and non-practiced words. In addition, the same analysis
demonstrated that the writers participating in the study made analogies during
orthographic production of the non-practiced words by reusing the knowledge
they developed about the practiced words and the composition of polymorphe-
mic words. This observation is consistent with what Pacton (2008) has reported
on writer sensitivity regarding infralexical knowledge when learning written
words. Indeed, being aware of the morphological structure of the non-practiced
words, the participants were able to retrieve from their lexigraphic memory the
information they learned for representing the morphemes. Moreover, research
suggests that, in reading, morphographic processing facilitates the decoding
of polymorphemic words, which have low lexical frequency, by contributing
to the recognition of word components (Carlisle & Stone, 2005; Colé et al.,
2011). Implementing rehabilitation programs that focus on functional proce-
dures thus promotes the development of orthographic representations; howev-
er, specific interventions are needed to reduce the various deficits observed in
dysorthographic students.

In addition, the organizational parameters were optimal in this study. More-
over, a fundamental element of the rehabilitation program was explicit instruc-
tion. The effectiveness of this educational intervention model among students
with learning difficulties is well documented (Gauthier et al., 2004; Swanson et al.,
1999; Wanzeck et al., 2006). Indeed, this type of instruction allows special edu-
cators to guide students toward gradual acquisition of the targeted knowledge
and strategies. According to some studies (Bowers et al., 2010; Kemp & Bryant,
2003; Pacton et al., 2005), writers do not use morphological rules systematically
to spell words. Thus, explicit instruction of morphographic structures is neces-
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sary to encourage writers with difficulties to use this processing when retrieving
the orthographic components of the words to produce, since for dysorthograph-
ic students, this strategy allows compensating for marked deficits.

In sum, the possibility of improving morphographic processing, despite
significant difhiculties in lexical orthography, is clearly established in this
study since the intervention led to improvements in the ability to use suffix-
es accurately, even after the intervention concluded. Future research efforts
could be geared toward determining whether certain types of instruction or
learning activities are more effective than others in developing orthographic
representations of morphemes.

Note

1. Remedial intervention refers to instruction given by a specialist in evaluating
and responding to learning difficulties in reading, writing, and mathematics.
Usually conducted outside the classroom, remedial intervention is done indi-
vidually or with a small group of students.
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Derived from textual genetics and the linguistics of enuncia-
tion, this study analyzes the creative processes of newly literate
dyads writing poetry in the classroom context. Data point to
types of associative relations (Saussure, 1987; Suenaga, 2004)
made by students and the ways in which these relations are ar-
ticulated through memory. The co-enunciative process suggests
the formation of complex and interrupted associative net-
works that indicate the genesis of the written poems. The final
manuscript cannot retrieve the dynamics of this network, but
preserves its result, erasing, in part, the connections between
the elements that constituted it. Even though the properties of
the textual genre and the possibilities of syntagmatic concate-
nation may impose limits to what will be written, the subjec-
tivity of the writer (even of a new student), carries within it the
unpredictable, inescapable dimension of what words say.

Cette étude, inspirée par la génétique textuelle et la linguis-
tique de lénonciation, analyse le processus créatif de deux
dyades d’enfants ayant récemment appris a lire et a écrire qui
écrivent de la poésie dans le contexte de la classe. Les don-
nées permettent de voir quels types de relations d’associations
(Saussure, 1987; Suenaga, 2004) sont faites par les éleves et la
maniére dont ces relations s’articulent entre elles grace a la
mémoire. La procédure de co-énonciation favorise la forma-
tion d’un réseau complexe et interrompu d’associations qui
renseigne sur la genése des poémes. Le manuscrit final ne
peut restituer la dynamique de ce réseau mais il en préserve le
résultat, faisant disparaitre en partie les connections entre les
éléments qui l'ont constitué. Méme si les propriétés du genre
textuel et les possibilités de concaténation syntagmatique
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imposent des limites 4 ce qui va étre écrit, la subjectivité du
scripteur, fat-il un jeune éléve, apporte avec lui 'imprévisible et
incontournable dimension de ce que disent les mots.

ans une foule de cas, il est difficile de classer une combinaison d'unités
D foule d ,il est difficile de cl b d’unités,
parce que l'un et 'autre facteurs ont concouru a la produire, et dans des
proportions qu’il est impossible de déterminer.

—- Saussure, Tullio de Mauro, p. 173

Textual Genetics (Grésillon, 1994; Biasi, 2011) argues that the literary manu-
script is a semiotic object of double order, whose scriptural essence makes it, at
the same time, a verbal and non-verbal object. Unity is achieved through the
interaction of, on the one hand, what the writer has read, studied, lived, as well
as his notes and designs, which are arranged in the successiveness of the linguis-
tic elements linked in the syntagmatic chain of each word, each sentence, and
each line, and on the other hand, the visual and fixed simultaneity of what was
already written, the traces, scribbles, arrows, blurs, colors, and erasures.

'This process implies that the writing is influenced by the actions of lan-
guage and memory. Further, the manuscript is shaped by the special and
recursive condition of its process—even processes through which a writer’s
intentions may not necessarily be fully realized. Yet, despite this ephemeral
and heterogeneous character, every manuscript has in its horizon, essentially,
an arrival point at which “textual” unity is achieved, simultaneously, through
recursive and non-linear dimensions.?

The investigation of this processual character of the “text in construc-
tion” (Fenoglio, 2007; Maher, 2009) has been the focus of many studies on
the written text at school (Boré, 2010; Doquet, 2011; Fradet, 2010; Fiad, 2013,
among others) in Textual Genetics. Of particular interest, is the work of Fabre
(1990), who highlighted the importance of the manuscript (brouillon) and of
the erasure (razure) of the student in the context of school writing, has more
recently been extended to include literary manuscripts (Fabre-Cols, 2004).

Our study aims at advancing this perspective, highlighting newly literate
students’ creative processes in writing poetry. Through a less common meth-
odological procedure, we have elected to study the writing “in situ.” Specif-
ically, we have aimed to capture the dual nature of the literary manuscript
through the observation and analysis of its process and production with re-
cently alphabetized authentic writers in an authentic classroom context.

With this methodological approach, we will treat the process of school
writing and its product as a unified object of study, existing within the dimen-
sions of here (space) and now (time) during the enunciative process of talking
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and writing in the classroom. To show how the dimensions of this object
inter-relate, we will analyze the processes of the literary text creation through
the associative relations (Saussure, 1987) as proposed by Suenaga (2004) and
the speaker’s memory.

1. Associative relations and their types

From the linguistic point of view, Saussure, when discussing the matter of the
arbitrary and the value, addresses the relationship between language and mem-
ory. The “limitation of the arbitrary,” according to the author, depends on the
associative syntagmatic relation and the associative association, as far as the first
is delimited by the syntagmatic chain (horizontal associative relations), and the
second one by the memory of the speaker (vertical associative relations). If the
first delimits the arbitrary through the enchainment of the linguistic elements
in the syntagm, the second delimits it from what is “in the brain” of the speaker.

'The horizontal and vertical associative relations, in turn, are responsible
for delimiting the arbitrary in the language, as demonstrated by Saussure
through several examples. Maybe the most famous is the one represented on
page 126, which uses the word enseignement.

Suenaga (2004), from this example, reinterprets these relations, proposing
three types of combinations between signified and signifier:

Type 1, association by signifier and signified: the syntagmatic
associative relation elapses from a morphologic movement in
which there is a community or grouping of morphemes. This
type of association may be exemplified’ by:

” «

“Enseigner,” “enseignons” . . . which makes an association by
sharing the same roots.

»« »«

“Teaching,”“carrying,” “acting” . . . are associated by the suffix
“ing” which nominalizes a verb.

Type 2, association by signified: when there is an association
on the plan of the signified, which is when there is a relation
of semantic contiguity between the terms:

» « » « » «

“Teaching,” “apprenticeship,” “education,” “school,” “universi-
ty”. .. are associated by synonymy or by part-whole relations.

Type 3, association by signifier: an association at the level
of the signifier, when there is a community, or grouped by
phonic similarities.

89



Calill

“Tent,” “element,” “circumvent,” “invent,” “descent” . . . when
the association occurs only at the level of sonority.

We will not advance towards the delicate question of the “absolute arbitrary”
and “relative arbitrary,” but I emphasize that delimiting the value of a term is
given by:

a) The relations of type 1 (syntagmatic delimitation) and of
type 2 (associative delimitation), restricted to the “grammat-
ical” character of the system, limitative of the arbitrary;

b) The type 3 (phonic delimitation) has a “symbolic” charac-
ter, allowing, according to the proposal of Suenaga, from the
deliberation of Gadet (1989), the “widening” of the arbitrary.

From these considerations of the associative relations and the types of com-
binations between signified and signifier, we will discuss the role of memory
in the new writers’ textual creation processes.

2. Processes and manuscripts in two
poem productions proposals

'The aforementioned affirmation on the double dimension of the investigation
object chosen, involving the articulation between the process in real space
and time and its product—the school manuscript—is mainly justified by the
ethnographic method, developed and adopted since the early 1990s (Calil,
1994). Through the filming of the proposed text production in the classroom,
when the students organized in dyads are solicited by their teachers to write
a single text, we were able to recover the daily and spontaneous interactional
dynamics between the speaker and what we characterize as “oral manuscript”
(Calil, 2008, p.47). This oxymoron preserves one of the main properties of
our object of study, mixing the apparent and delusive dichotomy of what is
“written” and what is “spoken.”

2.1. “Poem of Each Day” and Its Collection

'The didactic project “A Poem Every Day” was developed between 2000 and
2001, in a school situated in Maceio’s periphery, with 11-year-old students of
very limited economic resources, who had already failed one or two school
years. During the execution of this work, as part of the Portuguese Language
classes, about 40 poems of diverse styles were read, recited, and interpreted
(Calil, 2001). Every two weeks, on average, the teacher grouped the 2™ grade
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elementary school students in dyads and requested the production of a poem.
Using a hand held camcorder we recorded 13 text production prompts.
Each one of these prompts resulted in a text of an invented poem.
We have chosen two of these text productions (1st and 6th) to illustrate
how the associative relations and the elements recovered from the memory
are articulated during these students’ textual creation.*

2.1.1. One verse from one poem

Valdemir and Antenor produced the first poem on 09/14/2000. The first four
lines of the manuscript below were copied from the poem “Raridade,” written
by José Paulo Paes (2000), written on the blackboard by the teacher, but un-
known to the other students. The prompt was that they continue writing the
poem, creating other verses.

F 14-09.00
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Figure 5.1. Manuscript "Raridade,” from Valdemir and Antenors

Valdemir wrote the verses created by the dyad. Some elements of this manu-
script’s creation process, for example, the erasure on the verse “para o homen
jantd-la” (for man to have it for dinner) were analyzed in Calil (2008). Here,
what interests us is the moment when the term “assi-la” (to roast it) and the
associative relations generated prior to being written. What was said by other
students and the teacher before its enunciation which could be related to the
kinds of relations proposed by Suenaga? Who said “assd-la” for the first time?
After enunciated, how was it written on the sheet of paper?

We will start with the last point. “Assd-la” was written as a single word and
with “¢,” composes the verse “para depois agila” and was graphed by Valdemir
between 08:02 and 08:23. It rhymes with “cagd-la” and “na sala” presented re-
spectively by the 3™ and 4™ verses copied. The verse it belongs to was preceded
by “para ficar gordinha” (to fatten up). The first oral occurrence of “assi-la” is
not even after “gordinha”as the reading of the manuscript might suppose, nor
did it coincide with the occurrence of its eftective writing on the paper.
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It was right at the start of the presentation proposed by the teacher to the
class, that this student, Valdemir, established a first form for this verse and its
rhyme. Next, we will describe the dialogue between the teacher and the stu-
dents, which will activate different associative series, culminating in the asso-
ciation between the poem that was being written on the board and the verse
created by Valdemir. In this case, it can be considered that when the prompt
was presented, the process of collaborative writing actually began.

Dialogic Text 1. Beginning of the presentation of the proposal “Raridade”

CONTEXT After having recited to the students the poems “O passeio da poltrona”
00:00 - 02:36 and “A traca” the teacher starts the presentation of the text production
prompt, at which time the students should begin writing the poem. While
the teacher recited the first 4 verses of the poem “Raridade,” he copied
these same verses on the blackboard. At the end of the third verse, the
teacher asked the students some questions and commented on some of the
answers. The camcorder was operated by a research associate, at the back
of the classroom. The focal point was open and the framing followed the
teacher’s movement.

CT1 TEACHER | Now ... (The teacher is facing the students organized in a semi-circle,
00:00 - 01:07 looking at them and walking in the classroom with a sheet of paper that
contains the poem “Raridade”) I will show you another poem . . . another
poem ... all right? Then we will discuss this poem . . . then we will again . . . 1
mean . .. then we go to another writing activity, ok? This poem . . . I will start
... T will read the beginning of the poem . . . and you will continue writing
the poem. Al right? (Going towards the board. Writing and speaking
what he is writing. Some students repeat what the teacher says). Ala]’ ..
.aararalarara] ... €[¢] ... umaluma)] ... ave[ave] ... [rara] (Reading the
verse written on the board.) A arara é uma ave rara “The arara is a rare bird’
(Initiating the second verse on the line below) Pois/pois].. Because[because].
0 homem|[o homem] . .. man [man] pois 0 homem nao para[ndao para] . . . pois o
homem ndo para . .. (Going to write the third verse in another line). De ir/de
ir] ... deir. .. pois 0o homem nio para de ir ao matofao mato] . . . (Small pause.
Stop writing, asking how he could end this verse). . . . to do what? ...

CT2 STUDENT 1 | [Inaudible, but the teacher retrieves what the student said.]
01:08 - 01:11

CT3 TEACHER | (Retrieving and repeating what the student said and writing ‘cagd-12) ...
01:12 - 01:25 cagd-lal cagé-la]. Very good (Commenting on the thyme). 7o match, yeah?

(Rereading) ... pois 0 homem nio para de ir ao mato cagd-la ... “because
man doesn’t stop going to the woods to[para] .. . (Repeating) para ...t ..
.“ por[pér na] ‘put it [putitin] ...

CT4 STUDENT 2 | Na gaiola (In the Cage) . . . .
01:26 - 01:27
CT5 TEACHER | (Asking) Does it match? Tn the cage’? (Brief pause) Para por? (To put)
01:27 - 01:32
CTe VALDEMIR | (Answering) In the cage.
01:33 - 01:34 AND STU-
DENT 2
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CT7 TEACHER | The poet used another word.
01:35 - 01:36
CT8 STUDENT 3 | Comé-la. Cagd-la. (Eat it, Hunt it)
01:37 - 01:39
CT9 TEACHER | (Repeating.) Comé-la . . . cagd-la? He put . . . (Reading.) para porna . . .
01:40 - 02:00 salafsala] (to put in the living-room). Sala. (Rereading the verses written on
the board.) 4 arara é uma ave rara . . . pois 0 homem nio para . . . de ir ao mato
cagd-la . . . para por na sala. “The arara is a rare bird . . . because the men don't
stop going to the woods to hunt it” (Asking.) You know the arara, don't you?
CT10 STUDENTS | I know. I know. We know.
02:01 - 02:03
CT11 STUDENT 4 | Irs that blue bird, right?!
02:03 - 02:04
CT12 TEACHER | Yeah. Yeah. Its a big colorful bird, right? Beautifil.
02:05 - 02:06
CT13 STUDENTS | (Students talking and teacher repeating.) Blue . .. red ... yellow. . . green. ..
02:07 - 02:10 AND
TEACHER
CT14 TEACHER | Cool, cool, cool. And the hunters go hunt it . .. To?
02:11 - 02:15
CT15 STUDENT 1 | (Answering.) Put it in the living-room.
02:16 - 02:17
CT16 TEACHER | (Repeating.) Put it in the living-room. (Suggesting) T adorn the liv-
02:18 - 02:21 ing-room. 1o put in the cage . . . to entrap . . .
CT17 STUDENT 3 | 70 eat.
CT18 TEACHER | (Repeating.) 7o eat. (Commenting.) I don’t know if arara’s meat is good
02:22 - 02:23
CT19 VALDEMIR | (Proposing a verse.) Botar na sala para assi-la. (Put it in the living-room to
02:24 - 02:25 roast it)
CT20 TEACHER | (Looking and pointing to Valdemir.) 7o put . . . Hub, what do you mean?
02:26 - 02:27
CT21 VALDEMIR | (Repeating. Teacher looking and imitating the rhythm of the student’s
02:28 - 02:30 speech with his arm.) Botar na sala . . . para . . . assa-la. ‘Put it in the living
room, to roast it’
CT22 TEACHER | (Surprised.) Frankly. Very good. (Repeating.) Botar na sala . . . para
02:31 - 02:36 assd-la. (Praising.) Cool.

Notes: CT = Clocked time; The terms between brackets indicate what the teacher writes on the board,
while he speaks with the students.

The teacher read, out loud, the initial verses of the poem “Raridade,” while he
wrote it on the board. After he copied the third verse, just after he had said
and written “pois 0 homem ndo para de ir a0 mato” (because man doesn’t stop
going to the woods), the teacher asked “To do what?”, initiating an associa-
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tive and creative game with the students. At or:r2 minutes (T'C3) the teacher
repeated the word “cagd-la” (“hunt it”), which seemed to have been said by a
student coinciding with what the poet wrote [“de ir a0 mato cagd-la”]. What
we observed in this verse were two kinds of association that may be inter-
fering simultaneously with his articulation: a semantic association between
“cagar” (to hunt) and the terms “ave” (bird), “arara” and “homem” (man). The
second association is phonic, in which the phoneme /a/, present in the words
“arara,” “rara” and “para” is repeated in “cacd-la.” We also observed that the
verb-noun form “ca¢d-la” keeps the syntagmatic solidarity with “ir a0 mato”
“going to the woods,” which could be associated with a form of association
between a grammatically aligned signified and signifier.

'The teacher continued to copy the poem on the board and spoke the be-
ginning of the following verse “para por ...” (“to put...”). Another student,
keeping the previously initiated associative game, completed the verse pro-
posing “na gaiola” (in the cage). At this point another associative series was
opened, again with the terms “ave” and “arara” as a semantic stabilizing axis.

We emphasize that the associative relations formed by the types of re-
lations around “cagd-la” (“hunt it”) and “na gaiola” (“in the cage”) retrieve a
cultural practice that is common among students. Both “cagar” and “gaiola”
are terms connected to the semantic memory of these students in Maceio’s
periphery who customarily “hunt birds” to lock them in “cages.” This practice
is illustrated below with images captured in the streets of Maceio.

Figure 5.2. Boys walking around with birds in the city of Maceid
(images registered by the author)

The teacher refused this semantic association saying that it “doesn’t
match,” followed by: “the poet used another word.” One student reframed the
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associative series with “cagd-la” adding “comé-la” (eat it). By keeping the use
of the pronoun “la” (it), there is not only a signified associative relation (type
2) between “cacar” (hunt) and “comer” (eat), but also an associative relation
by signified and signifier (type 1), in which there is a syntagmatic solidarity
between the verb-noun form “ca¢d-la” (hunt it) and “comé-la” (eat it).

At the end of this TCg (o1:40—02:00), the teacher highlighted the term
“arara,” and, right after, its characteristics: “big bird,” “colorful,” and “beauti-
tul.”'This semantic association with “arara” opens a new series of associations,
which occurred between the TCir and the TCi3, with all the students giving
continuity by saying the colors of the “arara,” a well-known Brazilian bird:
blue, red, yellow, green.

Right after repeating what the students said, the teacher replaced “homem’”
(man) by “cacador” (hunter), resuming the associative game from “caci-la
para.” This enunciation was completed by a student and by the teacher until
TCi8, by terms that maintained the ongoing associative series which culmi-
nated in the enunciation “I don't know if arara meat is good.” This leads to the
following associative series:

4

» Associative series a: “ave” (bird), “arara”

* Associative series b: hunt/catch it, capture it, eat/eat it, meat . . .
* Associative series c: in the living room, in the cage . ..

* Associative series d: colorful, beautiful, decorate . . .

'These associative series cannot be interpreted separately, as if they were estab-
lished term by term, or in a single direction. To understand the process that
generated them, the ongoing enunciative and textual process has to be taken
into account. They are constituted from the flux of words and undergo the
simultaneous interaction of three types of association. The last association we
will analyze illustrates this assertion in a particular manner.

Lingering on the meaning between “comer” (to eat) and “arara” the teach-
er highlights the semantic association with “food”: “I don’t know if arara meat
is good,” an enunciate that seems strange compared to the association made
by the student. At this moment, at 02:23 (TC19) Valdemir (the student whose
manuscript process we will analyze), proposes a continuation of the poem,
from what is being said by the teacher and his colleagues: “E os cacadores vao
cagd-la para .. .botar na sala . .. para assd-la.” (And the hunters will hunt it
to ... put in the living room .. . to roast it), the student, contrary to what the
teacher has previously suggested, does not seem to be proposing that it must
“roast” and “eat” the arara—Ilet alone “assar a arara na sala” (roast the arara in
the living room), which clearly would not make much sense.

This verse, and particularly, “assd-la” (roast it) concentrates the associa-
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tive series established previously, with the creative gain of having a phonic
association with “na sala” and “cacd-la,” answering not only to the semantic
literacy of the action of “assar a arara” (roasting the arara) but to one of the
most important characteristics of this textual genre: the homophony. The
syntagma “para assi-la” (to roast it) was registered during the constitution
of this “oral manuscript” still in the first minutes of the presentation of the
proposal made by the teacher and the interaction with his students. How-
ever, it was graphed almost 6 minutes later, practically with no alteration:
“par depois assd-la.”

It is the associative relation of type 3, association by signifier that seems
to impose itself in the enunciation of this term. Otherwise, this relation, just
like types 1 and 2, does not occur disjointedly or separately. It seems to be the
result of the articulation between the previous associative series, integrating
itself in the syntagmatic chain and preserving, to a certain extent, the sense
of text unity.

2.2. Two Poems in One Poem

'The filming of May 31, 2001, registered the 6th writing process of an invented
poem, in which Valdemar and Roberto participated. In the production pro-
posal, as suggested by the didactic project “A Poem Every Day,” the teacher
retook the poem “A Traga” from Guto Lins (1999), already known by the
students, and copied in on the blackboard. This poem served as reference to
the poem to be created.

THE MOTH
Guto Lins

The moth gnaws everything

That it finds on his way

Your velvet pants

Your overall coat

And what there is to gnaw

It only does not gnaw you dirty sock
That weird stuff

You forgot to wash

At 04:44 Valdemir and Robert told the teacher they had chosen “The ant.”

A sheet of paper and a pen was given to the dyad. By 17:56 Valdemir, with
Roberto’s help, had written:
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Figure 5.3. Fragment 1 of the manuscript "A Formiga,” by Valdemir and Roberto
The items underlined in the normative transcription below and in the

reference poem cited highlight the similarity between these two poems.

A FORMIGA
Valdemir e Roberto

A formiga leva tudo

O que na frente encontrar

Suas pernas sobretudo

Sua camisa de veludo

E o que na frente tiver para levar
S6 nio leva folha seca

Senio pode lhe matar.

THE ANT
Valdemir and Roberto

'The ant takes everything

It finds

Especially your legs

Your velvet shirt

And all that is there to take
It just doesn't take dry leaves
Because it can kill it

The relations between the poems “A traga” and “A formiga” are evident.
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Besides repeating many lexical elements and syntactic structures, there
are semantic relations between “tracar” (to trace) and “levar” (to take),
between “cal¢a” (pants), “pernas” (legs) and “camisa” (shirt), as well as ho-
mophonic relations between “sé6 ndo” (not only) and “sendo” (if not) and
between the verbs “tragar” and “lavar” (to wash) from the students’ poem.
To some degree, the unity of the poem “A formiga,” is still sustained by
the presence of the term “folha” (leave), in the next to last verse, which
maintains a relation of semantic contiguity between these terms. Lastly,
what the school manuscript shows until this moment is a paraphrase of
the reference-poem.

After writing the last verse, Valdemir and Roberto reread out loud the
whole poem, as if they had already finished writing it. However, an unexpect-
ed association arose right after its reading, which concluded at 18:22, high-
lighting the creativity of the writing process and the entry of a song in the
poem “A formiga.” We will show the moment this happened and its effects
on the final configuration of the manuscript.

Dialogal Text 2. The little ant

CONTEXT After finishing reading the poem they wrote “A formiga” (The ant),
. . the students decide to continue by inserting other verses.
18:25-19:15

CT1 ROBERTO | (With emphasis.) I£s finished!
18:2518:27

CT2 VALDEMIR | (Rereading the last verse.) If not . . . if not it can kill me.
18:2518:28

CT3 ROBERTO | Put it like this . .. the ... the ant cuts the leaves and carries it.
18:2918:33

CT4 ROBERTOE | (Pausc.)
18:3318:36 VALDEMIR

CTs VALDEMIR | (Repeating.) And the ant cuts the leave . . . and carries it inside the hole.
18:3718:42 One leaves . . .

CTé6 ROBERTO ... the other takes.
18:4318:45

CT7 VALDEMIR | One leaves .. .and the other takes . ..
18:4418:46

CT8 ROBERTO | And nobody can ... and nobody can leave.
18:4618:49

CT9 VALDEMIR | (Rereading the last two verses) I only doesn’t take dry leaves . . . if not
18:5018:57 it can kill it . . .

CT10 ROBERTO Ifnot...
18:5818:59

CT11 VALDEMIR | E quando uma ... formiguinha deixa ... (And when ... the little ant
18:5919:01 leaves . ..

CT12 ROBERTO ...when one leaves ... when one leaves . . . the other takes.
19:0219:05

98



Writing, Memory and Association

CT13 VALDEMIR | (Looking and pointing with his pen to the line below the last writ-
19:0619:11 ten verse) The little ant . . . (Rereading the previous verse.) . . . if not it
can kill it . . . (Looking to Roberto) The little ant . . . cuts the leave and
carries if.
CT14 ROBERTO | When one leaves . ..
19:1219:13
CT15 VALDEMIR | When one leaves . . . (Looking to Roberto.) ... the other takes. .
19:1219:15

Soon after his classmate Valdemir read the poem they had written at TCx
Roberto said “I¢’s finished,” which seemed to constitute enough unity to con-
clude the poem. However, it is Roberto himself who proposed the poem’s
continuity, enunciating “Then put it like this . . . the . . . the ant cuts and carries
the leave,” as if it were the proposal of a new verse to be added in the already
written poem. The repetition of the nominal syntagm “the ant” is related to
the semantic and syntactic parallelism characteristic of poetry generally. The
entering of “cut” would have, in turn, an associative syntagmatic relation with
“leave” and also a relation by semantic continuity with “cutting leaves,” one of
the insect’s characteristics clearly known by these students.

However, what is surprising at this instant (T'C3) is the entry of a frag-
ment of another known text. When Roberto proposed . . . cut the leave and
carry it,” the content of a religious song was retrieved from memory. Valdemir,
after a brief pause (T'C4) recast the verse and complemented it with “And the

ant cuts the leave . . . and carries it down the hole. One leaves . . . ” and Roberto
finished “ . .. the other takes.” Both students knew the children’s religious
song that was being remembered.®

A formiguinha

(The little ant)

A formiguinha corta a folha e carrega,
(The little ant cuts the leaves and carries it)

Quando uma deixa a outra leva! (bis)
(When one leaves the other takes!)(2 times)

Coro (Chorus)

Deus nio quer preguicoso em sua obra,
(God does not want the lazy in his work) (3 times)

Porque se nio, o tempo sobra!
(Because if not, time is wasted!)

Oh! que mistério glorioso,
(Oh, what a glorious mystery)

A formiguinha ensinando ao preguicoso! (bis)
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(The ant teaching the lazy) (2 times)

When the teacher approached, Valdemir reread what they had written
and told the teacher what he would continue to write. (These verses are writ-
ten between 20:02 and the 25:45.) The excerpt “inside the hole,” despite being
semantically associated with the students’ knowledge of ant behavior, and
having syntagmatic continuity with the term “carries,” in a manner similar
to the relations between “leave” and “cut” indicated above, was excluded from
the final poem, leaving only the known verses of the gospel song. At this
time, the verse “The little ant cuts the leave and carries it,” was erased 3 times,
before being, finally, written. “The little ant cuts the leave and carries it / One
leaves, the other takes.”

AEoRmaliits cRBecTR

| oron A RORMES TG Loda—OL A -

| arctmeunin-coRTAp FounaCaRRECH

[ AFORMICuiibs CORTA @Fal (78 ELC2RREOA

| v DEickAa @ UTRa LENGR bl a QUE 1STERID

Figure 5.4. Fragment 2 of the manuscript "The
ant,” by Valdemir and Robertoy

'The presence of the word “ant,” despite being written in its diminutive form,
strengthens the imposition of this association between “the ant” from the poem’s
title and the “little ant” of the gospel song. It is necessary to call the attention to
the fact that these two verses have emerged “in block,” between T'Cix and TCrz,
without hesitation, reinforcing our interpretation that they were already part of
these students’ repertoire. The retrieval of the gospel song continued until 27:35,
when Valdemir, singing it, concluded the writing of the last two verses “look what
a glorious mystery / the ant helping the lazy,” as the fragment below shows:

\ OCRORIISO 7 FoRM! GYINHA ATIVDANC o PRIV SOZ

L v PEicwa @ ouTRa LENAR ot~ QUEAMISTERI J
Figure 5.5. Fragment 3 of the Manuscript "The

Ant,” by Valdemir and Roberto8

In the school writing of the poem “The ant,” given to the teacher at the end
of the textual production assignment, what is observed is the presence of two
poems known by the students. In the first part there is a paraphrase of the
poem “A traga,” retrieving elements of the verses written on the blackboard.
In the second part, it was written after setting the semantic and homophonic
associative relations introduced by the term “ant,” causing the dyad to retrieve
from the shared long-term memory, the verses of the gospel song “The little
ant,” taught at their church.
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Conclusion

In the creative dynamics of these poems, some points deserve to be high-

lighted:

The importance and complexity of the associative relations in the cul-
tural universe and of the writer’s memories in the textual creation pro-
cess in the classroom.

The ways how types of associative relations interact between them-
selves, suggesting the impossibility of there being only one type or an
associative series during these textual production processes.

The co-enunciation created during the collaborative writing in pairs,
in the school context, which inter-subjectively establishes associative
links that are distanced, approximate, are interrupted, change the tex-
tual direction . . . through the types of relations that overlap over the
others.

The final manuscript cannot retrieve the dynamics of this network,
but preserves its result, erasing, in part, the connections between the
elements that constituted it.

Finally, even though the properties of the textual genre and the possibili-
ties of syntagmatic concatenation may impose limits to what will be written,
the subjectivity of the writer (even of a new student), carries within it the
unpredictable (Felipeto, 2008), inescapable dimension of what words say.

Notes

1. Text translated to the English language by Bruno Jaborandy, brunojaborandy@
gmail.com. Later revised by B. V. Young bv2@terra.com.br.

2. Since the early 1980s (Lebrave, 1983), the status, the difference and the border
between “manuscript,” “draft,” and “text” have been put into question. More
recent discussions can be found in Fenoglio (2007) and Mahrer (2009). In this
work, following the argumentation presented in Calil (2008), we will treat the
text produced in the classroom as “school manuscript.”

3. We have decided to preserve some of these examples in French, when a corre-
sponding example is not available in the English language.

4. We have chosen these processes, because they illustrate, in a significant manner,
the objectives of this chapter.

5. Normative transcription, without the erasure marks:

« 7z . ~ .

‘A arara é uma ave rara / pois o homem nio para / de ir a0 mato
cagd-la / para por na sala / para ficar gordinha / para depois
assd-la / na cozinha / para ficar gostosinha / para ir para mesa
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bonitinha / para ir para barriga gostosinha.”

(The arara is a rare bird / because man doesn't stop / to go to the
jungle to hunt it / to then roast it / in the kitchen / to be yummy
/ to go to the table yummy / to go to the belly yummy.)

6.  'These lyrics, accompanied by its song, can be found in many websites of chil-
dren’s gospel music: http://letras.mus.br/musica-infantil-gospel/1988191/;
http://musica.com.br/artistas/musica-infantil-gospel/m/a-formiguinha/letra.
html; http://www.ouvirmusica.com.br/musica-infantil-gospel/1988191/#-
mais-acessadas/1988191. It was not possible to find the author of these lyrics
but they are sung by different interpreters (Sandrinha e a Garotada; Jodo Neto
& Frederico; Lélia & Sonia), whose repertoire includes several children’s gospel
songs. Many of these interpretations can be found in these websites, and also
on YouTube.

7. Normative transcription:

“A fomiguinha corta corta / Aformiguinha—cortaatothae / A
formiguinhacortaafothaecarrega / A formiguinha corta a folha
e carrega / Uma deixa, a outra leva.”

(The little ant cuts cuts ~Fhetittle-antcutstheteaveand / The-
fittle-antcutstheteaveand-earries / The little ant cuts the leave

and carries it / One leaves, the other takes.”)
8. Normative transcription:

“uma deixa a outra leva / olha que mistério glorioso / a formi-
guinha ajudando o preguicoso”

(One leaves the other takes / look what a glorious mystery / the
little ant helping the lazy).
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'The over-valorization of the study of language at the expense
of learning does not create in students the conviction that
language constructs a relation to reality. Students know how
to use language to act in their spheres (family, friends, neigh-
borhood ...) but it is necessary to build bridges between these
forms of language and school activities. The results show that
using writing in that perspective to move between oral and
written and to compare interpretations among peers not only
makes pupil writings more consistent: it improves the quality
of language knowledge and reduces the importance of the
writing for children who have trouble learning.

La survalorisation de Iétude de la langue aux dépens de I'ap-
prentissage de celle-ci ne crée pas chez les éléves la conviction
que la langue construit un rapport au réel. Les éléves savent

se servir du langage pour agir dans leurs sphéres (famille,
copains, quartier . .. ) mais il est nécessaire de construire des
liens entre ces formes de langage et les activités scolaires. Le
dispositif met I'accent sur un travail de représentation de textes
d’auteurs ou des enfants mené conjointement a des activités
d’écriture dans des classes francaises de école élémentaire afin
de faciliter tant I'appropriation de ces textes que I'acquisition
de compétences discursives. Les résultats tendent a montrer
que le mouvement d'objectivation que permet le passage par
écriture a non seulement pour conséquence d’améliorer la
cohérence des écrits produits mais aussi de faire découvrir des
fonctionnements de la langue et de relativiser les difficultés de
Iécriture pour des éléves qui sont peu familiers avec le monde
de lécrit.
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1. Context of the Research

'The current research was carried out in the CREN laboratory (Centre de
Recherches en Education de Nantes, or Nantes Center for Education Re-
search) and originated with an observation made during visits to primary
classrooms in France in the context of teacher training. In terms of classroom
time spent, French language teaching practices tend to overvalue the formal
study of language and associated exercises, relative to applied language learn-
ing exercises, in particular the use of reading and writing situations which
are more conducive to activating language knowledge in real-life situations
(Crahay, 2006). This material includes vocabulary, grammar, and spelling
as defined in the French national education system’s Official Instructions.
Moreover, as noted by numerous studies (Giasson, 1990; Tauveron, 2002),
French grammar manuals used in classrooms lead systematically to overly
literal questions concerning minor points in written questionnaires about
reading. In addition, it is always the content of the student’s answer which
is corrected, rather than the way the student arrived at the answer (Cébe &
Goigoux, 2006). In short, all of these practices fail to develop the students’
belief that language has a connection with their reality, activities, and experi-
ence—in other words, “Bringing order to an inner world or even taking owner-
ship of it, creating links between ‘what I am’ and ‘what I know,’ putting emotion
into words, and revealing what is important to me” (Bucheton & Chabanne,
2002, 32). Of course, the students know to use oral language to interact within
their spheres of activity (family, friends, neighborhood), but there is a clear
need to build links between these forms of language and language activities at
school (Bautier & Rochex, 2007). The aim of the current research is to explore
how the use of writing can promote these links.

A dual task centered on children’s representation of texts was carried out
in ten ordinary second and third grade classes (ages 7-8) in the Le Mans
area, with the goal of increasing textual comprehension. (In the French
system, these class levels are known as “cycles 2 and 3.” These levels follow
the “preparatory course”—the first year of primary school—during which
the main work of internalizing the cultural code occurs.) The children were
asked to perform written and oral texts—both by authors and by the chil-
dren themselves—and to write individually about these texts. This resulted
in a corpus of student writings from a total of around 200 children, which
we have collected and analyzed qualitatively. In addition to gathering the
written work, we also recorded and transcribed the exchanges between the
children during the oral performance phases. We will present the individual
stages of the research process during which the children were alternately led
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to perform external authors’ texts before writing about them, and to write
their own stories that they then performed. These situations combined the
goals of encouraging children to adopt the world as their own and to practice
learning to write.

2. From Performance to Writing

In the first part of the research, we wanted to find out what children under-
stood from a text read aloud to them. We approached the question by having
the children give a theatrical performance of the text before asking them to
interpret it through a short writing exercise.

2.1 Choosing a Folktale

We consulted with the teachers of the classes involved and agreed on the
choice of a folktale, a familiar genre for children and consistent with French
educational programs which place a great emphasis on including heritage
texts from around the world. We selected an adaptation of a Korean folktale
(appendix 1) which had been used by the French National Education system
in 2012 for evaluating student comprehension in second grade classes (age 7),
and which the teachers remembered as having been challenging for the chil-
dren. This tale is quite interesting because it turns out to be both accessible
for students of this age and at the same time to involve a certain density of
meaning. The spatio-temporal framework fits into the folktale tradition: a
forest, a pond, a mountain in China—a foreign country conducive to stim-
ulating the imagination- and an unidentified era that nonetheless seems to
belong to a distant past. The protagonist is characterized by his trade, as a
woodcutter, and his Chinese-sounding name, Li Chang. The other character
is an old white-bearded man who goes unnamed, which creates a challenge in
terms of anaphora and pronouns to distinguish the two agents. The folktale’s
structure also follows a common pattern with the loss of the axe marked by
“one day,” the encounter with the magical character, and the three successive
events corresponding to three different axes, highlighted by the formulaic
nature of the text with its mantra-like repetition of “that is not my axe.” The
major role of dialogue in the story should facilitate the staging of the folktale,
which presents itself as an apologue delivering a lesson of honesty, the human
value emphasized here.

For the purposes of the research protocol, the story was cut short at “is
this your axe, woodcutter?” when it was first given to the children so that they
could take a more active role in the comprehension process.
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2.2 Choice of Protocol to Allow the Students
to Make the Story Their Own

'The protocol called for six steps:

5. 'The students listen to the teacher read the beginning of the folktale a
first time.

6. 'The students listen to the beginning of the folktale a second time and

try to imagine the situation in their heads.

In pairs, they try to act out the beginning of the folktale.

One of each pair presents the play in front of the others.

'The students discuss the presentation as a group.

10. Individually, each student writes down the sentence that Li Chang
will say next.

© O

First, we noticed the great difficulty that a majority of the children had in
acting out the scene (exchanges between children in steps ¢, d and e): imag-
ining the two characters, since they have no idea what a woodcutter is,* they
have a hard time visualizing the axe as an object, and they don’t have a very
clear image associated with the word “pond”; steps d and e allowed them to
make the situation more explicit. Here are some of the children’s suggestions
for the question (step f) all from one class:

No, it’s not my axe, but I can use it. (Enzo)

No, it’s not my axe. (Martine)

‘Thank you so much, you found my golden axe. (Octavien)
No, that’s not my axe since it’s not made of gold. (Tahia)
No that is not my axe but thank you for finding it. (Clovis)
No that’s not my axe but I'll take it. (Caroline)

'That might be my axe, thank you. (Assyina)

I don’t know if that’s my axe. (Aubane)

Writing this single sentence uttered by the woodcutter compels the chil-
dren to give meaning to this scene in the folktale and to think about different
but possible conceptions of the world. In the cited examples, even though
Martine and Tahia respond in the negative, the other children—and the en-
tire corpus (200 children’s responses) goes along the same lines—would hap-
pily accept the golden axe, with a few variants: Enzo, Clovis, and Caroline
speak frankly, while Assyina et Aubane are much more evasive as suggested

108



Writing to Transmit and Share

by the “might” and the use of “I don’t know if”; as for Octavien, he claims
the axe outright, as only a fool would refuse such an object! Passing through
the step of writing brings each student’s spoken (but now recorded) sentence
into confrontation with that of the others and that provided by the text; in
the discussion phase that follows, students can individually justify their points
of view based on their personal experience. This phase is part of the con-
struction of the notion of a literary genre with its typical characteristics: in
folktales, speaking the truth means being honest, which is sometimes much
more complicated in real life, and which often turns out to be a source of mis-
understanding for the students with more distance from the common literary
and cultural codes (Bautier & Rochex, 2007). In this way, the chronology of
the story is prepared: the golden axe, the silver axe, the ordinary axe, a scale of
decreasing values which is not obvious a priori for a child of this age, although
it corresponds to a hierarchy of values in the world.

2.3 Writing as a Route to Problematization

Let us now compare this mode of testing children’s representations of a text
with the questions used in the 2012 national assessment, even if the assess-
ment document provided children with the full text, and question 4 can only
be understood if this is the case:

Answer the questions:

1. What is Li Chang’s trade?

2. What does Li Chang see appear next to the pond?
3. Where does Li Chang live?

4. How does the white-bearded man reward Li Chang’s
honesty?

'This type of questionnaire, which is justified as a means of evaluation, but
which then establishes a model for teaching practices, places the child at the
level of responses to the text rather than that of the questions it raises. The
idea that Li Chang is honest and that his honesty is rewarded is so much
integrated into the implicit assumptions of the genre that it is not worth
questioning. Here we agree with the Michel Fabre’s (2011) position which
advocates teaching a problematic world. In his view, in order for young peo-
ple to find their way in our society, it is important that they learn to place
themselves at the level of questions rather than answers, and it is precisely the
function of the school provide this orientation—or compass—in the form
of open questioning, doubt, problematization. To expand on Michel Fabre’s
metaphor, the use of writing as a route to problematization can be the magnet
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in this compass, aiming to provide the keys to a complex environment.

3. Writing to Imagine and Present One’s Own Story

After presenting the classes with several situations, all designed with the
same goals of problematization, a second research protocol was applied. The
students were to write a story in which something very pleasant or very un-
pleasant happened to them; before or after writing their stories, they also had
to illustrate them.

'The protocol was as follows:

*  One or two texts were chosen by the teacher, cleaned up for spelling,
and put up on the board.

¢ 'The children had to read each story silently and create a mental rep-
resentation of it.

* A few children perform the text in front of their classmates, who nar-
rate based on what they see.

Here we report and discuss two significant examples from a second-grade
class.

3.1 A Story that is Non-Transparent in Meaning

We first take the example of Angel’s text because it illustrates the first catego-
ry of exchanges that will arise during the performance stage.

One day I got on a horse and it’s called Fanfan. I walked with
Fanfan, and we go for a ride. It’s great because I felt big. And
then we came back. (Angel, 2nd grade, age 7)

Julien comes up to perform the scene as he understands it. He says: “I'm
getting on my horse” and pretends to mount a horse. During the exchange
which follows, Robin reacts immediately: “I don’t think you say Tm getting
on my horse’when you get on your horse.” His remark is interesting because,
while language encodes reality, writing has its own way of functioning that
we never discuss explicitly with the children. Léa raises her hand to say that
she had a problem imagining the scene: “I don’t know what Angel meant when
she wrote ‘1 feel big'—is she big because she’s up high, or is it is because she has the
impression of no longer being a little gir/?” Léa raises an excellent question, and
one that the group is only able to settle by asking Angel, who will explain that
it was not the position on the horse but that she was expressing her feeling of
doing a grown-up activity. This is how children approach the fact that writing
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transcribes their reality, but also that their messages can sometimes include
unintended polysemy, like any text, a realization that will help them open to
the plurality of meaning while reading.

3.2 An Awareness of Linguistic Choices Related to Writing

We now consider a prime example of the second type of interaction which
comes up among the children based on representations of their own texts.

One day, we went for a walk. And on the way back, I was
running and I wasn't looking in front of me. So I banged
right into a mailbox. And another day, during summer vaca-
tion, I banged into a glass door trying to go outside from an
auntie’s house. (Adrien, 2nd grade, age 7)

In this second example, the students are confronted with two challenges
to representing Adrian’s text. First “shere’s no talking, it’s not easy to act out”
notes Théo, which suggests the idea that a story unfolds in the declarative
form of a narrative, but also that the use of discourse allows participants’
words to be reported, which somehow makes the text more alive. The children
will gradually, in their own words and through interactions generated by such
situations, clarify the act of writing and what underlies it. If we provide them
with the conditions for genuine involvement, even very young children are
capable of developing an acute awareness of such fundamental learning pro-
cesses (Hubert, 2014). Another comment about this text was made by Pierre:
“It is not clear when we're acting because we think it’s the next part . . . and it’s
actually not on the same day.” “We could make a signal fo say we slept in between”
suggests Clémence—at the same time, she joins her hands together and puts
them against her cheek. “Or say Another day’ out loud, because in his text it says
And another day” added Clara. Through the interplay between writing and
representation, the children not only make such strategies explicit (Cebe &
Ghosh, 2006) in order to access an understanding of a text—whether their
own or literary—but they do the same for the workings of language in its
complexity. In the written form, the reader perceives that there are two dif-
ferent scenes involving the same character, because a group of words placed
between the two mark this. It doesn’t matter for now that this noun phrase is
a temporal adverbial phrase, while the child is beginning to express a need for
it to communicate; the role of grammar in second grade with seven-year-old
children should surely be to help them develop awareness of the mechanisms
of the language. Debra Myhill and Susan Jones (2013) condemn the learning

of rules for developing language proficiency, and favor concentrating on lin-
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guistic choices for writing; this is precisely what the current research explores.
In the previously cited case, many academically struggling children had not
at all understood from reading the text alone that it actually related two an-
ecdotes; it was only after seeing the scene unfold before their eyes that they
understood it.

3.3 Sets of Representations

'This approach positions children as receivers of texts, but also as producers
and receivers of their own writings, allowing them to experience the complete
communication loop (Ferreiro, 1990). Some children were most challenged by
writing a short text about themselves, and they took refuge in familiar formu-
las, such as “There was once a King ...” or “One day the robot . ...” This is no
doubt because for some, it still seems impossible to write their own story on
paper, if their daily lives are too painful to take on, or simply that writing, es-
pecially at school (Barré-De Miniac, 2000), is not seen as a means to express
who they are, what they do, what they experience:

School-based writing is thus produced with an orientation
toward compliance with what is assumed to be expected by
the grader. Like all school writing exercises, the pieces they
write about themselves are subjected to this double paradox,
but the request for use of the autobiographical material re-
inforces it: in writing something based on their experience,
students must first prove their linguistic skills. (Bishop, 2006,

p. 23)

By promoting free writing, Freinet was already concerned with not dis-
connecting the child’s world and the world of school, the child’s writing and
the student’s writing:

We are restoring the unity in the children’s lives. They will
no longer leave the most intimate part of their lives at the
classroom door to wear rags which, even if embellished and
modernized, will still only be garments for schoolchildren.
(Freinet, 1960, p. 19)

Moreover, in previous work we have shown that many adults treasured
their first grade notebooks because they enjoyed rediscovering their first
sentences, recording childhood experiences with which they felt they were
reconnecting (Hubert, 2012). A lasting engagement on learning necessarily
raises the question of the relationship of these learning experiences with the

112



Writing to Transmit and Share

lives of the students; this is the dimension of “reference” developed by Gilles
Deleuze (1969) and insufficiently put into practice by the educational system,
particularly in France.

The concept of representation as we envision it in our research proves
to be polysemic. The representation is a mental image in the brain, but in
our approach it is also at once performance, dramatization, projection, and
an obstacle to overcome—we have already shown this through the examples
discussed. Writing as representation is part of an exchange with other minds
and makes our reality understandable:

Social representation is an organized body of knowledge and
psychic activities whereby men make physical and social re-
ality intelligible, fit into a group or an everyday exchange,
and release the powers of their imagination. (Moscovici, 1961,

pp- 27-28)

For some, discovering that their classmates could tell a very short story
featuring them in a way, just themselves in their daily lives, was a real revela-
tion and many asked if they would be able to do it again another day. As for
Angel, who happens to be a fairly shy girl, she felt particularly valued seeing

the class interested in her text the same way as with authors’ texts:

There is a sweetness in knowing that out of the details of
one’s own very ordinary life, one can bring out forms where
others will find meaning and will recognize themselves. (Le-
jeune, 2006)

According to her teacher, this experience has fueled her involvement in
writing situations. We observed the same phenomenon with other children
whose writings were included in the corpus.

4. Writing to Make the World One’s Own

Students were alternately asked to write about situations related to their own
experiences and other situations from literary or cinematographic works. We
will now discuss the second part of the research protocol in which children
were asked to write after reading folktales.

4.1 Choosing Another Folktale: A Gift for the Sky

In consultation with the teachers, the choice of the next base story (see Ap-
pendix 2) settled on a folktale in the oral tradition with an unknown author.
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For second and third grade students, this story’s plot creates a poetic image of
the rainbow as a natural phenomenon, which proves to be appropriate for the
children’s age. One of the obstacles to comprehension lies in the large num-
ber of participants in the story, all of which are named using common noun
phrases rather than having proper names to designate them. Furthermore, the
characters are of different types: various animals, like in many folktales, but
also the sky, which appears to be more abstract for the children. It therefore
seemed predictable that confusion would arise between the different char-
acters—and as we will see, such confusion does not fail to occur. A further
difficulty inherent in this text is linked to the few instances of direct reported
speech: the repetitive nature of the Bird of Paradise’s request to the different
birds is not directly expressed and is thus implied. In addition, the Bird of
Paradise who, along with the sky, is a key character in the course of story,
never speaks in direct discourse, which requires the students to mentally rep-
resent what he actually says. Moreover, the Bird of Paradise is an imaginary
bird; in contrast to the others in the story, it is not actually a bird but rather
a bush whose spectacular flower resembles a bird. Finally, the color of the
teathers reflects that of each bird, most of which the children probably do
not know, hence the idea of using photographs of the different birds. This tale
therefore seemed particularly appropriate because for second and third grade
students, being able to understand it at all requires a significant effort in terms
of mental representation.

4.2 The Second Research Protocol

'The goal of this third phase to use writing as a means of understanding, and
understanding as a stimulus for writing, with both activities fed by the set of
representations.

'The protocol was as follows:

* 'The teacher reads the whole tale aloud once.

* 'The teacher reads the tale aloud again, but puts a photograph of each
bird on the board, in order of appearance in the text, as a comprehen-
sion aid.

* 'The teacher asks the children to observe a period of silence during
which “we all try to imagine the story in our heads.”

* 'The teacher asks the children to “rewrite the story with their own
words” referring to the photographs lined up on the board with the
name of each bird below.

* 'The teacher asks some children to read what they’ve written, and it is
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matched with a theatrical performance.

We will comment below on three such examples of writing by students,
two in second grade, and one in third grade: the first two were chosen because
they are characteristic of obstacles to comprehension that the children en-
countered, and the third because it illustrates the perspectives shaped by the
interactions as aids to representation and writing.

4.3 Text 1: Nayara (age 7)—who is King of the Animals?

It’s the story of a sky that was crying because he felt all alone.
One day the King of the animals went to visit the sky. And
since the sky was crying, the bird and his friends gave him
some feathers that made him stop crying.

Nayara’s text shows a fairly good overall understanding of the story and a
strong ability to focus on the essentials: she doesn't list the various birds but
her three sentences represent the minimal narrative outline. Only one ele-
ment was not grasped—it is the periphrastic form “the King of the animals”
that she has confused with the Bird of Paradise; writing makes explicit the
knowledge that falls within culture and literary codes. In tales, the King of the
animals, if nothing else is mentioned, is the lion, which some of the students
also perceived in the sentence, “the King of the animals assigned the most
beautiful of them, the Bird of Paradise, to go visit the sky.” For others, though,
writing provides an opportunity for learning these literary codes which are
often less familiar to children from less privileged backgrounds. These codes
play a role in the comprehension of texts whose subjects belong to a foreign
cultural imaginary world which is reinforced in school. Some children will
only realize that there are two different characters by seeing it staged and
hearing the mission entrusted to the Bird of Paradise.

4.4 Text 2: Simon (age 7)—the Lexical Stumbling Block
'The sky is sad because he’s all alone. And one day a bird

comes with some feathers and a bird had a scarecrow. And
when the sky is sad he takes out the scarecrow.

There is no trace of the animals for Simon who, rightly, doesn’t see in them
any essential characters in the story, but rather focuses rather on the sky’s sad-
ness, which the gift will be responsible for alleviating. However, this time, the
writing shows a confusion between the words “scarecrow” (épouvantail) and
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“fan” (¢ventail), which opens the discussion to a lexical note about a word that
is central in the story. Of course, the teacher had a fan on hand to establish
the relationship between signifier and signified, and to show an object needed
for the mental representation of the story, as the axe was in the first protocol.

4.5 Text 3:Yassine (age 8)—Writing as a
Representation of Understanding

One day the sun was so sad that the animals of Earth couldn’t
stand it anymore. So the King of the animals sends the bird
of paradise. The parrot gives him a purple feather, the par-
akeet gives him a? feather, the peacock gives it a beautiful
blue feather, the green woodpecker gives him a green feather,
the chickadee gives him a yellow feather, the kingfisher gives
him an orange feather and the robin gives him a red feather
of course. And the bird of paradise puts them all together
and makes a fan and he flies he flies flies flies and reaches the
sky and says to him why are you sad? And he gives him the
fan. And he’s happy and he makes a rainbow.

Yassine’s writing is presented as his own reconstruction of the original
story, whose essential steps he covers well. He explains while reading it that
he put a question mark for the parakeet because he does not remember the
color, which he didn’t know—*“indigo,” a little-known color among children.
For the rest, Yassine goes beyond merely rewriting what he has memorized,
as the end of his text is actually a revision of the tale in his own words, a sort
of original writing. The repetition “he flies he flies flies flies” does not exist in
the original story, it is nevertheless a pertinent writing choice to represent the
length of the bird of paradise’s journey. Yassine’s teacher was very surprised by
the quality of this text because this child had up until then been completely
closed off to writing. The situations with which he was confronted for the
research, perhaps because it presented a clearly defined creative activity, pro-
gressively gave him confidence that was not subsequently diminished. Yass-
ine’s case is not isolated in our corpus. Comprehension of statements is not
immediate, but is built by successive reformulations, and writing clearly has
its place in this work of understanding. Classroom time for interactions about
the writings provides an opportunity for exploration of the common code of
written language, including lexical items (fan) or implicit knowledge (the lion
is the King of the animals). Through writing, the children make the world

their own at the same time as internalizing the common codes.
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5. Image and Text: Other Sets of Representations

To conclude, we will take a final example following the same approach but this
time using video, which is yet another form of representation. We watched
two repetitions of the first scene of the animated film Azur and Azmar by
Michel Ocelot, following exactly the same practice as with the written texts.
In this scene, a woman with dark skin speaks with a white child on one knee
and a dark-skinned child on the other: she teaches them in two different
languages, to say Mama for one and nanny for the other. The children were
asked to respond individually in writing to the following question: “Who is
the woman?” Here we report on the writings of a mixed class of grades 2-3,
which were written on the board to allow the children to see the variety of
responses and discuss them.’

5.1 The Children’s Responses

'The mother of both children.

She’s the mama of both children. (x4)

'The woman is the children’s nanny. (x9)

She’s a woman who looks after the children. (x3)

'The woman is Egyptian.

She’s a villager and a mama.

‘The mama has children.

She’s the children’s mama. She teaches them English.

She’s a child’s nanny.

'The woman is a nanny.

'The woman is the white child’s nanny and the brown child’s
mama. (x2)

'The woman is the blond boy’s nanny and the little brown-
haired boy’s mama. (x2)

The woman is the little French child’s nanny and the little
Arab child’s mama (x2)

'The woman is one child’s nanny and the other one’s mama.
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5.2 Writing as a Way to Perceive Reality

By facilitating participative feedback on all of the answers, the inclusion of
writing as a step in the activity allows each of the children to question their
own understanding of the fiction. In this way, they gradually see that there
are different ways of expressing it, and that some are valid (“The woman is a
nanny”) while others not (“She’s the mama of both children”). This decoding
of the image is based on the children’s personal knowledge of the world, built
from each child’s individual history but also from what has been learned. Few
students of this age know that, in the past, a rich woman did not raise her
child herself, and that she entrusted this task to a lower-class woman who had
recently had a child and therefore had milk to feed the child. In this excerpt,
the nanny teaches her son to say “Mama” and the other child to say “nanny”
but he repeats “mama” like the other child. Some have clearly perceived the
difference in status between the two children: “7The woman is one child’s nanny
and the other one’s mama.” while others still have the impression conveyed by
the image: “7he mama has children.” Others still have focused their attention
on the foreign appearance of the character: “The woman is Egyptian,” which
cannot be concluded from the excerpt; one student even perceived a language
that he did not understand, which he expressed as “She zeaches them English.”
'The two students who write “The woman is the little French child’s nanny and
the little Arab child’s mama” are of North African origin and probably recog-
nized the language in which the woman sings; they then interpret the text
using their own reference grid.

It is also important to repeat this type of situation with the children be-
cause, as a socially developed and shared representation, writing contributes
to the establishment of a common view of reality for a given group (Jodelet,
1991). This means taking into account the subject’s relationship to the lan-
guage, as well as working with different processes for representing statements
(Dabéne, 1990). It is in this context that we must place the different stages
of our protocol, which were designed to build on interactions among peers
to bring to light the multiple and complex sets of representation that the
child must learn. The interplay between the use of diverse forms of staging of
literary or cinematographic works on the one hand, and writing exercises on
the other, is central to the approach. The only goal of this process is to “make
the objects of knowledge visible in the acquisition of discursive skills” (Crinon &
Marin, 2012), or to show what is hiding behind writing skills: “A/zernating
between a writing practice, in which knowledge remains implicit, and developing
an awareness of the knowledge which underlies ways of writing through a practice
of reformulation and explanation contributed to the internalization of knowledge
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and language skills” (Crinon & Marin, 2012). The same complementarities are
at work in our approach between writing and oral interactions based on the
representations.

6. Conclusion

As a creative perceptual and mental process, writing transforms social objects
(persons, contexts, situations) into symbolic categories, which activates the
resources of the imagination and allows the child to become engaged as a
singular subject in a collective entity, a society or a world whose codes are
being internalized little by little. But the act of writing as a representation and
path to “harmonization” with the world (Hubert & Poché, 2011) is a gradual
process of adaptation and requires explicit instruction which is not provided
in the majority of primary classes. Even if the research presented here should
ideally be conducted over a longer span than a school year, it reflects the value
of working on and examining the sets of representations that occur in the
writing process: from the written form to the act of writing, from writing to
speaking about writing, from speaking to writing, from the image to writing,
from writing to drawing, and so on. Within this complex interplay, each rep-
resentation may feed into the multiple readings of a given text, exposing the
child to new possibilities while cutting off others.

It is by encouraging reflective distance within the context of school—
through exchanges among peers around the problems that arise, the possible
solutions, the strategies chosen, and the potential mistakes—that learning
to write can take place. This requires a protected environment, conducive to
open questioning of individual suggestions by the rest of the class, and in
which the teacher promotes risk taking and attempts as safe and appropri-
ate. A year later, throughout the set of 200 students observed, we noticed a
sharp decrease in non-responses in situations of both written questioning
about a text and writing exercises: only 4 students who experienced major
“encoding” difficulties still had trouble producing writing. Another constant,
although the differences among children remain significant: 85% of them now
write more lines than they did last year in the same type of writing situation.
Identifying characters in writing is the point showing the most significant-
ly improvement, as well as grammatical agreement between the subject and
verb. However, it is difficult to accurately measure the impact of such an in-
tervention, as the children continued to grow and mature over the year, and of
course benefited from other formal learning experiences including grammat-
ical instruction and practice. As a direction for further research, another proj-
ect would include closer examination of lexical expansion in such children.
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At this stage in the research, we can say that the initial results tend to
demonstrate that if the protocols put students in a position to interact with
the process of literacy development, the use of writing for comprehension
results in two important changes. In this study, it has not only led to improved
coherence in the writings produced by students, as well as the quality of these
writings in terms of language mastery, but it has also helped to reduce the
pressure inherent in the relationship to writing for the students experiencing

the greatest difficulty.

Notes

1. Up until 2012, the French National Education Ministry organized evaluative
assessments in all second grade classes in order to measure student achievement
at a key moment of their schooling (the end of a “cycle”).

2. 'The term in French, bicheron, is much less transparent than its English equiva-
lent containing wood+cut.

3. In this class, for reasons of class size, children in second and third grades are
together.
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APPENDICES

Appendix 1: A Korean Folktale (French
Adaptation by Georges Rémond)

Far, far away, on a mountain near China, lived a poor old man named Li
Chang. He earned his living by cutting wood. He was a tireless worker.

One day, when he cut a tree, his axe flew out of his hands and landed in a
nearby pond. Li Chang could not find it. He was desolate, being too poor to
buy a new axe. What could he do to earn his living? While he was worrying,
a thick fog covered the pond, and an old man with a white beard appeared
and asked:

Why are you crying, woodcutter?

Li Chang told the old man of his misfortune. The bearded man said to
him:

I will try to find your axe, and he disappeared into the fog.

After a little while, he reappeared holding a handsome golden axe, and
asked:

Is this your axe, woodcutter?

Li Chang, disappointed, replied:

No, that is not my axe.
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The man with the white beard once again disappeared and soon reap-
peared, this time holding a silver axe, and asked:

Is this your axe, woodcutter?

Li Chang, disappointed once again, replied:

No, that is not my axe. My axe is an ordinary axe with a wooden handle
and a steel head.

'The man with the white beard disappeared a third time and soon reap-
peared holding a steel axe.

There it is, my axe, my axe! cried Li Chang happily, that’s the axe that I
lost.

And he cried tears of joy.

Appendix 2: A Gift for the Sky

'The sky was so sad that he could not stop crying. The giant tears that kept
falling started to worry the animals who lived on Earth. In order to stop the
flood that threatened them, the King of the animals assigned the most beau-
tiful of them, the Bird of Paradise, to go visit the sky and try to console him.

He didn’t want to make a visit without a gift and he asked each of his seven
best friends to give him their most beautiful feather: the parrot gave him his
most beautiful purple feather, the parakeet an indigo feather, the peacock a blue
teather, the green woodpecker a green feather, the chickadee a yellow feather,
the kingfisher an orange feather, and the robin, a red feather, of course.

'The bird of paradise made a fan with the feathers that he carried with him.
Afteralongjourney, he finally reached the sky and asked him why he was so sad.
“I feel so alone,” replied the sky. Then the bird of paradise gave the fan of
teathers to the sky, who was very happy and finally wiped away his tears.

He also promised to come see him often with all the other birds of the Earth.
“What a beautiful gift” the sky said in thanks, “I will always keep with me,
and I'll take it out when I feel alone and sad.”

Since then, whenever the sky happened to feel sad, he would take out his
fan, which would make him smile. At the same time, from the Earth, a beau-
tiful rainbow could be seen unfolding in the sky.
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Schooled Literacy in
Teenagers’ Online Writing

Cristina Aliagas
TuEe UN1vErsiTY oF SHEFFIELD, UNITED KiNGDOM

This chapter explores the impact that schooled literacies have
on teenagers online communication, and shows that their on-
line writing is sensitive to their school learning processes and
identities. This study consists of an analysis of the Facebook
profiles and blogs of four boys who were leaders of a school
clique in an urban secondary school in Barcelona (Spain).

The analysis focuses on a set of 40 screen-shots captured from
their online activity, wherein school social life and learning
were central themes to their exchanges. The analysis draws on
the concept of “dominant” and “vernacular” literacies (Barton
and Hamilton, 1998) to look at spontaneous “third spaces”
(Gutiérrez et al., 1999; Moje et al., 2004) that connect the core
curriculum with the students’ online peer-writing. It focuses
on how students make sense of disciplined academic learn-
ing across time and space boundaries. It includes, therefore, a
questioning of the widespread social and academic prejudice
according to which school and online literacies compete in the
lives of students.

Cet article évalue I'impact de 'apprentissage scolaire de lécri-
ture sur la communication en ligne des adolescents et montre
que écriture de ces derniers est liée a leur propre processus
d’apprentissage et a leur identité. La présente étude est fondée
sur une analyse de profils Facebook et de blogs de quatre
garcons meneurs de groupe dans un lycée urbain situé dans la
banlicue de Barcelone (Espagne). Cette analyse se concentre
sur un ensemble de 40 captures d¥écran de leur activité en
ligne, dans un contexte ou la vie sociale scolaire et 'appren-
tissage étaient au centre de leurs échanges. Lanalyse s’appuie
sur le concept d’alphabétisation “dominante” et “vernaculaire”
(Barton et Hamilton, 1998) pour évaluer le “troisiéme es-
pace” spontané (Gutiérrez et al., 1999; Moje et al., 2004) qui
relie le programme d’étude avec Iécriture en ligne du lycéen.
Cette étude porte sur la fagon dont les étudiants intégrent
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l'apprentissage académique 4 travers les barrieres spatio-tem-
porelles. Elle questionne ainsi le préjugé social et académique
répandu selon lequel I'alphabétisation scolaire et la littéracie
électronique sont en conflit dans la vie des lycéens.

1. Introduction

Consider this vignette,’ in which I represent with a literary voice a synchronic
online written exchange between two 17-years-old classmates (all the names
are pseudonyms). It happened one evening when they were at their homes
studying for an exam and they suddenly switched their attention to Facebook:

It’s Sunday evening. Jaime is in his bedroom studying for an
exam on Philosophy. His computer is on, so he decides to
check his Facebook for a while. After reading the latest new
posts in his network, he decides to erase all the past activity
on his Facebook wall. He is feeling awkward again with his
life and by eliminating the tracked activity, metaphorically he
teels he is purifying his mind. He has previously eliminated his
Facebook friends’ messages from his wall, and quietly suspects
that, since it happened some weeks ago, they won’t understand.

Rosalia, one of his classmates, is also at home, studying for
the same exam. She is always online, so she quickly notic-
es Jaime’s peculiar activity. She opens a dialogue in Jaime’s
wall by typing, “Why are you erasing your messages?” Jaime
immediately replies, “I'm erasing all the messages, not just
yours: youre a bad rat! xd.” Suddenly, other classmates join
the conversation and demand an explanation. Jaime takes a
few minutes to elaborate the answer:

and why shouldn’t I delete them? <<memories cause pain
in the heart, being able to forget is a blessing>> Kung-
fusion 2004

(I know I'm weird, so what? Xd)

Rosalia is not happy with Jaime’s pseudo-intellectual justi-
fication, building on a phrase from the film Kung Fu Sion
(original title: Kung Fu Hustle, 2004) by Stephen Chow,
about an unlucky crook in the chaotic pre-revolutionary
China of the 1940s. Rosalia is angry with Jaime and hurls
her thoughts:
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look man, don’t come up with theories cos your behavior
isn’t rational, just because painful memories exist don’t
mean that messages that other people leave you have to
be deleted. and this thing about Kungfusion . . . it’s a bit

contrived, Jaime - Lol

Then, she types, “Since you've erased my messages I'm eras-
ing yours, rat.” Accordingly, she goes to her wall and hides
some of Jaime’s comments from her Facebook timeline. Then,
she comes back to Jaime’s wall and writes: “TO-DAY YOU-
CAN STU-DY.” Straightaway, she covers Jaime’s wall with
cultivated words from the Ancient Greek World that they
should be learning for the next day’s exam: “maslow,” “mite,”
“logos,” “physis arkhé,” “chaos cosmos,” “Pythagoras,” “Gor-
gias.” As a result, Jaime’s timeline takes on the appearance of
school notes, or maybe a blackboard, as shown in Figure 7.1.

putos locos d ela filo...

c © Comment - Like

siiiiii filooo k bieeen jajajajajaja
esterday at =33 Comment - Like

gorgies el puto puto i punto

esteraay at 22:1Jus Comment LikKe
[ pitagoras...bf
esterda St 2203 Comment Like
e Caocs CosSMmos
esterday at 22:03 Comment - Like
.-~y e fisis arkhe
esterdsa at 22:03 Comment - Like
e locogos
e St 22:02 Comment - Like
o mite
esterds 5t 22:102 —omment Like
il e maslowy
esterday at 22:102 Comment - Like

Figure 7.1. Rosalia’s "philosophical attack” on Jaime’s Facebook
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A bit later, Jaime types in the conversation:
bastard!! Xddd
I've spent a long time erasing them -~ xDDDDD

In a subsequent interview, Jaime explained to me that “Ro-
salia attacked me with thousands of words from the exam
... when she’s pissed oft with someone she likes to cast a
spell as if she had a wand, like Hermione.” Thus, Rosalia was
pretending to cast a kind of philosophical spell through the
cheeky voice of Hermione, a character in the Harry Potter
saga, by J. K. Rowling. Indeed, that snippet that I was able
to gather at midnight was just the final small fraction of
the larger “philosophical attack” that occurred that Sunday
evening, as Jaime took his time to erase, one by one, those
mysterious Greek words that he was supposed to be familiar
with in time for the following day’s exam.

'This vignette describes a moment in time when schooled literacies and online
teenage writing intersected in the context of Facebook. The episode encapsu-
lates a sort of personal appropriation of complicated terminology associated
with the philosophical traditions of the Ancient World. Although it cannot
be affirmed that Rosalia and Jaime knew the “official”’ meanings of these com-
plex concepts, they were actually using them in creative ways that were mean-
ingful to them. These philosophical concepts were contextualized in the space
of an online conversation, where they became the magical riddles of a spell. In
this particular interaction, teenage humor was the nexus fusing the academic
terminology, the online writing and the narratives of fictional literary worlds
that teenagers consume on the fringes of school.

The above vignette raises questions about how students make sense of
school learning in extra-curricular contexts. What happens with the body of
knowledge that students “have to” acquire at school, when they are outside
school? How do they make sense (or not) of what they have learned at school,
within their everyday lives? What is the role that written online peer-commu-
nication is playing in their processes of appropriation of knowledge acquired
at school? This chapter explores the impact that schooled literacies have on
the literacy practices that secondary school students informally develop with-
in their private social networks, and depicts the central role that school social
life and academic literacies have in teenage online communication. It draws
on some findings of a 3-year ethnographic study (Aliagas, 2011) examining
the complex interface between the in-and-out of school literacy practices of
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a secondary school clique in Barcelona. Herein, I report upon some data that
point to the continuities that tie some of the “things” that students learn at
school and some of the “things” they do behind the scenes. Findings show
some of the ways by which schooled literacies “infiltrate” the students’ online
activity within their social networks, by triggering interesting “third spaces”
(Gutiérrez et al., 1999; Moje et al., 2004) where school discourses, practices
and knowledge are re-shaped.

2. Focusing on "Third-Spaces” in Teens’ Online Writing

Teenagers are particularly interesting when looking at how literacy and
identity are complexly interwoven, as teenagers’ literacy practices are con-
structed in tension between vernacular and dominant literacies, discourses
and practices. Their position as students moving in-and-out of school puts
them in-between traditional and new literacies, in-between the hegemonic
discourse on literacy that the educational institution encourages and the oth-
er literacy practices that they develop in their private lives.

The language developed within the New Literacy Studies framework
(Street, 1984; Gee, 1990; Barton & Hamilton, 1999) has been essential for the
study of literacy as a social practice, and in raising awareness of how people
live in a world where certain ways of reading and writing are socially more
visible and culturally more powerful than others. According to Barton and
Hamilton (1999), “vernacular literacy practices” are those forms of reading
and writing rooted in the everyday life, characterized as being self-generated
by individuals, learned informally and not necessarily written in the standard
language that defines school literacy. The concept of “dominant literacy prac-
tices,” by contrast, refers to those prestigious ways of reading and writing that
serve the goals of formal institutions such as Education. To offer an exam-
ple: writing/reading a teenager diary or a blog would be a vernacular literacy
practice whereas writing/reading an exam or a literary poem would constitute
a dominant literacy practice. People are used to dealing in their everyday life
with dominant and vernacular literacies, and they switch from one to the
other with astonishing ease.

'The dominant/vernacular binary has been a useful analytical construct
to trigger ethnographic data about the so-called “in-and-out of school gap,”
even though it holds the two competing models of literacy to be opposing
and competing; one culturally recognized by the academic world and the
other, which is socially invisible. In a study examining examples of “official”
and “unofficial” literacy activities from 10/11-year-olds in two British primary
schools, Maybin (2007) shows to what extent official literacy activities are
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not necessarily “schooled” and unofficial activities are not completely “ver-
nacular.” Thus, Maybin argues that the dominant/vernacular division leads
to a dichotomist description of something that is much more complex and
heterogeneous:

I'would suggest that a large part of children’s day-to-day learn-
ing in many schools is mediated . . . through an unstable hy-
brid mixture of schooled and vernacular exchange. . .. I would
suggest that we need a more fluid and dynamic language of
description for children’s ongoing meaning-making around
texts which may, simultaneously or sequentially, invoke differ-
ent complexes of institutionalised beliefs and values associated
with reading and writing. (Maybin, 2007, p. 528)

'The idea of literacy practices being hybrid in nature has been especially signif-
icant to some studies within the field of New Literacies (Mahiri, 2003; Thom-
as, 2007; Williams, 2009) that challenge the research on language socializa-
tion and schooling, which has traditionally conceptualised the in-school and
out-of-school literacies in terms of difference, dissonance or discontinuity
(Gilmore & Martin, 1982; Heath, 1983; Hull & Schultz, 2001; Dowdall, 2006).
Looking at the “in-and-out of school gap” through the lenses of hybridity
has pushed the research to focus on the dynamic and hybrid interplay where
school and vernacular literacies, discourses and practices merge, cooperate
and, as a result, unchain meaningful learning and ways of knowing.

Within Sociocultural Pedagogy, studies grounded on Third Space Theo-
ry (Moje et al., 2004; Gutiérrez, 2008) observe the continuities and discon-
tinuities between the dominant and the vernacular in order to understand
how young people learn by constantly crossing boundaries between practices,
discourses and literacies. Originally, the concept of the “third space” comes
from Bhabha’s (1994) post-colonial studies on cultural hybridity to point out
the “place of dislocation” of the migrant experience, where the “in-between”
subject is reconstituted. In Bhabha’s work, the third space is a liminal space
of cultural production and therefore a “locus” where resistance and subversion
spring up, especially in relation to cultural dominance. The concept of the
third space has been borrowed by scholars within Sociocultural Pedagogy
to refer to the “spaces” where the in-and-out of school spheres co-articulate
from the point of view of learning. According to Moje et al. (2004), the third
space is the “space” emerging as a result of a “melting process” between the
“first space” of people’s home, community, and peer networks and the “sec-
ond space” of discourses associated with more formalized institutions, such
as work, school or church. In these interstitial third spaces, people’s ways of
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knowing, thinking and doing, typically associated with different spheres of
practices, learn to co-exist. This integration generates an alternative “third
space” where the established cultural identifications of the “first space” and
the “second space” are transgressed, subverted and transformed in creative,
new ways.

Third Space Theory acknowledges the students’ “funds of knowledge”
(Gonzilez et al., 2005) that are developed within their families and commu-
nities as key resources for learning in the classroom. Thus, it challenges the
idea of the student as a passive subject continuously shifting between differ-
ent systems of knowing. On the contrary, the student is seen as the nexus that
actively articulates the different discourses, practices and knowledge she or he
encounters in everyday life. In other words, they are “in-between” systems of
knowledge but conceptualized in terms of active meaning-makers.

An increasing body of research about teaching practice is challenging es-
tablished education policies and rusty traditions in teaching practice, in order
to bring the students’ vernacular literacies into formal learning and connect
them with the school/dominant literacies of the curriculum (Alvermann et
al., 1999; Pahl & Rowsell, 2005; Davies & Merchant, 2009; West-Puckett &
Banks, 2014). Behind this teaching ideology lies the goal of creating “third
spaces” in the classroom, in order to trace continuities between the dominant
and the vernacular in the student’s life. These studies have focused on how to
bring the vernacular into the dominant, but have not paid attention to how
the dominant naturally shapes the vernacular, that is to say, how the domi-
nant literacy practices internalized by students at school leave traces on the
vernacular texts they produce beyond school. The data in this study show how
students’ vernacular literacies in online sites are naturally interpenetrated by
dominant literacies and “prestigious” ways of reading and writing. Herein,
these data are used to problematize the assumption that school learning and
online writing in social networks are disconnected, unbridgeable “languages.”

3. A Study of Students’ Dominant/
Vernacular Criss-Crossing

The vignette at the beginning of this chapter comes from a wider ethno-
graphic study in which I investigated the adolescent lack of interest in read-
ing, through the case-study of an urban secondary school clique in Barcelona
(Aliagas, 2011). I particularly looked at how the resistant positioning towards
reading of four of its male members had been socially and academically con-
structed during their adolescence. Over a 3-year period from 2007, I docu-
mented instances of this clique’s reading literacy practices over time (from 15
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to 18 years old) and across social spaces (home, school, leisure, workplace, of-
fline and online peer-network; see Figure 7.2). Following a body of qualitative
anthropological studies that have focused on the “in-and-out of school gap”
(Gilmore & Martin, 1982; Heath, 1983; Mahiri, 2003; Cassany et al., 2008),
I looked at the boys’ positionings towards reading, associated with difterent
in-and-out of school literacy practices. I also examined how their literacy
identities were “sedimented in artefacts of writing” (Pahl & Rowsell, 2005)
that they produced within the context of their peer-relationships, both on
paper (e.g. flirtatious letters, private writing, diaries) and on online sites (e.g.
Facebook and blogs). Although my initial expectations were to analyse the
discontinuities between the schooled discourse on literacy and the clique’s
“vernacular literacy practices” (Barton & Hamilton, 1998), my data were par-
ticularly indicating some interesting in-and-out of school continuities, which
led me to create a body of data with instances of this intersection in the range
of social contexts I studied.

........
- -

Online
social network !
!

w
] i
Samee=T

______
......

Figure 7.2. The social spaces of the school clique that were investigated

This chapter focuses on data gathered in the clique’s online contexts and
examines the continuities between the informants’ school literacy practices
and their online counterparts. Over three years I tracked the online communi-
cation of the clique in two digital spaces: their Facebook pages and blogs. They
gave me access to these online contexts and they knew that I was tracking
their online activity biweekly by storing screen-shots and taking field-notes.
I focused the observation on the online writing where they made references
to school learning, people, places or experiences. I combined this approach to
the data based on the principles of participant observation (Spradley, 1980)
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of the clique’s interactions online with face-to-face conversations with the
participants. I arranged interviews with the boys on a monthly basis, in differ-
ent settings of their social life, sometimes individually, in pairs or in a group,
resulting in a corpus of about 50 hours of interviews wherein they reflected on
the role of literacy in their lives.

In the meetings where I interviewed the boys I used to bring some select-
ed screen-shots and tried to prompt their narratives by asking questions such
as: “What was happening here?” In other meetings, we sat at their bedroom
desks and they showed me on the computer their recent Facebook posts and
blogs (see Picture 7.1). They talked about what they usually did online and
what they liked and disliked about that communicative practice, and a con-
nection to school life or school learning sometimes emerged. In those partic-
ular cases, I would raise further questions on that point in order to unravel a
narrative that might help me understand the school/online linkage. When-
ever those narratives involved other members of the clique who were partici-
pants in the research, I also tried to triangulate the stories and interpretations
with the others. Their spontaneous talk around the screen-shots became the
cornerstone to understanding those online interactions in the frame of their
life experiences and peer-relations.

Picture 7.1. Chatting about the clique’s online literacy practices

When designing the methodological approach to be used for obtaining
and interpreting data, I was inspired by Leander and McKim’s (2003) con-
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nective approach to ethnographical research into new literacy practices across
spaces and times. The connective approach is based on what Hine (2000)
broadly coined as “connective ethnography,” which involves an expansion
of the classical place-based ethnography to encompass a “travelling” ethno-
graphic practice that is more suitable for researching online interaction. The
difference between classical ethnography and “connective ethnography” lies
in the fact that the latter focuses on how things flow or circulate: how discur-
sive material “travels” across spaces and how human beings give meaning to
their experiences across online and offline spheres of practice. The connective
approach is driven by the idea that online and offline practices are dynam-
ically co-constructed, co-articulated and bounded in everyday life, and thus
it seeks to blur the “virtual”/’real” binary by challenging the idea that the
internet is a separate world, a representation widely spread in the media, in
everyday practice and even in academic research.

4. Ways in Which Schooled Literacies
“Infiltrate” the Students’ Online Writing

'This chapter seeks to grasp what the relationship is between academic learn-
ing and the online writing of secondary students’ by addressing the following
research questions:

* In what aspects do dominant/school literacies intersect with the stu-
dents’ online writing?

*  What are the general ways in which schooled learning can “infiltrate’
online peer-communication?

* To what extent and how might online peer-writing support secondary
school students’ processes of learning?

)

In order to analyse in more detail how the dominant literacy practices
associated with the school’s sphere of practice intersected the teenagers’ on-
line writing, I have selected 40 screen-shots from the wider body of online
instances. I based my selection on two criteria:

* the boys’ confirmation that the selected online interaction included a
genuine instance of intersection between school learning and online
writing,

* the possibility of grasping the online conversation comprehensively, by
tracing its history and contextual social meaning.

Four categories emerged from the corpus, where each category represents
a general form by which schooled learning was “permeating” the online con-
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versations of the clique. Herein, I will refer to these school/vernacular inter-
sections as “marks of school,” meaning those layers of knowledge, skills and
ways of doing associated with the school that can be traced in the vernacular
literacies displayed by the youngsters. Marks of school in vernacular/online
writing are analyzed within the framework of Third Space Theory (Moje et
al., 2004; Gutiérrez, 2008). These general forms, whereby the school gained
presence in the vernacular, were the following:

* Re-contextualizing words previously learnt at school

* Appropriating ideas personally

* Connecting writing to prestigious ways of writing/talking
* Exchanging practical/academic information

These marks of school are now discussed in further detail. Some illustra-
tive instances are provided or integrated within the analysis.

4.1 Re-Contextualizing Words Previously Learned at School

'The mark of school that was most frequent in the corpus was the location
in an online conversation of concepts and terminology previously learnt in
school activity. Occasionally, the students turned their attention to particular
discipline-based words and used them within their communication online—
in the interviews the boys reported doing the same within their face-to-face
conversations. In this re-contextualization, words were infused with ironic or
humoristic meanings, which sometimes reproduced and sometimes subverted
the meaning that the word typically represented in the academic sphere.

On the one hand, an example of reproduction of the academic meaning
of the word happened when one of the boys commented on a photograph
uploaded in the blog where, according to him, his friends appeared with a
non-attractive look. He criticized the picture for being “naff” (cutre) and ar-
gued that they could look sexier. As he realized he had spontaneously used a
verbal periphrasis’ (“can manage to end up being”; original poder llegar a ser),
he stated it in the next sentence (“big fat verbal periphrasis!”) and straight-
away made it explicit in brackets in order to assure the reader’s understanding.

ohbhhhhh

you don’t even look sexy!!! (I mean, I've slept with you and 1
know you can manage to end up being sexy once in a while.)

by the way, big fat verbal periphrasis! (can manage to end up
being)
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On the other hand, the vignette that opened this chapter (see Introduction) is
an example of subversion of the academic meaning associated with particular
words. In that example, Rosalia, assuming her imagined role of Hermione,
turned the Greek words she was studying into a “philosophical attack” made
on Jaime’s Facebook. In that situation, those obscure Greek words were ex-
tracted from their philosophical meaning but their aesthetic was preserved in
order to create the effect of witchcraft.

These amusing uses of school-based concepts also extended to pictures: for
example, the moment when the boys discovered, in a documentary on marine
fauna that they had watched in their Biology class, the existence of a species of
fish called the “balloon fish,” which has the ability to inflate itself in situations
where it feels threatened, thereby appearing bigger and more imposing. That
afternoon, their blogs began to inflate with pictures of themselves blowing up
their cheeks and twisting their eyes, pretending to be balloon fish.

4.2 Appropriating Ideas Personally

A second mark of school indicated instances where personal appropriations of
the literacy of the school were occurring. This was particularly evident in rela-
tion to culturally prestigious genres such as poetry or literature, and it usually
happened through music, since a large proportion of the boys’ Facebook post-
ings dealt with songs. Music gained presence in their Facebook walls through
the uploading of lyrics and other related items (e.g. clips, interviews, news).
Sometimes, they even posted phrases of their favorite songs that would en-
courage Fuacebook friends to continue the song in the comment section. Since
intertextuality is a fundamental condition of texts—as literary theorists such
as Julia Kristeva, Roland Barthes and Jacques Derrida have argued—so it is
also of music (Hatten, 1985). Consistently, some of the songs posted on the
clique’s online sites embedded direct or indirect references to pre-existing
poetry or, to a lesser extent, to other well-known literary works.

The intersection between music and poetry was especially salient in Ar-
nau’s Facebook. Interestingly, he was the one who, in the interviews, maintained
a more strongly resistant position to reading literature, by saying things such
as “although I don't read very much, I know that I'm smart” (Aliagas, 2009;
Aliagas et al., 2009). In the following example, Arnau was at home listen-
ing to the song “Un tipo diferente” (Someone different) by Melendi, a popular
singer-songwriter who combines classic rumba, pop and rock with a touch
of flamenco. The song displays a creative reinterpretation of the classic poem
“Retrato” (Portrait), by Antonio Machado, who was a key poet of the Spanish
literary movement “Generation of 1898.” While Machado described himself
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as a poet who deserved a place in the history of Spanish literature, Melendi
describes himself as a mundane street poet, wandering around the city of Ma-
drid. At the beginning of Melendi’s song, the verse “voy cantando caminante
no hay camino” (I wandering along singing there is no path) functions as a clue
to pick up on the deeper intertextual references to Machado’s work. That signal
verse is an intertextuality to Machado’s popular verse “caminante, no hay cami-
no, sino estelas en la mar” (wanderer, there is no road, only wakes upon the sea)
in his other poem “Camino” (Pazh). While listening to Melendi’s song, Arnau
posted a reformulation of it on his Facebook wall (see Figure 7.3): “voy cami-
nando, kaminante no hay kamino” (I singing along, walking there is no path).

A B Grra me 3 osdo una kareta. . k s0lo puedo btarme en
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Figure 7.3. Arnau’s personal appropriation of a canonical verse of Machado

In an interview, Arnau reported that he connected personally with that verse
because he was feeling that nothing in his life was yet decided. He felt himself
to be “just walking” in an unknown direction:

I wrote this because at that moment I was feeling exactl
g y
like this: “walker there is no path.” We’re always walking to
p Yy g
get somewhere and there’re particular moments in life when
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the most important thing is the path you're walking on. For
instance, I believe that I wont know exactly what to be until
I'm...mmm...lets say twenty ... five, so “walker there is
no path” [because] I'm walking but I don’t know where I'm
walking to. I'm just . . . walking.

(Arnau, 18-years-old)

Arnau’s narrative shows how he was “lending meaning” from within his own
history to a verse from a canonical poem which has traditionally been a cor-
nerstone of the study of Spanish literature. Although Arnau was not partic-
ularly conscious of the connection between Melendi’s song and Machado’s
poem, that verse helped him to define his musings and share them with his
Facebook community. That verse, which has historically accumulated many
intertextual references, was being placed once again in a new, and potentially
infinite, network of other texts.

4.3 Connecting Writing to Prestigious Ways of Writing/Talking

Other marks of school indexed connections between the teenagers’ online
writing and ways of writing or talking categorized within Education as pres-
tigious, and which are usually linked to particular literary genres, such as
poetry, literature or philosophy. In particular circumstances that the boys per-
ceived as important (e.g. a statement of love, holiday goodbyes, special grat-
itude) and specifically in delicate matters (e.g. making up after an argument,
jealousy), they tended to hand-write on paper and in a more formal register
and conventional language. This brings their vernacular texts somewhat closer
to canonical genres, while still being written in their own way, form, conven-
tions and language. To a certain extent, they believed that conventional lan-
guage can better guarantee self-expression and communication with others,
as it is more fixed, socially shared and thus less ambiguous. This shift in their
vernacular writing brings to the surface a particular creatively hybrid process
of appropriation of the rhetorical devices associated with dominant literacies.
'The emulation of known discursive styles, such as a literary one, was espe-
cially frequent in online dedicatory texts. In the following example (see Fig-
ure 7.4), Ferran posted on his blog a dedicatory note for his girlfriend, which
showed marks of having been written with care. Ferran took trouble over:

*  the visual form, by imposing double-line spacing,

*  the language, by using idiosyncratic spelling and depicting metaphori-
cal, naive scenes of the couple, as when he envisioned themselves as a
“married couple of gnomes with a gigantic mushroom-house” (matri-
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monio de gnomos con una casa seta gigante),

*  the structure, by tracing the trajectory of the relationship, articulating
images of the past, the present and the future,

*  the audience, by combining an omniscient voice with another in which

he directly addresses the girlfriend.

He controlled these aspects because he wanted the dedication “to sound
beautiful.”

Figure 7.4. Ferran’s dedicatory note to his girlfriend, posted in his blog.
Translation: When i met this girl a few short years ago i’d never have
thought that we’d have so much in common, that i'd get to no her so well
orthat i’d luv her likeido 9 . . . but that’s what happened:) and since
then tons of stuff has gone down, good and bad too, but i just remember
the good stuff, like the kisses <, the cuddles, the chats, the movies, the
fotos, the travels, the meals, the laughs, the nites, the massages, the
walks . . . i luv you so much Mo, and always have. i should've written
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this shit ages ago . . . but let’s face it—i’'m a wanker LOL. D’you come out
too bad here M.? ROFL. | luv this pic on the beach . . . | want U 2 no that
the whole time i‘ve been with u really rocks, and i‘ve still got shed loads
of good stuff to give u.. .. M. go and be a world famous biologist who
discovers the cure for AIDS, and i’ll be a hot shot sound engineer dude, u
remember?? LMAO. Or if you'd rather we’ll be a couple of married gnomes
with a gynormus mushroom house XD! (you no it girl) whatever—long
as its with you!!! a massive *muah* my luv. hope you like it. .. ('}")

4.4 Exchanging Practical/Academic Information

In two similar studies on students’ education-related use of Facebook in higher
education (Selwyn, 2009; Stirling, 2014), instances were found where stu-
dents exchanged information about academic requirements of their courses
and reflected critically on the goals of the assessment tasks. Herein, academic
exchanges were also found, but these were not as elaborated. The exchanges
tracked on the clique’s online sites were limited to exchanges of logistic and
basic information on assignments (e.g. scheduling homework or exams, titles
of books) and usually arose in relation to particular students who, for some
reason, had missed the class. In the interviews in the current study, the boys
refer to more intellectual exchanges happening on the Facebook chat, which I
could not document, where they presumably helped each other in studying.
Therefore, it seems that students at both secondary and university levels see
online social networks as appropriate channels for the flow of academic in-
formation, the difference between them lying merely in the profundity of the
exchanges.

Occasionally, the boys’ online writing reflected that they were studying
at home. Academic tasks, such as an assignment, were usually reported as a
justification for having to terminate the writing of a post, as in a post where
Manuel stated “os dejo ke toi aciendo el puto treball de recerca!” (I'm off cos
I'm doing the fucking research assignment). In this particular instance, the phrase
is written in Spanish but includes the Catalan schooled expression “treball
de recerca” (research assignment—which in Spanish would be #rabajo de in-
wvestigacion). This is another kind of infiltration based on what linguists refer
to as “codeswitching,” the communicational phenomena where speakers mix
language varieties in the same conversation. Manuel used the vehicular lan-
guage of instruction (Catalan) where he might otherwise avoid it, giving the
effect of poking fun at the institution and his “duty” to study. Actually, in
many examples where they were reflecting that they were studying at home,
the implicit norm was to show tedium over being obliged to study, as when
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Jaime wrote the word “ESTUDIAR?” (§TUDY) twenty times on his Facebook
wall. Thus, comments on academic tasks usually involved adopting a resistant
positioning towards the ideal of “good student.”

Alongside these academically oriented comments, online sites were also
used by teenagers for sharing photographs and commenting on ongoing
school-based activities, such as trips or cultural events taking place at the
school (e.g. Christmas, Carnival). Some of these comments focused on amus-
ing anecdotes about something that had happened at school. An example is
when Manuel posted in his blog a picture of two of them dressed up as Little
Red Riding Hood and the wolf in the previous year’s Carnival, thereby open-
ing the floor to a discussion of new ideas about the costumes for that year’s
Carnival. Especially in the blogs, school-based pictures were used as artefacts
to brush with the past, remember childhood, anecdotes or teachers from pre-
vious years with nostalgia. These comments on social life around school were
the focus of their positive reflections on schooling.

Conclusion

In this chapter, I have examined how teenagers’ online writing is interpen-
etrated by formal practices that come from school. Based on a corpus of 40
instances, gathered in ethnographic fieldwork on a clique, I have shown to
what extent secondary students spontaneously create channels for integration
of school literacy discourses, practices and values into their online writing.
In order to focus on these synergies, I have analyzed instances of school/
online intersection within the framework of Third Space Theory (Moje et al.,
2004; Gutiérrez, 2008). The categories emerging from the analysis indicated
some of the general ways in which teenagers’ academic learning “infiltrates”
their online writing. These include a) re-contextualizing academic words, b)
appropriating ideas personally, ¢) connecting their writing to prestigious ways
of writing/talking and d) exchanging practical/academic information. These
marks of school are usually triggered by situations and sensations such as
humor or melancholy, and constitute “third spaces” where dominant/schooled
literacies and discourses are reproduced, resisted, subverted and even trans-
formed.

Ethnographies of youth literacy practices have shown that teenagers im-
port their literacies into school with or without the permission of their teach-
ers (O'Brien 1998; Maybin 2007), and that they develop an “infra-literate
life” to maintain the literacies they value (Finders, 1997; Aliagas, 2011). These
works have informed pedagogy by pointing out the importance that linking
the dominant with the vernacular has for students’ classroom learning (Alver-
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mann et al., 1999; Pahl & Rowsell, 2005; Davies & Merchant, 2009). More-
over, a few studies have also examined to what extent online social networks,
such as Facebook, contribute to shaping learning and increasing engagement
with schooling (Selwyn, 2009; Stirling, 2014). Data analyzed in this chapter
extend this line of research by showing how teenagers also “play” on the inter-
net with some of the things that they learn at school, and how these “games
with words” actually support young people’s learning at school.

'The observation that schooled literacy “infiltrates” or “permeates” teenagers’
online writing within their social networks leads to the understanding that on-
line peer-communication somehow supports secondary school students’ pro-
cesses of learning at school. This is clearly a disruptive insight, inasmuch as it
challenges the social and academic bias that views the internet as a world apart
that promotes “bad” uses of the language and that distracts teenagers from their
responsibilities as students. During the fieldwork, I was able to interview the
boys’ mothers and some of their teachers, who talked about the internet as some-
thing incompatible with their school lives. However, if we think more deeply
about the typical teenager’s life and culture, it makes more sense to see the in-
ternet and social networks as forming a continuum with their academic lives.

'The hours spent at school, and all that goes on there, form a large part
of the life of a teenager. At secondary school, students develop strong rela-
tionships with their classmates and these include shared experiences, shared
anecdotes, shared goals, shared tasks, shared language and shared frustrations
or thrills. Together they build, negotiate, resist and share the identity of being
a High School Student as well as the endeavor such a position implies. So-
cial networks—Fucebook, blogs and suchlike—afford a means for students to
keep in touch easily outside school and thereby maintain their shared world
and mutual understanding, which involves both socializing and learning. This
communal sense of the school reality grounds their communication and al-
lows certain processes of identification with “stuff” associated with school
to take place in the affinity spaces (Gee, 2004) they create across both on-
and offline spheres of practice. Through these processes of identification, they
share and explore the knowledge and language that comes from the school,
and they do so along their own “safe” avenues that include music, photos,
amusement, hilarious “games with words” or complex uses of the language
such as the codeswitching phenomenon or the switch to the formal register.

It should not be surprising, then, that secondary school students “talk”
about their school life and school tasks in oral conversations after class and
beyond school, as well as by phone, on their online social networks (e.g. Face-
book, Twitter, Instagram, Myspace) or through chat services that they have
downloaded on their smartphones, such as WhatsApp instant messaging.
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'This is because, as others have argued (e.g. Hine, 2000; Leander & McKim,
2003; Stirling, 2014), online technologies extend rather than replace offline
relationships and there is no reason to think that students cannot equally
extend school learning into their peer-online writing.

In this regard, I have suggested that online social networks constitute
interesting “liminal places” in-between dominant and vernacular literacies
where trans-spacial aspects of school learning can be studied. Teenagers’ on-
line writing is a vernacular literacy practice, in which some of the linguis-
tic, discursive and genre literacy skills learnt at school converge and blend
with “freer” self-expression. This fusion generates what I see as “spontaneous
third-spaces” between established literacy and the literacy of the teenager’s
own voice. In vernacular/online literacy practices, teenagers sometimes imi-
tate the style of those canonical discourses that they have partly picked up in
secondary education, such as poetry, literature or philosophical essay writing.
‘These instances testify to the idea that young people have their own “comfort-
able” ways to explore, use and play with rhetorical devices and school-based
learning in order to express their feelings and musings, and thus we find ac-
ademic, literary and even poetical “marks”in their vernacular/online writing.

Notes

1. Vignettes are short narrations consisting of descriptive sketches, moments or
scenes. According to Hull and Schultz (2001), these are used in ethnographic
works to highlight representations of real people and their activities by hinting
at their richness. Herein, italics represent the literary voice while roman script
represents my voice as a researcher.

2. Quotations of real Facebook postings have been translated from Catalan/Span-
ish into English. When possible, the translation seeks to represent the styles of
spelling, grammar and punctuation of the original postings.

3. A verbal periphrasis is a verbal construction where two verbs are used, one in a
personal form and the other one in an impersonal form, but they syntactically
function as a single one. The most common verbal periphrasis in Spanish gram-
mar is created with a verb accompanied by an infinitive (e.g. poder ser; approxi-
mated translation “to be able to end up being something”). In the commented
example, the periphrasis is created coordinating one verb in a personal form
(podéis; “you can”) and two infinitive verbs (/egar a ser; approximated translation
“manage to end up being”).
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Digital Literacy and
Spelling in Teenagers’
Writing: Possible Conflicts
among Written Varieties
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Digital reading and writing practices, which appeared at the
very end of the 1990s, are inflationary among today’s teenagers
and digital literacy is now a part of the knowledge and skills
that children and adults of the 21st century must have. The fact
remains that people’s perception of “the digital natives” is often
tainted with disquiet, as if they were threatened by digital
technology. The risks include the negative impact of the fre-
quent use of e-writing on writing skills, spelling in particular,
which is known to be hard to master and, at the same time, so-
cially valued. The present article proposes a contribution to this
debate by providing the first results of a comparison of written
papers from the same exam with an interval of 15 years, i.e. just
before the advent of digital technology and today. The analysis
tends first to place the alarmist discourse of public opinion
about the impact of e-writing in a less dramatic perspective by
showing an absence of specific digital procedures in the more
recent papers. It also invites us to be cautious. Since 1996, the
increase in expressiveness and problems of segmentation ques-
tion the findings of linguists, which may be too optimistic.

Les pratiques de lecture-écriture électronique, apparues a la
fin des années quatre-vingt-dix, sont « inflationnistes » chez
les adolescents d’aujourd’hui. Reste que le regard porté sur
les « digital natives » que sont ces jeunes est souvent teinté
d’inquiétude, comme si le numérique leur faisait courir des
dangers, au premier rang desquels serait l'effritement de leur
maitrise du francais et tout particuliérement de lorthographe.
Lanalyse menée sur des copies d’'un méme examen recueillies
pour les unes juste avant l'irruption du numérique, en 1996
et, pour les autres, quinze ans plus tard, en 2011, ne confirme

145



Joannides and Penloup

certes pas les prises de position alarmistes mais, dans le méme
temps, établit un lien probable entre la montée en puissance de
certains écarts orthographiques et la littératie numérique.

'The practice of electronic reading and writing that emerged at the end of the
nineties has been spreading quickly among teenagers today. Digital technol-
ogy is at the heart of teenagers’ lives inasmuch as “their activities, their rela-
tionship with the world, their culture, their ways of communication and their
ways of getting and spreading information are linked to digital tools to varying
degrees” (Schneider, 2014, p. 27). Moreover, now that digital writing coexists
with traditional writing, digital literacy has undeniably a “place in the skills
children and adults must acquire in the 21st century” (Gerbault, 2010, p. 112).

However, the fact that today’s teenagers have become “digital natives” is
often considered worrying, as if they were putting themselves at risk by us-
ing digital technology (Livingstone & Haddon 2010, quoted by Fluckiger &
Hétier, 2014, p. 2). In the eyes of French speakers, this threat exists in the form
of a negative impact on the mastery of standard French, and more particularly
on spelling, which is notoriously difficult to acquire but is at the same time
highly valued socially. Recent media coverage has provided us with many
examples of this recurring problem: “is the French language being threatened
by Text Messaging?” is one question found in an article from the magazine
Pour la science (Liénard, 2014), and a programme that was recently broadcast
on France Inter radio had this question in its title: “Is Text Messaging re-in-
venting the French language?” (Devillers S., 2014).

'This chapter proposes a contribution to the debate by looking at the ex-
tent to which frequent use of electronic writing in a language somewhat re-
moved from standard French usage is likely to affect a teenager’s mastery of
standard French and its spelling. We will first focus on certain points about
how teenagers view electronic writing. We will then give a description of the
variety of French they use in their electronic writing and acquire as part of
their repertoire. In order to measure the impact of this new variety of writing
on French spelling, we will then compare today’s examination papers with
those taken 15 years ago—just before digital writing appeared.

1. A New Kind of Teenage Writer

Because our aim is to pinpoint an evolution of practice, we will present a few
points that enable us to grasp what sort of a writing world today’s teenagers
live in compared to teenagers at the end of the nineties, before the age of
digital technology. We will discuss the different changes that affect writing
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itself, as well as correspondence relationships and the evolution of teenagers’
personal writing practices.

1.1. The Act of Writing in a Digital Context

Fully equipped with mobile phones and laptops, teenagers today become fa-
miliar from childhood with digital technology. It occupies a large part of their
time spent at school as well as outside school. Here are three examples of the
changes digital technology has made on the act of writing in today’s young
generation compared to the nineties:

The first change is due to the wider range of media, tools and
communication contexts. Teenagers have to go from one in-
formation and communication technique to another, either
directly or remotely, in real or in delayed time, or with one cor-
respondent or a whole group of “contacts.” (Liénard, 2014, p. 32)

Digital technology changes the very static rapport that peo-
ple have had with writing up to now: “Digital technology has
enabled the development of writing practices in times and
situations that formerly excluded or at least hampered them:
writing while walking, writing standing in a bus, writing to
one another from one end of the tram to the other, writ-
ing love messages to each other seated on different rows.”
(Schneider, 2014, p. 32)

It is important to underline how much the potential for di-
versification of message receivers has created a range of rich-
er and more complex interpersonal relationships than with
hard copy writing. In particular, a form of correspondence
is being developed in teenage discussion forums that is at
the same time intimate and faintly interpersonal, involving
relationships that are paradoxically cooperative and unequal,
fun-based and aggressive. (Marcoccia et al., 2014)

1.2. Teenagers’ Personal Practices of Writing in the Digital Era.

If we now turn to the nature of the personal practices of writing occurring
outside school, performed voluntarily and encompassing a wide range of
genres (anything teenagers write of their own free will when they are not
forced to do so), to grasp their evolution, we can focus on two studies that
were carried out in our laboratory' with a gap of 15 years between them. The
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first one (Penloup, 1999) was carried out in 1997, before the onset of digital
technology, on 1800 secondary school students® (11-15 year-olds) in the Rouen
academy in Normandy, of which 375 were 15-year-old students; the second
study, performed in 2012 by R. Joannides as part of her doctoral thesis, was
carried out on 479 15-year-old students. We were particularly interested in the
responses given by the 15-year-old students at a 15-year interval, given that the
studies, even though they were not identical, were nonetheless comparable
because they were both based on samples with cross-referencing parameters
such as the students’achievement at school, the schools’location and the fam-
ilies’ socio-professional characteristics. The same eight writing practices were
analyzed in the form of a questionnaire in both studies: they included writing
on cards about favorite topics, making up lists, writing letters, photo captions,
and personal journals as well as inventing song lyrics, poems, or stories (the
term “invent” allows us here to make a distinction between creative writing
and copy writing). The two questionnaires presented the subjects with a yes/
no choice of answers to the question “Do you write ...” (... lists, songs, etc.):
'The results therefore did not indicate actual practices but were in the form
of reports of practices, which only gave the general trend in terms of writing
genres and priorities. In the 2012 questionnaire, the items were duplicated as
“Do you hand-write?” or “Do you write on a computer?” and further ques-
tions were added to the eight original ones in order to target writing practices
that were specifically linked to digital technology.

The comparison of the responses collected in the 1997 and the 2012
questionnaires—for the latter only including the questions “Do you hand-
write?”—is summarized in Table 8.1 (see Appendix). We observe that there
are fewer students today who resort to handwriting for any written genre.
'The hierarchy between the different writing practices has hardly changed, ex-
cept for the writing of letters, which has understandably been overtaken by
email writing and other means of digital communication. As for the rest, what
comes out more importantly from the various responses is that handwriting
practice has not receded but has been maintained at a surprising and signifi-
cant level, probably involving aesthetic and corporal dimensions in the rapport
between writing and the chosen genre, but we will not discuss this point here.
If we now compare (see appendix 2) the 1997 handwriting practices with both
handwriting and digital writing in 2012, we observe that, even if the num-
ber of affirmative responses is on the rise, there are fewer students today who
use handwriting. This observation is true for all the handwriting genres listed,
except for photo captions which have become very common practice in the
digital era and in media such as Facebook. To have a more complete picture
of the situation and not come to a hasty conclusion about these practices, we
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have to add, for 2012, the practices that are specifically electronic and did not
exist in 1997, and that a great majority of students today report (appendix 3).

Therefore, the decrease in what we could call “traditional” practice has to
be seen in the context of an explosion of specific electronic writing practices
that have become omnipresent. With digital technology, teenagers are cer-
tainly more prone to a personal kind of writing, and this shows a democra-
tization of the writing process. But the nature of this written production is
not the same. The comparison of the results obtained shows in particular a
decrease in the positive responses for narratives and poetic writing. Does this
mean the number of practices that are purely communicative has increased
to the detriment of literary practice? Or is the practice now more commonly
found in blogs and no longer identified as literary? The collected data does
not allow us to answer these queries but we can emphasize the need to do
turther research to find out whether what we called the “temptation of the
literary genre” at the end of the nineties is still true among teenagers today
and if so where it is found. In any case, the developments that we have dis-
cussed, and the massive implication of teenagers in the digital culture, which,
as we have seen, has changed their rapport towards writing and the nature of
their personal writing practices, has had an impact on their way of writing in
French. This is what we would like to develop now.

2. Digital Writing

2.1. Digital French: An Accumulation of Processes
Leading to a More or Less Stabilized Variety.

A new way of writing French, very different from standard French, appeared
with digital writing and has since the beginning of the 21st century been a
subject of study. J. Anis (2001, p. 32) described it as a “melting script,” because
it is a combination of heterogeneous symbols and writing processes. It mixes
letters from the alphabet, numbers, logos, punctuation symbols and different
systems (or languages). In addition, at a different level of analysis, we can
observe an accumulation of different processes overlaying fundamental char-
acteristics identified by the different linguists that have studied them (Anis,
2004, Fairon et al., 2006, Véronis & Guimier de Neef, 2006, Panckurst, 2009).
For our part we used F. Liénard’s typology (2007), summarized in appendix 4.

The most interesting characteristic in F. Liénard’s analysis is that it at-
tempts to explain why non-standard writing processes are resorted to, clas-
sifying them according to their functions: simplification, specialization and
expressiveness. The processes that he describes in the “simplification” category
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are used to ease the technical constraints that are inherent to the media de-
vices used (keyboard, screen). The “specialization” process allows the writer to
specify an expertise, to play with the language, or to create a link and a lin-
guistic community. And the last function of digital writing is to display emo-
tions despite the physical absence of the communicators, their intonation and
their gestures; this is what the author calls “expressiveness” or “extraversion.”

What is most important about this analysis is that resorting to digital
writing cannot be explained only by technical constraints, and that its vital-
ity goes beyond the progress in technology. It is also important to point out
that none of the processes described is specific to digital writing inasmuch
as they existed before it developed. For instance, truncation and abbreviation
processes have been used since Antiquity in order to compensate for the lack
of space on tablets, papyrus and parchments, and have since been re-used
by telegraphers, small ad writers, stenographers and later on texters and on-
line chatters (David et Goncalves, 2007, p. 45). If, however, we can talk about
“digital writing” or “text messaging,” it means that the different processes are
accumulating in an original and sufficiently stabilized manner.

2.2. The Co-Existence of Two Written Varieties
in Many Young Writers’ Repertoires

Most teenagers today have a written repertoire with two varieties: a standard
variety and a digital variety characterized by an accumulation of processes
that are relatively stabilized. In each writing situation, just as bilingual or
multilingual speakers would draw from their languages according to the com-
munication situation, teenage writers will on different occasions resort to the
digital variety. This variety is expected and relevant when they are writing on
Facebook or on their blog. However, its use is forbidden in schools where
students are expected to write standard French.

We need to know therefore whether these teenagers have perfect mastery
of the two varieties and know exactly how to gauge the quantity of digital
writing they want to inject into a piece of writing or whether, on the contrary,
the digital variety “contaminates” (we use the medical metaphor deliberately)
standard French without their knowledge. This is a new question in the area
of writing practices, but well-known in the one of speaking practices with the
risk of contamination of the standard register by the familiar or the teenage
register which is generation and identity-dependent. This question is all the
more legitimate in the case of writing where, rather than an expected strict
partition, a sort of porousness can be observed between digital French and
the French used in personal hardcopy writing. For instance, in the journals
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used by teenagers to write down the work to be done for school and which
they use quite readily for other, more personal purposes (declarations of love
or friendship, thoughts for the day, poem or song excerpts, etc.), we can find
on hard copy all the different processes described earlier as deriving from a
“digital” type of French. The journal excerpt below is an illustration of this.

Sixxany

R RN ey
Figure 8.1 Diary Excerpt

Is this proliferation of processes—linked to digital writing and partly orig-
inating from technical constraints—towards hard copy writing where these
constraints no longer exist a conscious and mastered phenomenon? And if it
is not, is it not then likely that in the medium-term we will see an impact on
writing forms that require the standard norm?

2.3. A Potential Threat to the Acquisition of Spelling?

'The hypothesis that there is a correlation between the decline of the level
of spelling observed in teenagers (Manesse et al., 2007) and the rise of digi-
tal writing has often been discussed. It has been discussed in the media—as
mentioned in the introduction—but also by researchers. B. Ameka (2006,

151



Joannides and Penloup

p. 22) talks about a possible loss of the meaning of spelling even when the
current graphic system enables important semantic distinctions. R. Jalabert
(2006) highlights the potential toxicity of digital writing in the learning
phase, where children and teenagers are insufficiently literate to “differentiate
between ‘writing’ and ‘texting’. .. .” The teenagers R. Joannidés investigated
demonstrated that they themselves were similarly concerned and were con-
vinced that their intensive digital practice gave them “bad writing habits.”

Because Linguistics is by essence a descriptive and not a prescriptive sci-
ence, the linguists who are asked the question tend not to feel concerned.
Some underline the fact that spelling did not wait for the digital era to
become a source of problems (Walter, 2006); others prefer to focus on the
creativity of text messaging (Fairon, 2005, Panckhurst, 2014 during a France
Inter radio talk-show mentioned earlier); and others insist on the fact that
mastering standard French is a pre-requisite for being able to play with the
digital variety. This point of view can be found in the work by N. Marty
(2005), S. Pétillon (2006) or J. David & H. Goncalves: “Our studies show that
the students who have not yet mastered conventional spelling (David, 2003)
do not resort to these written simplifications or inventions, simply because
the processes used are based on a spelling pattern that has already become
established” (David, Goncalves, 2007, p. 45). We might therefore witness the
emergence of digraphia, which will put the excessive influence of spelling
norms into perspective, without jeopardizing spelling: “Alongside spelling in
its Sunday best and reserved for academic usage,” says J.-P. Jaffré, “less con-
strictive and more efficient graphic forms will appear for every day commu-
nication” (Jaffré, 2004, p. 22).

However nice and appealing this may sound, it is nonetheless an indisput-
able fact that spelling in its “Sunday best” is becoming undermined. It seems
important to us to go further by trying to determine what part the develop-
ment of digital writing plays in this trend.

3. Data that Shed Light on the Debate Concerning
the Threat to French Standard Spelling

'The different points of view that were discussed above are based on sci-
entific hypotheses and not so much on effective research. Actual studies have
been endowed with a variety of methodologies on different scales, summa-
rized in a recent article by J. Bernicot and colleagues (Bernicot et al., 2014)
who carried out and presented some substantial research on the topic. After
having given 19 students aged 11-12 years a mobile phone each, a device they
had never owned before, every month and for one year the research team
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collected a certain number of text messages that the students were ready to
share. The analysis, comprising 4524 messages, concerned the emergence and
the density of “textisms” (specific processes in digital writing) and the poten-
tial evolution of the level of spelling of the students that were given a phone
compared to the control group who did not have a phone and whose level of
spelling was the same at the start. “Textisms” themselves were differentiated
according to whether they were in agreement with the traditional code (e.g.
“m¢é” for mais) or went against it (e.g. “bsx” for bisous).

On the whole it appeared that the spelling levels of the students, wheth-
er they used text messaging or not, did not change, and that the density of
textisms in their messages was not linked to their level in spelling: “On the
whole, students who were good or bad at traditional writing at the beginning
of the data collection remained the same over the year whatever their text
messaging practices (density and types of textism)” (Bernicot, 2013, pp. 3-4).

'This research was carried out over a one-year period and used digital writ-
ing excerpts. As for R. Joannidés, she chose to compare French examination
papers with a 15-year interval: 81 essays from students taking their DNB ex-
ams in 1996 (Diplome National du Brevet taken at year 10, when the students
were 15 years of age) and 98 essays from 2011. These were also written by
15-year-old students in the same school, in a rural location, and whose parents
came from an underprivileged socio-professional category.3 (For more infor-
mation, see R. Joannides’ thesis that was completed in October 2014.)

In order to pinpoint the evolutions that might be imputed to out-
side-school digital writing practices, all the items found in the essays that
were different from the norm were collected. They were then classified in an
analysis grid along the same lines as C. Gruaz’s analysis (1985) and V. Lucci &
A. Millet’s analysis (1994). A comparison was then drawn between the 1996
and 2011 sessions. Three of our results are discussed below.

3.1. Absence of Most of the Emblematic Processes.

We first observed that most of the emblematic processes in digital writing prac-
tices were absent from the 2011 students’ examination papers, despite a great
number of spelling mistakes. We could not find for instance any examples of
consonant skeletons or emoticons. Even if there were certain deviations from
the norm, it was obvious that the accumulation of processes discussed earlier,
stemming from digital types of writing such as text messaging and found even
in school journal writing, was not apparent in the examination papers.

'This observation, which coincides with the results found by J. David and
H. Goncalves (2007), corroborates the hypotheses discussed earlier and goes
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against the alarmist view that written French has been invaded by digital
French writing processes. On the contrary, if we look at the differences in
the manner of writing of the students from one writing context to another,
it would rather seem that they have a good mastery of the two varieties, that
is to say, they are conscious of what they are doing to the norm, of the differ-
ences between the varieties in their repertoire, and of the need to adapt them
to the different writing situations.

3.2. More Frequent Symbols of Expressiveness

Having said that, we also observed (appendix 5) a clear increase in 2011 of
what F. Liénard calls repetition of punctuation symbols, as well as resorting
to words entirely written in capital letters, a phenomenon that is linked to the
question of expressiveness.

'The repetition of punctuation symbols appeared twice in the 1996 corpus
and six times in 2011 (three times more frequently). As for the use of capital
letters, we could not find any occurrences for 1996 but there were 7 in 2011.
'This increase leads us to consider the probable influence of digital writing
practices. However, this fact cannot be established with certainty inasmuch as
none of the processes is specific to digital writing. Moreover, the quantitative
comparison should be considered carefully because these examples occurred
in fragments of direct discourse, to which the 2011 exam subject lends itself
more easily than the 1996 exam subject which had fewer opportunities for
direct discourse.

3.3. The Case of Segmentations

In this chapter we also focused on a type of non-standard form that orig-
inates from “segmentation” errors or, to use C. Gruaz’s terminology (1986),
« . » . .
cutting-up” errors. It concerns more particularly the problem of graphic
blank omissions, which occurred 9o times in 1996, but 222 times in the 2011
examination papers (nearly 2.5 times more).

Below are listed some of the many types of segmentation errors:

* Logographic errors in the sense that they generate a confusion be-
tween homophones, i.e. between two standard forms (appendix 6). In
particular, we observed 2 cases of blank omission on the spelling of “la”
and “ma” in 1996 against 51 in 2011, i.e. 25.5 times more. The segmenta-
tion errors on “ta” and “tes,” absent in 1996, numbered 8 in 2011.

*  Morphographic errors, i.e. on blanks that are used to cut up the graph-
ic chain into morphemes (appendix 7). This time the form obtained
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does not have a standard existence. There were 12 cases of blank omis-
sions in 1996 without any accumulation with other mistakes and there
were 27 in 2011 (2.25 times more).

In the case of blank omissions accumulated with other mistake types
(appendix 8), there were 5 in 1996 but 27 in 2011 (5.4 times more). Finally,
only one case of substitution, corresponding to a blank placed wrongly or
to non-differentiation of the words, was found in 1996 whereas there were 7
occurrences in 2011 (appendix 9).

'The increase of these errors poses a question. It is true that segmentation
has always been a problem to writers and more particularly to children in the
learning phase. How can we explain this increase? We have to seriously consid-
er the hypothesis of a correlation with a digital writing practice that uses what
F.Liénard (2007) calls “écrasement de signes” (lexical short cuts whereby certain
signs and symbols are “crushed” or omitted) and this also covers segmentation.

4. Conclusion: A Probable Influence on the
Evolution of Digital French Spelling

Our analysis, by showing the absence of digital writing in the examination
papers of 15-year-old teenagers, confirms that fact that young writers do not
confuse the digital variety with the standard norm. It does not, however, re-
move the question of the potential correlation between the development of
a widely used digital variety (including some hard-copy writing) and the de-
terioration of spelling among French teenagers. On the contrary, the data
gathered give a certain number of clues that suggest a link. This possible link
does not imply confusion between varieties, but could have a negative impact
on the mastery of spelling norms, i.e. on the maintenance of spelling in its
“Sunday Best.” If this hypothesis were to be true, we should then stop deny-
ing the fact and, according to how much importance we attach or not to this
decline, consider appropriate didactic forms for handling the problem.

Notes

1. 'The DySoLa Laboratory (Dynamique Sociale Langagiére) (Social linguistic
Dynamics) is made up of sociologists and linguists. Studies include socio-lin-
guistics, linguistics and didactics.

2. 'The fourth year of secondary school, called “troisitme” in France.

3. Examination papers are usually destroyed every year and former exam papers were
kept only in one school. It was therefore impossible to find a corpus that was rep-
resentative of the diversity of the parents’socio-professional backgrounds.
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Appendices

Two questions concerned lists in 1997, one on “useful” lists and the other on
lists of favorite words. An average of the obtained responses is given in the
following tables to compare it with the 2012 responses to the single question
that grouped all the possible list practices.

Appendix 1: Comparison of the positive responses for “Do you hand-write?”

Handwriting usage: students concerned (in %) 1997 2012 Difference (in
n=375 |n=479 | points)

File cards 29.5 9.8 19.7

Diaries 38.0 25.1 12.9

Letters 89.5 47 42.5

Lists 63.0 55.5 7.5

Lyrics 46.0 25.1 20.9

Poems 43.0 13.2 29.8

Stories 36.5 11.1 25.4

Photo captions 42,5 35.7 6.8
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Appendix 2: Handwriting usage in 1997 handwriting
and digital writing usage combined in 2012

Handwriting and digital writing usage: students | 1997 2012 Difference (in
concerned (in %) points)
File cards 29.5 18.0 11.5
Diaries 38.0 26.3 11.7
Letters 89.5 58.5 31
Lists 63.0 62.4 0.6
Lyrics 46.0 36.5 9.5
Poems 43.0 19.2 23.8
Stories 36.5 18.2 18.3
Photo captions 42.5 58.2 -15.7

100

%0

&0

Pratiques manuscrites
de 1996

W Pratiques manuscrites
et électroniques de
2012

Appendix 3: Writing usage that is exclusively digital in 2012

Digital writing usage: students concerned (in %) Number %

Text messages 452 94.4
Search engines 427 89.1
Online chatting 399 83.3
Word processing 377 78.7
Copy and Paste 369 77.0
Emails 328 68.5
Blogs 197 41.1
Online games 190 39.7
Forums 129 26.9
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Appendix 4: F. Liénard'’s typology for the different
digital writing processes (2007)

Simplification | Consonant skeletons Bjr (bonjour), slt (salut)

Truncations Ciné (cinema), net (internet), oneur
(honneur), ariver (arriver)

Elision of semiotic elements Accents, capital letters, articles, etc.

Acronyms mdr (mort de rire)

Specialization | Semiotic-phonological notation | Réso (réseau), vil 1 (villain), 6t (cité)

Anglicisms Now, F2F (face-to-face)
Lexical short cuts Kestufé (quest-ce que tu fais)
Extraversion Emoticons

Grapheme or symbol repetitions | Ta di koi??! c la finn

Appendix 5: An increase in the symbols for expressivene

Répétitions
QUL ?
1996 (81) |2

aimeriez-vous que I'n sache tout de votre vie ?!
Comment tu as fait pour rentrer ici ? (DD)

2011 (98) 13

500 ans ?! (DD)

Ma maman ! LA personne la plus chére 2 mes yeux ; mais QUOI 22! (DD) ;
tu me demande d'oublier ma mére ?!

va le cherché !! (DD)

Aahh (DD)

TERMINER les sorties !

?! (DD)

JULIE

cest quoi !!! (DD)

NON, NON et NON (DD)

Appendix 6: The case of logographic segmentation errors

1996 2011
(lla” s « )a)) and l(ma” s ((m7a” 2 51
“ta” vs “tu as” or “t’a” and “tes” vs “tes” 0 8
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Appendix 7: The case of morphographic segmentation errors

1996

2011

parcontre (par contre)

Vanina nosa pas (nosa
p

enfait (en fait), bienstr (bien str), enfait (en fait), biensir*2 (bien sir), quelquechose
quelquechose™7 (quelque chose), (quelque chose), parceque™2 (parce que)
parcequ’ils (parce qu'ils)

aurevoir (au revoir), cest (ceest), jai (jai), jusqua
(jusqu’a), dépuisement (dépuisement), jespere
(jespere), derien*2 (de rien), dutout*3 (du tout),
ducoup (du coup), demmenager (demménager),
daccord*2 (d’accord), nimporte quoi (n'importe),
men (men), sexcuser (sexcuser), vasy (vas-y)

Appendix 8: The case of blank omissions
combined with other types of errors

1996

2011

apar (2 part), allece
(a Taise), enrevoirs
(au revoir)

nettais (n'était), sen-
naye (sen aille)

apart*2 (a part), appart (a part), allaise (a I'aise), orevoir (au revoir)

tamieux (tant mieux), plutard*2 (plus tard), touleten (tout le temps),
jusqua (jusqu'a), tempis (tant pis), quesqu’il (qu'est-ce qu’il), bien-
sur*4 (bien sir), doucoup (du coup), mavais (m’avais), esque (est-ce
que), desculsion (d’exclusion), mettonnera (métonnera), gavant
(qu’avant), enfaite*3 (en fait), quesqu’il (qu'est-ce qu’il), impeu (un

peu)

Appendix 9: The case of substitutions

1996

2011

l'aveill (a veille)

la rédécar*3, la rédécar (I'arrét des cars)
quesqu’il (qulest-ce qu'il)

jusquau (jusqu'au), jusqua (jusqu’a)
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'The study examines how Swedish upper secondary school
students’ development of written academic Swedish is affect-
ed when some or almost all content subjects are taught in
English instead of Swedish, so-called CLIL education. The
study includes three CLIL groups (125 students) with different
amounts of instruction in English, and two non-CLIL groups
(75 students). The study comprises a quantitative analysis of the
students’ use of academic words in 260 texts and a qualitative
analysis of the functions of academic words in a smaller corpus
of 36 texts. The study shows that the students’acquisition of
the norms of academic writing cannot be taken for granted.
When the use of L is strictly limited, as in total CLIL, the
development of the students’ advanced Lt academic proficien-
cy is at risk. Interestingly, the study also shows the potential of
partial CLIL, as the largest development of academic vocabu-
lary was found in this group.

Cette étude s’intéresse a 'impact de l'utilisation partielle

ou quasi-exclusive de 'anglais 4 [école (Enseignement de
Matieres par 'Intégration d'une Langue Etrangére, EMILE
- Content and Language Integrated Learning, CLIL), sur
le développement par des lycéens suédois d’'un langage écrit
académique. Létude porte sur cinq groupes, dont trois utilis-
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ent EMILE (125 éleves) et deux non (75 éléves). Ces derniers
représentent la majorité écrasante des éléves suédois dont
enseignement se déroule exclusivement en suédois, langue
officielle. Cette étude combine une analyse quantitative et une
analyse qualitative de deux mémoires rédigés par les éleves

a lentrée et au milieu de leur scolarité au lycée. Lanalyse
quantitative (260 textes) s'intéresse a l'emploi du vocabulaire
académique. Danalyse qualitative (36 textes) vise & déterminer
comment les éléves sapproprient des termes académiques pour
produire une prose plus académique.

Lanalyse quantitative montre que, contrairement & tous les
autres groupes étudiés, dans les textes du groupe EMILE qui
utilise le plus 'anglais a Iécole, la part de termes académiques
suédois n'augmente pas aprés deux années. La progression la
plus forte est constatée dans un groupe EMILE dont l'en-
seignement mélange anglais et suédois. Lanalyse qualitative
montre que les textes les plus riches en termes académiques
utilisent ces mots pour convoquer des aspects importants de
la prose académique (abstraction, style objectif et organisation
du texte). Cette étude conclut que si la langue officielle nest
utilisée en classe que dans le cadre de son enseignement et de
la littérature, le développement de Iécriture académique stagne.
En revanche l'alternance clairement planifiée entre plusieurs
langues a des effets positifs.

1. Introduction

In a time of increased globalization, it has become attractive for students out-
side the English speaking world to choose an education where English is used
for subject teaching. In Europe, the spread of the so-called CLIL education,
Content and Language Integrated Learning, is a fact (Euyridice, 2006; Smit,
2008). CLIL, an immersion-like bilingual education, offers more contact with
the target language (mostly English) without requiring extra teaching hours,
since the target language is used for both instruction and writing in so-called
content subjects, e.g. mathematics, biology and history. The perspective taken is
that language learning is a natural part of the teaching of subject matter. Thus,
CLIL offers the use of the foreign language for talking, reading and writing
in a wide spectrum of subjects, and is seen as “a kind of language bath which
encourages naturalistic language learning and enhances the development of
communicative competence” (Dalton-Puffer, 2007: 3). Besides the intention to
give the students a broader communicative competence, CLIL is supposed to
give faster access to academic English, also without having detrimental effects
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on the expected continued development of academic language proficiency in
the first language, L1 (Mehisto, Marsh & Frigols, 2008). However, we know
little about how the development of first language for school purposes actually
is affected when it is replaced by another language in an education like CLIL
(Dalton-Pufer, 2011: 189). But we know that learning in educational contexts
implies heavy demands on the students’linguistic ability, not least considering
that the learning of content is inseparable from learning the language of a
particular subject. In view of the fact that the linguistic challenges increase as
students progress through school (Schleppegrell, 2004: 4; cf. Coffin, 2006), the
academic and specialized language would not be presupposed to be attained by
itself, in any language. That means that not even the appropriation of academic
and specialized language in the L1 can be taken for granted or can be assumed
to progress automatically.’

This study aims to examining if and, if so, how Swedish upper second-
ary school students’ development of academic Swedish in writing is affected
when content subjects are taught in English instead of Swedish. The study
includes three student groups (ca. 125 students) following CLIL programs
with English as the medium of instruction for some or all of the content
subjects. For comparison, two control groups are included (ca. 75 students).
With the exception of language classes, these two control groups have all
instruction and all writing tasks in Swedish, the official principal language
in Sweden, which is naturally the clearly dominant language of instruction
throughout the whole education system and is also most of the students’ L.
'Thus, the overall question concerns CLIL students’ and non-CLIL students’
development of academic language proficiency in Swedish writing. The de-
velopmental perspective is provided for by testing the students’achievements
within the same type of writing assignment at two points during their three
years at upper secondary school.

1.1. CLIL Education

In 1995, both the Council of the European Union and the European Com-
mission emphasized the need for EU citizens to learn foreign languages
(The Council of the European Union, 1995; European Commission, 1995).
'The bodies endorsed different types of bilingual education, including CLIL.
'They hold forth that students at secondary school could benefit from study-
ing certain subjects in a foreign language. Within ten years, CLIL was es-
tablished in 24 of 33 European countries, including Sweden and e.g. France,
though involving almost exclusively English (Eurydice, 2006).> In a recent
article, English is estimated to be the target language in 95 percent of all
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CLIL programs in Europe (Nikula, Dalton-Puffer & Llinares, 2013). How-
ever, the extent to which English is used varies a lot, e.g. from one subject,
thematic sessions in several subjects to all content subjects. Previous research
has shown that differences can be found between countries, within countries,
between schools in the same country, and even between classes at the same
school (Dalton-Puffer & Nikula, 2006; Mehisto et al., 2008; Lim Falk, 2008,
2012; Sylvén, 2013; Yoximer Paulsrud, 2014). Usually, less than 50 percent of
the subjects are taught in English (Nikula et al., 2013). This implantation of
CLIL, where certain content subjects still are taught in Swedish, is referred
to as “partial CLIL” in our study. However, there are also instances of CLIL
where the national or majority language is totally or almost totally replaced,
and this we will refer to as “total CLIL.”

Above, we stated that CLIL is an immersion-like bilingual education. The
generally successful Canadian Immersion Programs are often pointed out as a
model and a source of inspiration for CLIL (Washburn, 1997; Lim Falk, 2008;
Dalton-Puffer, Nikula & Smit, 2010; Nikula et al., 2013). The immersions showed
that it was possible to use another language than the students’ first language for
content subject instruction with positive results regarding both language and
content mastery (e.g. Lambert & Tucker, 1972; Swain & Lapkin, 1982; Genesee,
2004). Like immersion, then, CLIL uses non-language content as a vehicle to
promote the students’ development of a target language other than their first
language (e.g. Genesee & Lindholm-Leary, 2013; cf. Dalton-Puffer, 2011). Yet,
there are important differences in conditions and prerequisites for CLIL and
immersion, ranging from guiding principles and learning goals to the analysis
of sociocultural and linguistic consequences of the programs.

The success in Canada is not only linked to immersion education per se,
but reflects socioeconomic and political factors (de Mejia, 2002). They are
construed with respect to the current relation between the majority language
English and the minority language French. Specified goals are articulated,
on the basis of carefully formulated language policies, concerning both target
language and L1. These goals, in turn, are closely connected with general cri-
teria for implementing immersions as well as specified demands on teacher
competencies. For example, the importance of native language proficiency is
emphasized, and consequently support of the first language is a requirement
to ensure additive bilingualism, as opposed to subtractive bilingualism where
the target language tends to take over and replace the first language in certain
domains (e.g. Genesee, 1987; Baker, 2001).

'The conditions for CLIL are quite different. First of all, CLIL is about
using a foreign language as the language of instruction, which means that
its presence outside the classroom normally is limited. Also, the foreign lan-
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guage in question is mostly the prestigious global lingua franca English, a fact
that affects the formulations of goals, criteria, and not least language policies.
However, most often there is no declared policy regulating CLIL education,
neither in the national language policies, nor in the education policies. More-
over, there are in general no guidelines or precise learning goals formulated
for CLIL, which in turn makes the education hard to evaluate. Regarding the
teachers’ competence in the target language, there are no explicit demands;
the CLIL teachers are normally non-native speakers of the target language
English and they are also in most cases content experts rather than language
experts. Also, there are no measures to support the supposed continued first
language development (e.g. Dalton-Puffer, 2011). These conditions apply well
also to CLIL in Sweden generally, and the CLIL programs in this study.

On the whole, there are many questions to be answered concerning the
effectiveness and eligibility of CLIL. There is even insufficient empirical ev-
idence for how much the students improve in English and in what respect
(Dalton-Puffer, 2011: 186). In her exhaustive monograph on CLIL classrooms
in Austria, Dalton-Puffer (2007) states that rationales for the use of CLIL are
vague and that this type of education needs to be better grounded in actual
research. The research field of CLIL has expanded greatly in later years, ev-
ident for example in the increased numbers of CLIL conferences. However,
a topic that few researchers engage in is the CLIL students’ supposed devel-
opment in the national language, most of the students’ first language (L1),
which besides the target language also is a medium of instruction in CLIL
education. L1 seems to be taken for granted and the continued development
in the L1 seems to be assumed to progress automatically. Previous research
indicates the opposite, e.g. Genesee et al. (2006: 225) states that also for native
English speakers in English-only school settings, emphasis on English for
academic purposes is likely to have the greatest payoff in student achieve-
ment. In fact, an earlier study on a smaller scale showed that CLIL students
did not have as good command of the subject-based academic language in
Chemistry, Physics and History, as did the all-Swedish-instruction control
class. In their writing the control students used subject-specific lexis more
frequently, technical terms in particular. They also mastered the correct use
of them in the linguistic context, and on the whole, produced more adequate
content (Lim Falk, 2008, 2015 forthcoming).

1.2. Linguistic Challenges in School

Basically, our perspective on language and learning concurs with the social-
ly oriented perspective taken within Educational linguistics (e.g. Eggins &
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Martin, 1997; Schleppegrell, 2004; Llinares et al., 2012), which is the peda-
gogical ramification of Halliday’s Systemic Functional Linguistics, SFL (e.g.
Halliday & Matthiessen, 2014). It assumes a mutual dependence between the
assimilation of specialized knowledge and the acquisition of subject-specif-
ic registers, implying that the two processes are simultaneously involved in
learning (e.g. Coffin, 2006). Thus the theory focuses on the role language
plays in the demands and challenges of schooling (e.g. Schleppegrell, 2004).
‘These demands are described in terms of genres, i.e. the types of texts that
learners have to understand and produce in difterent subjects, and the lin-
guistic resources used for these texts. Access to this school language, often
referred to as academic language, is considered to be a prerequisite for success
at school (Rothery, 1996; Schleppegrell, 2004; Holmegaard et al., 2006; Lind-
berg, 2007; Gibbons, 2002). Especially, the mastering of written academic
language is of great importance, as the teachers mainly build their assessment
and grading on written exams and essays. Schleppegrell states that

Schooling is primarily a linguistic process, and language
serves as an often unconscious means of evaluating and dif-
ferentiating students. . . . In school, students are expected
to use language to demonstrate what they have learned and
what they think in ways that can be shared, evaluated, and
further challenged or supported. (2004, p. 2)

However, the written academic language proficiency required at school takes
time to learn, and it is a challenge for all students, even if it is assumed to be
especially difficult for those without an academic background (Schleppegrell,
2004: 6; cf. Carlund et al., 2012) and for those with instruction through an-
other language than the L1 (e.g. Gibbons, 2002; Holmegaard et al., 2006). The
challenges can be explained by the characteristics of academic language as de-
contextualized and cognitively demanding, i.e. less personal, more grammati-
cally complex and with a more specialized and abstract vocabulary compared
to the informal conversational language children and young people develop
in everyday discourses outside school (e.g. Bernstein, 1971; Halliday & Mar-
tin, 1993; Cummins, 1996, 2000; Macken-Horarik, 1996; Schleppegrell, 2004;
Holmegaard et al., 2006). Furthermore, the linguistic challenges are assumed
to increase throughout school while subjects reach higher levels of specializa-
tion (Schleppegrell, 2004: 4; cf. Coffin, 2006). Several studies have shown that
it takes between five and ten years for second language learners to develop
the academic language proficiency required for success at secondary school
level (Thomas & Collier, 1997, 2002; Hakuta, Butler & Witt, 2000; August &
Shanahan, 2006).
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To facilitate this complex learning process, pedagogical efforts have been
made. In fact, the analysis and the description of academic language within
Educational linguistics are aiming at developing tools to facilitate teaching
and learning in school practice. Special attention has been paid to the possi-
bilities of scaffolding writing in difterent school subjects by explicit teaching
of the required genre structure and grammar (e.g. Macken-Horarik, 1996;
Martin & Veel, 1998; Coffin, 2006; Christie & Derewianka, 2008; Llinares
et al,, 2012). Other pedagogical contributions, outside the research of Edu-
cational linguistics, have been directed to general academic vocabulary, at-
tempting to create academic vocabulary resources. These efforts are based on
research that single out vocabulary as the most important element for success
within school discourse (Saville-Troike, 1984; Nation, 2001; Lindberg, 2007).
So far most of them concern English, e.g. The University Word List (Xue
& Nation, 1984), The Academic Word List (Coxhead, 2000) and Longman
Dictionary of Contemporary English (2009). Recently however, an academic
vocabulary resource has been developed for Swedish, named A Swedish Aca-
demic Word List, SAWL (Carlund et al., 2012; Jansson et al., 2012).

From previous research, we can conclude that it is assumed to be of great
importance that the students acquire academic language for writing, and also
that schools accept their responsibility in making this goal achievable. More-
over, the pedagogical efforts made indicate that the development of academic
language proficiency is not assumed to be incorporated into the students’
repertoire by itself. We assume that this counts for any language, including
the development of written academic language proficiency in the L1. In this
study, our focus is on the language that is restricted in use by the CLIL ed-
ucation programme, i.e. Swedish. We hypothesize that the actual amount of
English medium instruction, or rather the time left for working with Swed-
ish, might affect the students’ continued development of a language that is
adequate for Swedish academic writing.

2. Research Context, Data, and Method for the Study

'The research context for the study is the longitudinal project Content and
Language Integration in Swedish Schools. The overall aim of the project is
to investigate CLIL-students’ development of academic language, in Swed-
ish and English, in comparison with equivalent students having instruction
totally in Swedish. The results presented in this chapter are the first results
from the analysis of student’s Swedish texts. The project, however, applies a
broad diversity of methods: explanatory and argumentative writing assign-
ments, vocabulary tests, reading comprehension tests, classroom observations,
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student questionnaires and interviews with both teachers and students.

In the research project about 200 students, aged 16-18, are followed during
their three years in upper secondary school. The students are studying at three
different schools (called A, B and C), but are all enrolled in programs prepar-
ing for ensuing studies. They can be categorized into five groups with regard
to school and linguistic educational context, three CLIL groups with English
as target language and two control groups (see Table 9.1). Of three CLIL
groups, one takes part in total CLIL (school A), where Swedish as a language
of instruction is almost completely restricted to the subject Swedish (includ-
ing both history of literature and Swedish language studies), about two hours
per week. The linguistic environment for the other two CLIL groups (one at
school B and one at school C) is that of partial CLIL, with approximately 50
percent of the instruction in English. The two control groups finally (one at
school B and one at school C) represent the mainstream type of instruction in
Sweden where all instruction and all writing is performed in Swedish (except
for language courses in English, French, German, etc.).

Table 9.1. Student groups, linguistic environment,
school, and number of students

Group Linguistic environment School # Students
1 Total CLIL A 50
2 Partial CLIL B 25
3 Partial CLIL C 50
4 Non-CLIL B 25
5 Non-CLIL C 50

The total CLIL group (school A) differs from the partial CLIL groups not
only in the degree English is used. The teachers of this group have, with
tew exceptions, higher proficiency in English than the teachers in the par-
tial CLIL groups, and the students of this group are more heterogeneous
in regard of L1 than the students in the partial CLIL groups. However, all
groups in the study, also the total CLIL group, are bound to follow the na-
tional Swedish curriculum, and have to fulfil the same overall goals of upper
secondary school, as well as the same learning outcomes for subjects that are
mandatory to education preparatory programs, e.g. Swedish, English, Science
studies and Social studies.

The data for the study reported here consist of student texts from two
writing assignments, out of the four Swedish assignments the project group
constructed in order to give all students the same tasks. Both assignments
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were oriented towards explanations (the other two were not), a typical kind
of assignment in the national writing tests, since the Swedish national cur-
riculum explicitly states that students should be prepared for this type of
academic writing (cf. The Swedish National Agency for Education, 2012). The
assignments were written during the first semester and the fourth semester.
In terms of content, the assignments were constructed in accordance with
the curriculum, and related to social and science studies. The first assign-
ment required the students to explain why there are such great differences
in health and wealth between different parts of the world, and the second
one to explain why the two public health problems—obesity and mental ill-
ness—increase in Sweden. Both tasks were supplemented with a background
information sheet with tables giving some statistics relevant to the topic. The
data amounts to 260 texts and is charted in Table 9.2. For a qualitative part of
our study the data was narrowed to 36 texts (see below).

Table g9.2. Outline of data

Group fliglﬁ‘l;i:;ili:nt School isrseiztljment 1 Z’SI:;};:ment 2 Total
1 Total CLIL A 26 22 48
2 Partial CLIL B 18 19 37
3 Partial CLIL C 35 34 69
4 Non-CLIL B 24 17 41
5 Non-CLIL C 31 34 65
Total 134 126 260

'The method for the first part of the study is an application the recently de-
veloped Swedish Academic Word List (SAWL), mentioned in section 1.2, as
a tool for the quantitative analysis. SAWL consists of 655 headwords, com-
piled from a 25-million-word-corpus based on dissertations and scientific ar-
ticles from fifteen disciplines, and it is (2015) accessible at the webpage for the
Swedish Language Bank at University of Gothenburg (http://spraakbanken.
gu.se/ao/). It was developed to meet university students’ need for knowledge
of general academic vocabulary, and the principle for word selection was to
find an academic-specific vocabulary that is common for all subjects at uni-
versity, but not part of the everyday vocabulary (Carlund et al., 2012). Thus,
the list can be assumed to reflect the significant general academic vocabulary
that upper secondary school students need to know to manage higher edu-
cation. The coverage of Academic Words, AW, was investigated for each of
the 260 texts by a programme designed especially for this purpose.* In the
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analysis, we were especially interested in differences between the five student
groups as well as differences between the first and second assignment. For a
more detailed description of SAWL, see Carlund et al., 2012; Jansson et al.,
2012; Skoldberg & Johansson Kokkinakis, 2012.

In order to understand the validity of the results we used the first findings
as starting point to a more focused qualitative analysis in a smaller corpus. For
this purpose, 36 student texts were selected, 18 texts with high frequency of AW
(between about 8 percent and 10 percent AW) and 18 texts with low frequency
(between about 2 percent and 4 percent AW). Since the aim was to character-
ize the functions of the AW, and to understand the differences between texts
with high and low frequency of AW, and not to make comparisons between the
groups (hardly possible in such a limited corpus), the texts were taken from three
groups only (group 1, 2 and 4): the three texts from each assignment and group
with the highest coverage and the three texts with the lowest coverage of AW.

The method for the second part of the study is a qualitative text analysis
within the framework of SFL. According to SFL, language in texts simultane-
ously serves three broad functions, or metafunctions, namely the ideational, in-
terpersonal and textual (Halliday & Matthiessen, 2014).5 The ideational function
refers to the linguistic choices that enable speakers to make meanings about the
world. From this perspective it is for example relevant to investigate how linguis-
tic resources, here especially the AW, are used in texts to construe meanings on
a semantic scale between concretion and abstraction (cf. Martin, 1993). The in-
terpersonal function refers to the linguistic choices that enable speakers, readers,
and writers to enact their diverse interpersonal relations. Within this metafunc-
tion, a crucial question is how language—and the resource of AW in particu-
lar—establishes close subjective relations or more distant objective relations (cf.
Holmberg, 2011). Lastly, the textual metafunction comprises linguistic resources
for organizing text at different levels, and managing the flow of discourse (cf.
Halliday & Hasan, 1989). Also from this point of view we investigate how AW
may contribute. The findings, presented in section 3.2, will further concretize the
theoretical division of meaning making into the three metafunctions.

'The qualitative analysis was accomplished in two steps. Firstly, the 36 texts
were analyzed sentence by sentence in copies where all AW was marked, but
without regard to the frequency of AW in the texts. After the typical functions
of the AW were established, we investigated if there were functional differences
in how AW contributed to the meaning of high- and low-frequency texts.

Neither the quantitative nor the qualitative analyses are meant to imply
that texts with high frequency of AW are better than texts with low frequency
of AW. What we are interested in is to investigate how the texts are adapted
to norms of academic writing.
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3. Findings

3.1. The Quantitative Analysis of Frequency
and Distribution of Academic Words

'The number of academic words in this body of data was 1293. This amount
contains 345 types, i.e. almost 53 percent of the 655 AW in the wordlist. 35
types of AW occur ten times or more in the texts.

‘Through the analysis based on SAWL, the coverage of AW is established
for all the five student groups, including both the assignments. The analysis
shows that the coverage of AW varies between about 1 and 15 percent AW
per student text. Table 9.3 charts the average frequency of AW for each group
and assignment. Compared with the academic texts in the corpus of SAWL,
AW in our data are used approximately half as much. This is not surprising
since the students are at the beginning of their upper secondary school edu-
cation while SAWL reflects the crucial general academic vocabulary required
to manage their first year of university studies (Carlund et al., 2012).

Table 9.3. The average frequency of AW in all the 260 student texts (%)

Group ;i:riu e environ” School As:;)iitesnt 1 As:;)iitesnt 2
1 Total CLIL A 6.2 5.7
2 Partial CLIL B 4.0 6.4
3 Partial CLIL C 4.6 5.7
4 Non-CLIL B 4.7 5.7
5 Non-CLIL C 4.0 43

'The investigation of the coverage of academic words in the texts shows some
differences between the student groups and between the assignments. The
most striking result concerns the student group 1, participating in total CLIL
in school A.The texts from these CLIL student texts had clearly the highest
coverage of AW in assignment 1 written during the first semester (6.2 per-
cent). However, the coverage of AW in the assignment written during se-
mester 4 decreased (5.7 percent). The coverage of AW in all the other groups,
CLIL or not, increased in the second assignment. The largest increase is
found within group 2, one of the student groups with partial CLIL (from
4.0 to 6.4 percent), followed by group 3, the other student group with partial
CLIL (from 4.6 to 5.7 percent).®

One interpretation of these results, in view of the linguistic environment,
is that the development of an academic register sufters from CLIL education
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totally in English, while instruction partly in English and totally in Swedish
is favorable. In fact, it is a tendency which aligns with previous research on
different forms of bilingual education, as they have shown that the bilin-
gual programs where first-language instruction amounts to around 50% have
more positive effects, and also more long-term benefits, than e.g. all-English
instruction (Krashen & McField, 2005; Rolstad, Mahoney, & Glass, 2005;
August & Shanahan, 2006).

3.2 The Qualitative Analysis of Functions of
Academic Words in the Texts

'The list of AW used for the quantitative part of our study is a product of
statistical calculations (Carlund et al., 2012). Therefore, in order to investigate
not only the frequencies but also the functions of the AW, a smaller corpus of
36 student texts was analyzed in detail. For this qualitative analysis we used
the systemic-functional perspective of metafunctions. This theoretical per-
spective gives substance to the question about functions of the AW, leading
the analysis to focus on three potential contributions to the meaning of the
texts: ideational, interpersonal, and textual (cf. section 2 above).

Our investigation shows that use of AW in the student texts may con-
tribute in all three metafunctions—and does so to various extent in different
texts. (Examples are given in Table 9.4 below). In the ideational metafunction
AW contribute to the construal of abstract and general meanings. A major
part of the AW consists of nouns that are used in the texts to represent ab-
stract entities (e.g. Swedish equivalents to reason, ground and development).
Further, abstract entities in the texts are modified or related to each other
by use of other AW, typically adjectives and verbs respectively (e.g. Swedish
equivalents to individual and increased). In the interpersonal metafunction
AW are used in lexical and grammatical constructions that express meaning
in an objective way, for instance through implicit or non-aftective wordings
of the writers’ judgements (e.g. in constructions with the Swedish equivalents
to obvious and consider). Finally, AW are often simultaneously used in the
textual metafunction to logically organize the text, signaling either the con-
tent of a new passage or the contrast between passages (e.g. using Swedish
equivalents to reason or however). Thus, the qualitative functional text anal-
ysis shows how the frequency of AW, in itself a raw statistical fact, is tied up
with ways of meaning making that characterize academic language.

To give an overview of how AW tend to function in the texts, we have
listed examples for each typical function in Table 9.4. The examples are taken
from the 35 types that are most frequently used in the corpus of 36 texts, and

172



Paths to Academic Writing in a Globalized World

the numbers in parenthesis indicate their rank (the Sw. equivalent to reason
being the most frequent word).

Table 9.4. The typical functions of AW with examples
from the 35 most frequent types

Typical functions of AW in the English equivalents of AW used in the texts for
texts each function
Ideational Representing abstract | reason (1), ground (2), development (4), cause (5),
abstraction | entities difference (7), downfall (8), number (9), pressure
(16), change (19), opportunity (21), picture (22),
history (23), situation (24), prerequisite (29), in-
fluence (30), resource (31), solution (34), age (35)
Modifying abstract individual (15), increased (18), physical (20),
entities economical (25), social (26)
Relating abstract develop (3), make (6), compare (17), demand
entities (28), form (33)
Inter- Making implicit obvious (13), simple (14)
personal modal judgements
objectivity - -
Expressing non-af- consider (11)
fective judgement
Textual Signaling content of [the first etc] reason (1), cause (5), difference (7)
logical text or passage
order
Signaling contrast however, (10)
between passages

Since the small corpus for the qualitative analysis was made up of 18 student
texts with high frequency of AW and 18 student texts with low frequency it
was possible to do some observations of the functional differences between
these two subsets of the corpus. Even if it is hard to quantify the way the texts
use the functional potential of AW, it seems clear from our analysis that the
two subsets show differences not only in frequency but also in function. In
summary, it seems to be texts with high frequency of AW that more fully ex-
ploit the possibilities to use AW for abstraction, objectivity and logical order.

The 18 high-frequency texts have almost four times as many instances of
AW than the 18 low frequency texts (1463 instances compared to 385). How-
ever, the qualitative analysis shows that the difference is much more than a
matter of verbal frequencies.

The most evident difference between high-frequency texts and low-fre-
quency texts was found to be how AW are used for construal of abstract
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meanings. Although all texts use AW for representing abstract entities like
reason and difference, only writers of high-frequency texts make substantial
use of the possibility to build in more meaning in these abstract noun phrases
with modifiers. As shown in the examples below, from two high-frequency
texts, such modification sometimes includes other AW:

Example 1. Academic words (bold) in abstract noun phrases
(underlined), high-frequency texts.

(a) To be obese means an impoverished social status.

(b) It [the industrial revolution] arose for over a hundred

years ago and should not have any major importance for

'The low-frequency texts use, with very few exceptions, a quite limited set of
modifiers in corresponding cases: e.g. Swedish equivalents to small/big and
high/low.

As regards the interpersonal grammatical constructions of objectivity, al-
most every text uses the Swedish equivalent to the subjective I hink. Howev-
er, only writers of high-frequency texts mix this phrase with the more formal
judgements underlined in the examples below:

Example 2. Academic words (bold) in expressions of formal
judgements (underlined), high-frequency texts.

(a)Itis obvious that the middle of the decade shows a de-

crease in the proportion of mentally ill.

(b) Given that eating disorder becomes a bigger and bigger
social problem, it can definitely be related to the increase of

obesity in Sweden, although [ do not consider it as one of

the leading causes.

Finally, as regards the use of AW for organization of the texts, the repetition
of phrases like another cause is a strategy in a majority of the texts, and a com-
mon strategy also in the low-frequency texts. However, in half the cases the
writers of low-frequency texts reveal grammatical shortcomings in such con-
structions of causality, which indicates that they have not yet fully acquired
this resource.

The typical functional differences between texts with high and low fre-
quency of AW can be exemplified by the excerpts from two texts shown
in Table 9.5, in translation from Swedish. The words in bold correspond to

Swedish AW in SAWL. The analysis we present of the excerpts is not meant
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to imply that the high-frequency-text is a better text than the low-frequency
text. However, it is clearly a text that is more adapted to norms of academic

language.

Table g9.5. Excerpts from texts with low and high frequency of AW

(translated from Swedish)

Low frequency of AW; coverage 2.7 %

High frequency of AW; coverage 10.8 %

I am Swedish, and I have a good life, like
many others in Sweden. But if I had been
born anywhere else, “a good life” wouldn’t
have been a matter of course. We have a
small earth with immense class distinc-
tions. The odd thing is that it is possible to
see people that rich that they can provide

a whole country and people so poor that
they can’t get food to their own family, in
the same time, in such a limited area. Itis a
question of fortune where you are born and
if you will have a good or bad life, why?
Who is deciding that we in Sweden are
rich and have a good life, while the people
in for example Kenya suffers. We have had
the fortune to be born in a country where
everyone has the possibility to have an
I-phone, what can we do? And why is it
like this? . ..

(Excerpt from assignment 1, written by a
student in a partial CLIL group)

Wealth and health differ considerably in
different parts of the world, e.g. Sweden
has twenty times higher GNP/inhabitant
compared with Kenya, and the predicted
length of life is 26 years longer for a Swede
than for a Kenyan. To have a change, it is
necessary to identify the cause or causes
behind these differences, but it is extreme-

ly difficult.

The fact that the differences regarding
health and wealth are huge, might have
many different causes. One cause might be
that the rest of the continents fell behind
Europe during the Industrial revolution. It
arose over hundred years ago and should
not have a significant importance for the
economic situation of today. Still, differ-
ences are observed when it comes to the
development of countries, and in many of
the poor countries old-fashioned methods
still are used, e.g. in farming. . ..

(Excerpt from assignment 1, written by a
student in a partial CLIL group)

The excerpt from the text with high frequency of AW (to the right in Table
9.5) illustrates the three main functions of AW we have found in the writing
of explanatory assignments. Firstly, and most noticeable, many of the AW
contribute to the abstraction of the text. The student writing this text uses
nouns representing abstract entities (Sw. equivalents to change, cause, dif-
ference, importance, situation, development and method), modifiers of ab-
stract entities (e.g. economic) and verbs relating abstract entities (e.g. differ).
'The abstract meanings of this excerpt are typically realized in complex noun
groups, which sometimes combine several AW: “the cause or causes behind
these differences,” “a significant importance for the economic situation of to-
day.” In contrast, the text with low frequency of AW (to the left in Table 9.5)
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relies on a much more concrete way of reasoning. And even if the two AW of
this excerpt (Sw. equivalents to matter of course and possibility) express some
degree of abstraction, they are used in the rather concrete contexts.

Secondly, the same excerpts illustrate how AW in high-frequency texts
also contribute to a more objective style. While the low-frequency text is built
up with a chain of pronouns of first and second persons (three I followed by
two you and four we), the high-frequency texts establish a more objective
point of view. In the latter excerpt the writer uses constructions that express
modal judgement implicitly, using two AW: (Sw. equivalent to) considerable
and necessary. In the opening sentence the writer states that “wealth and
health differ considerably . . .,” instead of writing more subjectively for ex-
ample “we/you must consider that . ...” In the end of the first paragraph the
writer concludes that “it is necessary to identify the cause or causes behind
these differences,” instead of writing “we must identify why” or even more
casual “why is it like this?”, as the other writer put the question in the ending
of the first excerpt.

Thirdly, the excerpts (in Table 9.5) also show how AW can make it is easier
to organize the text logically and to signal the text structure. The key-word for
doing this in the texts with high frequency of AW is the Swedish equivalent
of cause. In the first paragraph the writer formulates the goal of the text: “to
identify the cause or causes . ...” The second paragraph makes it clear that
the problem under discussion has “many different causes,” and suggests that
“one cause might be ....” In the paragraph following after the excerpt two
other “self-evident causes” are put forward, and the concluding part of the
text discusses what might be “the principal cause.” Thus, the nominal realiza-
tion of causality is used to break down the complexity of the task into pieces
that could be neatly ordered. The low-frequency text follows more of a stream
of associations. This is indicated already in the opening part of the text, for
example by the sequence of different questions that ends the excerpt. The last
of these questions—“why is it like this?”—is not answered by the following
paragraphs, and therefore functions rather as an exclamation.

It is clear from the qualitative analysis that AW can be much more than an
academic flavor added to the text. For students who use AW more frequently,
these words are typically tools for making meaning in the abstract, objective,
and logically ordered way that is crucial for meaning making in academic writ-
ing. Thus, the qualitative analysis validates the quantitative analysis of AW.

4. Summary and Discussion

This study focus on L1 (here Swedish) academic writing in the context of
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English medium instruction, so-called Content and Language Integrated
Learning (CLIL), in Sweden. CLIL has expanded enormously in Europe-
an educational settings during the two last decades, at least partly as a way
for schools to meet the increased demands on foreign language proficiency
(Eurydice, 2006). However, even if the vision is about foreign languages, in
practice CLIL is a matter of English, in 95 percent of the cases (Nikula et
al., 2013). Still, CLIL is a form of bilingual education, as it involves two lan-
guages for content instruction; the national or majority language and English
(e.g. Llinares et al. 2012). Despite the fact that CLIL is a bilingual education,
not much attention has been directed to the L1 in previous CLIL research
(Dalton-Puffer, 2011: 189). This study contributes to the research field, in that
it focuses on the understudied L1 in CLIL, and in that it is based on a quite
large body of actual student texts written by both CLIL and non-CLIL stu-
dents. Our main interest was to find out if CLIL students’ written academic
Swedish language proficiency difters from their non-CLIL peers. We tested
them (125 CLIL students and 75 non-CLIL students) in the beginning of
upper secondary school (term 1) and then almost two years later (term 4).

'The study consists of a quantitative and a qualitative part. The quite large
body of data (260 texts) motivated a quantitative method. A recently devel-
oped academic wordlist made it possible to analyze the students’ use of the
academic vocabulary. In this analysis, the coverage of academic words was
calculated for each text. We were interested in differences between the five
student groups, on the one hand, and between the first and second assign-
ment, on the other hand. In the qualitative part, we wanted to understand the
validity of the quantitative findings. We here moved the focus from frequen-
cies of academic words in the student groups and assignments, to functions
of academic words in text, in particular differences between texts with high
and low frequency of academic words. In the qualitative part, a smaller corpus
of 36 student texts was analyzed in detail, by means of systemic functional
linguistics. Thus, the qualitative functional text analysis aimed at examining if,
and if so, how the frequency of AW is tied up with ways of meaning making
that characterize the language of academic writing.

'The quantitative analysis showed differences both among the five students
groups and between the assignments. In assignment 1, written during the very
first semester of upper secondary school, i.e. when the CLIL students only
had participated in CLIL for a short time, the students in the total CLIL
group (group 1) displayed a relatively high coverage in average (6.2 percent)
in comparison with the other four groups (between 4.0 percent and 4.7 per-
cent) (Table 9.3). The result seems to indicate that the total CLIL group was
closer to the goal of academic writing from the outset than the other groups,

177



Falk and Holmberg

at least in terms of academic vocabulary. The results for assignment 2, written
after almost two years of upper secondary school, show that all the student
groups displayed a higher frequency of AW, with the noteworthy exception
for the total CLIL group. While an increase of academic vocabulary can rea-
sonably be interpreted as a step forward, towards the attainment of the cru-
cial academic vocabulary needed for higher education in Sweden, a decrease
indicates a lack of development. In that case, an interpretation of this result is
that total CLIL might interfere with the development of at least one crucial
aspect of the language for academic writing. Another interesting result of the
quantitative analysis was that the largest increases were found within group
2, one of the student groups with partial CLIL (from 4.0 to 6.4 percent), and
group 3, the other student group with partial CLIL (from 4.6 to 5.7 percent).
'The fact that bilingual education where first-language instructions amounts
to around 50 percent is more favorable, concurs with conclusions drawn from
a series of research studies where difterent forms of bilingual educations were
compared. The 50-50 bilingual programs had more positive effects, and also
more long-term benefits, than e.g. all-English instruction (e.g. August &
Shanahan, 2006). Notably, the increase in the partial CLIL groups also is
larger than in the non-CLIL groups, though only slightly larger than in one
of these student groups.

'The qualitative analysis strongly validated the quantitative results. Through
the characterization of the functions of academic words and detailed system-
ic-functional analysis of the functions of the academic words in a smaller
corpus with low frequency texts and high-frequency texts, we found that a
high frequency of AW was tied up with ways of meaning making that char-
acterize the language: (a) construal of abstract and general meanings, (b) the
expression of meaning in an objective way, and (c) the signaling of a logical
organization of the text.

To conclude, objectivity and logical order are certainly characteristic fea-
tures of academic text, and this investigation has shown that the students’
acquisition of the norms of academic writing cannot be taken for granted.
In a situation where the use of L1 is strictly limited, as in total CLIL, the
development of the students’advanced L1 academic proficiency is at risk. This
should really be taken into consideration within the process of implementing
CLIL education, not least since a series of studies of other forms of bilingual
education has pointed in that direction. Interestingly, our study shows the
potential of partial CLIL, which also aligns with previous research. However,
as mentioned there is still a lack of empirical studies of the efficacy of CLIL,
and therefore it is not yet possible to tell what circumstances actually guar-

antee the benefits of CLIL for writing in both the target language and in Li.
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Notes

1. 'The term “first language”(or “L1”) is used here to refer to the language first
acquired by most of the students in a certain national school context, in contrast
to the target language of CLIL. Obviously, at group level the situation usually
involves also students for whom this “first language” is in fact a language they
have acquired later. In our study, it counts for almost 20 percent of the students.

2. InFrench, the corresponding acronym is EMILE, Enseignement de Matiéres par
lIntégration d’une Langue Eimngére.

3. 'The project is funded by The Swedish Research Council,2011-2015. The project
team, led by Associate professor Liss Kerstin Sylvén, includes seven researchers
and four PhD students from University of Gothenburg and Stockholm Univer-
sity, see http://www.ips.gu.se/english/Research/research projects/cliss/.

4. ‘Thanks to PhD-student Judy Ribeck, Swedish Language Bank, University of
Gothenburg.

5. 'The term ideational is used in the article for what more technically would be
ideational experiential (cf. Halliday & Matthiessen, 2013:30, 85).

6. Due to the fluctuation of students between different assignment sessions the
differences reported here between total CLIL (school A) and partial CLIL
(school B and C) is not statistically significant. However, the negative trend for
the students with total CLIL (school A) continues also in the last writing as-
signment in Swedish (not presented in this chapter). If these final data for AW
are taken into account, the difference between CLIL students in school A and
the other two CLIL groups is statistically significant (p=.026).
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Content-area teachers are increasingly called upon to link cur-
riculum to broad literacy standards and goals, yet they often feel
unprepared to teach these skills in their discipline. This chapter
reports on the implementation of a National Science Founda-
tion-funded grant, Science Literacy Through Science Journalism
(SciJourn). Through the grant, U.S. secondary teachers brought
science journalism into their school curricula. To support the
teachers’ efforts, university researchers sought to create crite-

ria for science journalism. This chapter describes the iterative
process of creating the criteria by looking first to experts outside
of schools and then to the way the resulting criteria were taken
up in schools. The authors argue that generic rubrics for writing
are not sufficient to support and advance student writing in the
disciplines and present this effort as an alternative.

Les enseignants spécialistes d’une discipline sont réguliérement
appelés a établir des liens entre leur programme d’études et les
normes et objectifs de 1€crit, mais ils se sentent souvent mal
formés pour enseigner ces techniques dans le cadre de leur dis-
cipline. Cet article présente la mise en ceuvre d’un programme
subventionné par la National Science Foundation (fondation
nationale pour la recherche scientifique) pour lenseignement de
la science 2 travers le journalisme scientifique (SciJourn). Grace
a cette subvention, les enseignants américains du secondaire
ont introduit le journalisme scientifique dans le curriculum
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des éléves. Pour soutenir 'action des enseignants, des univer-
sitaires ont entrepris d'établir des critéres définissant le jour-
nalisme scientifique. Cet article examine le processus continu
de Iétablissement des criteres depuis I'avis d'experts externes a
Iétablissement scolaire jusqu’a la maniére dont ces critéres sont
appliqués dans les écoles. Les auteurs défendent I'idée que les
rubriques génériques dans le domaine de Iécriture sont insuft-
isantes pour assurer le soutien et le développement de Iécriture
des apprenants dans les domaines disciplinaires et présentent
cette initiative comme une alternative possible.

Content area teachers are increasingly called upon to link curricula to broad
literacy standards and goals, yet they often feel unprepared to teach literacy
skills. What can we as writing researchers and teacher educators do to sup-
port their efforts? What are the impediments to bringing more reading and
writing into content area classes? Would “standards” or “writing criteria” help?
What should these standards/criteria look like in order to be effective? This
chapter describes the iterative process of creating criteria designed to support
teachers in their efforts to bring meaningful literacy into science classrooms
in a large metropolitan area.

In order to sort through the many roadblocks to bringing more writing
into disciplinary subjects, we need to better understand what discipline-spe-
cific literacy means to classroom-based educators and what it might look like
in situ. When we asked the secondary science teachers with whom we work
“what is science literacy?” most responded with a version of this answer: It is
the ability to read and write in science class (or about science). In the United
States, science teachers may equate “science literacy” with “science” plus “lit-
eracy” for a variety of factors, including the content area literacy movement
and national initiatives related to reading and writing across the curriculum.
Content area literacy approaches suggest that when taught a “generalizable”
set of reading and writing strategies, students can apply these strategies in all
content area classrooms (Hynd-Shanahan, 2013; Shanahan and Shanahan,
2012). This approach to reading and writing in the subject areas has been
the topic of required coursework common in U.S. Schools of Education and
gained further traction when the concept that “every teacher is a teacher of
reading” was codified by the No Child Left Behind Act (U.S. Department of
Education, 2002). As U.S. states revised their education standards in recent
years and added writing assessments to go along with the reading assessments
(e.g., the Common Core State Standards, National Governors Association,
2010), uniform school-wide writing programs and rubrics have been vaunted
as a “revolutionary” approach to school turnaround (Tyre, 2012).
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Among scientists and academics, however, the term “science literacy” has
a long and contested history and is used in a way not to be confused with
the act of understanding science through reading and writing. First popu-
larized by Hurd (1958), the term “science literacy” has been viewed as a proxy
for familiarity with of a body of scientific knowledge. This view influenced
science education in the United States for decades and underpinned the Na-
tional Research Council’s 1996 Science Education Standards, standards that
required the teaching of specific fact-based content in order to build a sci-
entifically literate public. However, competing definitions of science literacy
exist in the research literature, as elucidated by Roberts (2007). Roberts dif-
ferentiates between the science knowledge approach, calling it Vision I, and a
Vision II view of science literacy that emphasizes being able to apply scientif-
ic information to real world problems. Scholars who approach science literacy
from a Vision II perspective define scientifically literate people as those who
can use scientific information to inform their health, consumer, technological,
and civic decisions (Feinstein, 2011).

Although reading and writing are a component of both Vision I and Vi-
sion II, it is important for literacy educators and science educators alike to
recognize this confusion, i.e. that “science literacy” is not necessarily or strictly
about reading and writing. Still, the act of prioritizing literacy or separately
teaching reading and writing skills as distinct from content (Hynd-Shanah-
an, 2013; Moje, 2008) can rightfully be viewed as an “outside-in’ approach in
which generic strategies are pushed into the process of disciplinary reading
and learning” (Brozo, Moorman, Meyer, & Stewart, 2013: 353) rather than be-
ing born with and from content knowledge. Such push-in efforts can be ap-
plied to Robert’s Vision I, in which literacy strategies are used to help novices
recall content, or as part of Vision II in which science knowledge is applied.

But such push-in efforts, whether applied to Vision I or Vision II, can be
misguided. Literacy layered upon content—for its own sake or for applica-
tion—can, in fact, run counter to the very notion of what science is or does.
A “fun’” literacy activity, for instance, asks students to describe a date between
hydrogen and oxygen atoms, an activity that is about as authentic as a writing
assignment from the 1950s that asked students to describe life as a postcard
going from their school to the USSR. But today’s science teachers, especial-
ly those with only minimal preparation in the teaching of writing (Totten,
2005), have great difficulty bringing authentic literacy activities into their
classrooms, in part perhaps because they view teaching literacy as an extra
burden rather than an essential part of teaching their subject matter (Draper,
Broomhead, Jensen, Nokes, & Siebert, 2010; Moje, 2008).

In reaction, some literacy scholars have advocated a “disciplinary litera-
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cy” approach to literacy in content area classrooms. Rather than emphasizing
push-in or transferable approaches to reading and writing, disciplinary literacy
“emphasizes the differences among the disciplines” (Hynd-Shanahan, 2013, p.
94). Scholarship in this field has examined the literacy practices of disciplinary
experts and calls for including instruction of these practices in middle and sec-
ondary schools (Shanahan & Shanahan, 2012). This approach is described as
prioritizing the discipline rather than teaching literacy (Moje, 2008).

In science education, disciplinary literacy research often cites studies of the
way experts read texts (e.g., Bazerman, 1985) as important frameworks for dis-
ciplinary literacy instruction. However, looking to professional scientists pres-
ents at least two problems. First, science teachers are not themselves scientists
and therefore the disciplinary literacy practices of experts may be unfamiliar
to them (Hynd-Shanahan, 2013). Second, most secondary students in science
classes will not go on to be scientists themselves (e.g., Feinstein, 2011). Seeking
to educate all students as “little scientists” (e.g., O’Neill & Polman, 2004) is both
impractical and unnecessary to develop the level of scientific literacy needed to
function as an adult member of society (Feinstein, 2011). Feinstein (2011) argued
that science education should focus on the “usefulness” aspect of science literacy
and described scientifically literate people as “competent outsiders” to science:
“people who have learned to recognize the moments when science has some
bearing on their needs and interests and to interact with sources of scientific
expertise in ways that help them achieve their own goals” (180).

In this chapter we, too, advocate for a literacy that enables graduates to
function as “competent outsiders” to science; we also believe that generic read-
ing and writing skills—those seen in content area literacy initiatives—will
not promote the development of competent outsiders. Yet disciplinary litera-
cy approaches are also unsuitable to this goal. Instead, we argue for looking to
authentic models of “competent outsiders” outside the walls of the academy.
In the case described here we have turned to science journalists, professionals
who engage in the authentic expert work of “competent outsiders” to science.
'This chapter describes how we learned from the literacy practices of science
journalists and worked through an iterative process of articulating these un-
derstandings in a way that was useful to secondary science teachers.

1. Background: The SciJourn Project

The “Science Literacy through Science Journalism (SciJourn)” program was
funded by the National Science Foundation (U.S.) from 2008-2013 and in-
volved 51 teachers and more than 10,000 teenagers in classes at 37 schools and
in a science museum’s youth development program. Teachers self-selected to
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join the program which began with a two-week summer institute in which
teachers (1) wrote and revised their own science news article for publication
in the grant’s newsmagazine for teens under the direction of a professional
science journalist and (2) created plans for implementing science journalism
activities in their classes under the direction of university faculty with exper-
tise in pedagogy. Each summer institute involved a new group of teachers
(referred to as “pilot,” “cadre 1,” and “cadre 2”); follow-up professional devel-
opment meetings during the school year included all currently participating
SciJourn teachers so that by the final year of the grant representatives from all
three cadres were meeting together. The program was not a scripted curricu-
lum and was adapted by teachers in parochial (3) and public urban (11), sub-
urban (17) and rural (6) communities teaching a range of science courses with
students of varying ability levels and socioeconomic and racial backgrounds.

SciJourn began with the hypothesis that science journalists are models
of scientifically literate individuals (as defined by researchers like Feinstein,
2011) and that the production and consumption of science news offered pos-
sibilities for the classroom. Yet science journalism was not taught in schools
frequently, either in science classes or English/Language Arts classes (see
Jarman & McClune, 2007, for an exception). Furthermore, influenced by such
documents as the National Research Council’s 1996 Science Education Stan-
dards, the science teachers in this program felt pressure to teach and assess a
great deal of specific, often decontextualized, factual content. As the project
began, we knew that helping teachers find space in the curriculum for science
journalism activities would be an early challenge.

In addition, we anticipated that the secondary science teachers in this pro-
gram would be intimidated by the prospect of teaching, assigning, and evaluat-
ing student writing. Our concern was based on the fact that most science teach-
ers feel unprepared to use writing in their classes (Kiuhara, Graham, & Hawken,
2009); likewise, our own research with the SciJourn teacher population uncov-
ered a lack of formal training in and a general discomfort with the teaching of
writing (Kohnen, 2013). Because of the prevalence of content area literacy ini-
tiatives and other school-wide models of literacy instruction in U.S. schools, we
first thought we might adapt one such literacy assessment tool. These tools were
already designed for schools, we knew, and might be familiar to teachers. One
choice we considered was the 6+1 Trait Writing model, developed by the North-
west Regional Education Laboratory (NWREL) and implemented in schools
in the U.S. and abroad. The 6+1 Traits are designed to evaluate writing in any
genre and any discipline and studies have found them efficacious in a variety of
content areas (e.g. Isernhagen & Kozisek, 2000; Jarmer, Kozol, Nelson, & Sals-

berry, 2000; Kozlow & Bellamy, 2004). In the original NSF grant application, we
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proposed overlaying an elaborated set of scientific literacy standards for writing
over the 6+1 traits scoring model (e.g. Culham, 2003; Spandel & Stiggins, 1997)
because school districts were already familiar with 6+1 writing and teachers were
already using these standards and rubrics. Furthermore, the marketed universal
applicability of the 6+1 Traits was a selling point.

However, like Applebee (2012), Moje (2008), and others, we came to be-
lieve that trying to be universal in literacy instruction is a mistake; specificity
is what matters. At the same time, we also agree with Draper et al. (2010) and
Brozo et al. (2013) who caution against an “artificial literacy-content dualism”
(Brozo et al., p. 353). Implementing science journalism activities into science
classes, we recognized, was not exclusively (or generically) about either writ-
ing or science. Science journalism had the potential to help students become
scientifically literate “competent outsiders,” we believed, but only if students
could engage deeply in the work and receive the formative feedback research
has shown is necessary for improvement (Black & William, 1998; Crooks,
1988; Natriello, 1987). Therefore, we turned away from educational models and
tools and set out to study the professional practice of science journalism as
well as authentic interactions with science journalism by scientifically literate
people, hoping to identify what it was about the professional practice of sci-
ence journalism that was important for adolescent learners.

'The remainder of this chapter will describe this research, the develop-
ment of criteria for teaching and responding to student science journalism
that grew out of this research, and the subsequent implementation of science
writing criteria by science teachers.

2. An Iterative Process: Developing
Criteria for Science Writing

In an attempt to build criteria for writing science journalism, we turned to
experts whom we see representing a scientifically literate population. We con-
sulted various stakeholder groups, including practicing scientists, science jour-
nalists, editors of science journalism, and classroom teachers. Engaging experts
in reading, responding, and editing tasks, we sought to understand what science
experts attended to in both professional and student science journalism texts.

2.1. The First Draft

As part of this effort, sixteen interviews were conducted using a think-aloud
protocol. Two articles were chosen for each interviewee, one in a field in
which they were clearly expert and another in a science area where they were
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not as well versed. All articles came from Science News, a publication target-
ed toward a scientifically interested, but not expert public. Interviews were
recorded and later transcribed. Each interview lasted at least 30 minutes and
some more than an hour.

Subjects were told that we wished to better understand how readers com-
fortable with science think about what they read—what stops them, what
makes their head nod in agreement, what makes them question what they
are reading. We then asked them to read the first article aloud, the one where
they were expected to be scientifically “in the know,” and to stop and com-
ment when an idea “crossed their minds.” After that read-aloud was complet-
ed, the second round began, this time with the article on a topic with which
they were less familiar.

Using a grounded theory approach (Glaser, 1992), we began with open
coding of the transcribed interviews. In the first round of coding the read-
aloud protocol, responses fell into the following categories: sources (13%),
contextualization (17%), relevance to readers (11%), factual accuracy (30%),
writing quality (23%), and answering the journalistic 5 “Ws” (6%). A second
coder created slightly different categories: up-to-date, relevant, clear, concise,
attributed, accurate, and credible.

These two groups of categories were discussed and refined by the larger
SciJourn research team, a team that included former high school science teach-
ers as well as university researchers. Newman, a co-PI on the project who had
decades of experience as a science journalist and editor as well as a Ph.D. in
chemistry, provided guidance to help the team understand science news writing
from the perspective of a producer of science journalism. For example, everyone
involved in the project (including those who participated in the interviews)
thought that accurate reporting—getting the information correct—was im-
portant. However, Newman clarified how complex factual accuracy is when the
topic of an article is cutting edge science and the information and implications
are uncertain. Science teachers involved in the project were used to “correcting”
students’ factual misunderstandings, but factual accuracy in science journalism
meant something different. In these ways, we attempted to deepen our defini-
tions of the categories from an authentic perspective.

Like merchants, we took wisdom gathered from one group to get feed-
back from another group. The interview data with the science experts was
organized and brought back to both educators and to science writers and
journalists. For instance, a focus group was organized at a meeting of the
American Association of the Advancement of Science (AAAS) by Julie Ann
Miller, then editor of Science News and a member of our grant’s advisory
board, Again, we recorded and examined their feedback, looking particularly
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at what they viewed as important, what they saw as missing and what they
thought was under- or over-emphasized.

In all of our collected data, there were a number of comments about “writ-
ing.” Upon closer examination, these comments referred to different things.
Sometimes the word “writing” was used to refer to ideas not being clear, e.g.
“this statement could be confusing,” and sometimes “writing” referred to de-
light in metaphor or word choice. As we drafted disciplinary criteria we pur-
posefully omitted writing in this second sense. Our goal was to help students
and their teachers attend to building competent outsiders, not necessarily
graceful writers.

Based on this data, we created our first working draft of criteria for science
journalism which included the following: 1) Able to effectively search for and
recognize relevant, credible information sources, especially on the Internet
(referred to as “search” below), 2) Articles are based on multiple, credible,
attributed sources (“sources”), 3) Scientific information, discoveries and tech-
nologies are contextualized (“context”), 4) Scientific information is relevant to
readers (“relevance”); 5) Information is factually accurate (“factual accuracy”).

2.2. Revisions to the Criteria

The first draft of the criteria was field tested in professional development
meetings with participating teachers and their students. Newman’s responses
to participating student writers were also analyzed to determine if the criteria
captured his comments. In addition, transcripts of a series of three approxi-
mately 75-minute interviews with two experienced science journalists on the
topic of science journalism were used to check the authenticity of the criteria.

Based on these data sources, several related, significant revisions were made.
First, the fourth criterion, “relevance,” proved to be difficult for both researchers
and classroom teachers. The research team struggled with this concept—rele-
vant to whom? For what purpose? Furthermore, “context” and “relevance” often
became intertwined and several of the pilot year classroom teachers resisted the
importance of “relevance to readers,” instead arguing that “relevance to author”
was more important in a classroom. In other words, teachers didn’t care wheth-
er or not readers would find the particular story engaging as long as the writer
(their student) was interested. Yet interviews with practicing science journalists
and editors revealed that the ability to make science information “relevant” to
readers was an essential skill for a science news writer and, if the criteria were to
be “authentic” to true practice, “relevance” seemed necessary. The problem with
this criterion was identified early in field testing, but a solution was not found
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until the related revisions were completed.

A second problem with the original draft of the criteria had to do with
the awkwardness of the wording, a direct result of the complicated nature of
the criteria’s purpose. The criteria were conceptualized as being about more
than simply what appeared on the page of a student’s final draft, although
the final draft was envisioned as a piece of data for determining a student’s
scientific literacy. The awkwardness of original draft of our criteria was due,
in part, to the fact that it included characteristics of a person (e.g., “search”)
as well as characteristics of an article (e.g., “context,” “factual accuracy”). This
led to challenges for teachers implementing the criteria. One challenge was
that teachers seemed to feel free to reject certain criteria as unimportant to
their classroom goals, and project leaders, without language for explicating
the relationship between the article itself and scientific literacy, struggled to
convince teachers not to do so. This was most apparent for the criterion “rel-
evance,” although it also came up for “context.” Notably, both of these criteria
(particularly “relevance”) may have been seen by the teachers as being more
about audience than science.

Returning to the grant’s overall purpose, project leaders sought to define
more clearly the project’s aim. What, according to SciJourn, was “scientific
literacy”? The answer, first articulated by Newman, was this: the skills and
habits of mind necessary to navigate science-related issues and concerns 15
years after high school graduation (see Polman, Newman, Saul, & Farrar, 2011
for more information). Viewing scientific literacy through this lens, project
leaders returned to the criteria and made the following revisions (see Table
10.I).

Table 10.1. Qualities of a Scientifically Literate Person
compared to Qualities of a Science News Article

A scientifically literate person is able to

A high-quality science news article . ..

... identify personal and civic concerns
that benefit from scientific and technologi-
cal understanding.

... has most or all of these elements: is
local, narrow, timely, and presents a unique
angle.

... effectively search for and recognize
relevant, credible information.

... uses information from relevant,
credible sources including the internet and
interviews.

... digest, present and properly attri-
bute information from multiple, credible
sources.

...is based on multiple, credible, attribut-
ed sources from a variety of stakeholders.
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A scientifically literate person is able to

A high-quality science news article . ..

... contextualize technologies and
discoveries, differentiating between those
that are widely accepted and emergent;

... contextualizes information by telling
why it is important as well as which ideas
are accepted and which are preliminary.

attending to the nature, limits and risks of
a discovery; and integrating information
into broader policy and lifestyle choices.

... fact check both big ideas and scientific
details.

...1s factually accurate and forefronts
important information.

Note: Reprinted from “The Authenticity
Spectrum: The Case of a Science Journal-
ism Writing Project,” by A. M. Kohnen,
2013, English Journal, 102, p. 29. Copyright
2013 by the National Council of Teachers
of English.

'The result was a two-column table, with the left column listing skills that are
necessary to function as a scientifically literate adult in a future we cannot yet
imagine. The right column then correlates these particular skills with charac-
teristics of a science journalism article. This revision clarified the relationship
between the person and the writing, while also inherently making the case
that all of the criterion are about science literacy and are, consequently, the
science teachers’ domain.

“Relevance,” the most challenging of the initial criterion, underwent the
most significant revision. Early analyses of comments by teachers and New-
man pointed to the importance of article topic choice for students, an issue not
cleanly captured in the first draft of the criteria. Many teachers initially believed
they could assign science news stories based on their existing curriculum and
limited student topic choice to a few curricular concepts; however, almost all
teachers involved eventually concluded that student choice was one of the most
important aspects of the assignment. In professional development meetings,
teachers explained how students came to discover meaningful topics for their
articles and invest themselves in the work of researching and writing, an invest-
ment they may not have made with a teacher-assigned topic. The importance
of student choice may have also led to the pilot teachers’ revision of “relevance”
from audience-focused to writer-focused. (It should be noted that pilot teach-
ers, who were, by definition, the first teachers to work through the program,
appeared to feel much more license to revise various aspects of the project than
did teachers in later cadres). In his comments on student drafts, Newman, too,
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focused on article topic. An analysis of Newman’s comments on student writ-
ing from the pilot year of the program found that he regularly wrote encourag-
ing comments to students based almost exclusively on article topic, regardless
of the length or technical quality of the written article.

When the criteria were revised, then, it was important to capture what
mattered about article topics in a way that both aligned with a characteristic
of science literacy and also validated the teachers’ desire to have “relevance
to student” acknowledged. As Newman and others shared the “15 years after
high school graduation” definition of science literacy with NSF evaluators,
the grant’s advisory board, and classroom teachers, the concept resonated.
Working with the previous draft of the standards, the project team realized
that for any of these standards to matter, students first had to recognize that
there was science in their hobbies and in their civic, health, and consumer
concerns. As Feinstein (2011) argued, “the pursuit of science literacy is not in-
cidentally but fundamentally about identifying relevance: learning to see how
science is or could be significant to the things you care about most” (180,
italics in original). Adults 15 years after high school graduation may have the
skills necessary to find information online and to assess credibility, but if they
do not recognize that many of their everyday choices and problems could
benefit from scientific information or understandings, they won’t bother to
even look for that information. All of the other standards were only mean-
ingful after the first one had been met.

For a student science journalist, identifying an issue that could bene-
fit from scientific or technological understanding translated into choosing
a good article topic. Conversations with Newman about characteristics of
good article topics led to the following list: local, narrow, timely, unique angle.
Each successful article topic fit at least two of these. This list helped teach-
ers and students identify topics that were personally meaningful and in this
sense “relevant”: a “local” story might be about a relative with a health condi-
tion or a change in the school’s lunch menu; a “timely” story might be about
choosing the best gaming system for a Christmas gift; stories with “unique
angles” included many of the “personally relevant” articles teachers were so
passionate about letting their students pursue (including articles about why
tennis ball cans “pop” when opened or if cement will ever harden in a cement
mixer). From a writing standpoint, “narrow” was perhaps the most important
characteristic; all published articles dealt with “narrow” topics. Keeping topics
“narrow” meant steering students away from issues like climate change and
towards topics like the impact of a local drought (see Appendix for defini-
tions and editorial comments on each of the criteria).
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3. Teacher Development

We set out to create these criteria in order to identify what was important
about science journalism for teachers in classrooms focused on scientific lit-
eracy. Our next task was to work with teachers to develop shared understand-
ings of what these criteria meant, how they might look in student writing,
how they could be taught, and how they could be assessed. We also sought to
measure whether teachers changed the way they responded to student science
journalism after being involved in our program.

3.1. Teachers as Writers

Based on pre-test data, we knew that science teachers felt unprepared to teach
or respond to writing and tended to focus on grammar and factual errors in
their feedback to students. The kinds of writing they assigned often asked for
isolated factual information so that writing could be assessed like an objective
test (Kohnen, 2013). We knew that implementing science journalism activities
in order to improve student science literacy would be a new use of writing
for most teachers, quite different from using writing as a tool to assess factual
recall. Teachers would need support in order to make this kind of change.

In the initial two-week professional development summer institute teachers
were required to write themselves, with the second and third cadres writing to
the criteria. Teachers chose “do-able” science topics,’ conducted research online
and via email, phone, and in-person interviews, and drafted short science news
articles (~500 words) written for a teenage audience. Their writing process in-
cluded instruction and explicit feedback from Newman, an experience many
teachers cited as pivotal to their own understanding and classroom implementa-
tion. Barbara, a biology teacher in the pilot year of program, called writing “the
best thing for the teachers that go through the training to do.” As someone who
considered herself a “good” writer of academic papers, Barbara said she needed
to write a science news article to really understand the genre. Similarly, Mary, a
chemistry teacher in cadre 1, thought of herself as a competent writer and was
surprised by Newman’s feedback and her own difficulty meeting the criteria;
she brought this experience directly back to her classroom, even showing her
students her own writing with Newman’s comments. Other science teachers
regularly struggled with writing and were unsurprised by Newman’s editing;
however, they valued the criteria and saw these as different from what they had
learned about reading and writing standards in the past. Jason referred to the
explication of the criteria (which was first done indirectly by Newman through
Read-Aloud/Think-Alouds of science articles) as a “profound” experience, one
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that changed his own reading of science content. The Read-Aloud/Think-Aloud
emerged as an essential step for teachers introducing the criteria in their own
classrooms; students responded enthusiastically to hearing interesting science
news read aloud to them, and teachers, through their own thinking comments,
were able to direct student attention to the essential features of science writing.
Science teachers reacted to the writing process and the developing criteria
in a positive way, recognizing these criteria as at once familiar, representing con-
cepts they had been trying to emphasize in their classes for years, and difterent
from any writing assignment or criteria that they had ever used. Because of
the connection between science journalism and scientific literacy, many science
teachers embraced the idea of “15 years out” scientific literacy and saw the writ-
ing assignment as important, even essential. In interviews, teachers expressed
the opinion that, unlike the school-wide initiatives they had experienced in
the past, the science journalism project complemented and supported science
teaching rather than only being about generic writing or reading skills.

3.2. Teachers as Responders

In addition to writing themselves, the teachers were also provided with a va-
riety of tools to help them change their approach to assessment and feedback.
In professional development meetings, teachers examined and discussed the
writing of students involved in the project. Student exemplars, annotated us-
ing Microsoft Word’s comment boxes to note each of the criteria in use, were
provided both in handouts and online in a teacher resource website. Teach-
ers practiced responding to sample student articles (written by participating
students) using a tool developed by long-time teacher Laura Pearce called
the SAFI (Science Article Filtering Instrument), which required that the
teachers respond only to the criteria and return the writing to the student if
it did not pass through the SAFI “filter.” (SAFI asks questions like: are there
two or more credible sources?; is the story plagiarized?; and is the information
accurate?; see Saul, Kohnen, Newman, & Pearce, 2012 and teachg4scijourn.org
for the SAFT and other classroom resources).

Teachers also practiced “calibrating” their responses to student writing
(a process that was inspired by Chapman & Russell, 2005). Teachers were
provided with anchor papers that Newman identified as “low,” “medium,”
and “high” based on the criteria. Using the criteria, teachers worked in small
groups to try to “calibrate” their own assessment of the student writing to
Newman’s benchmarks. For this activity, we deliberately selected some “low”
and “medium” anchor papers that demonstrated higher mastery of grammar
or organization yet included incorrect or misleading information, little con-
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text, or few named sources. Teachers worked to train themselves to see past
the conventions and look first for the content.

3.3. Teachers as Apprentices

In addition to formal tools, the teachers also benefited from working under
the guidance of Newman, who provided editing to their students. Teachers
read Newman’s comments and compared them to their own way of respond-
ing to student work; some asked Newman for clarifying feedback when they
were uncertain. In this way, the teachers became “legitimate peripheral partic-
ipants” (Lave & Wenger, 1991) in the community of practice of science news
editing, learning through apprenticeship.

Teachers found several features of Newman’s editing notable. First, New-
man spent more time on papers he considered closer to publication (which
was based on the criteria) and commented less on papers with fundamental
flaws. This differed from teacher tendencies in two ways. As noted earlier,
teachers had to redefine what made a paper “good,” moving from an analysis
based on conventions and superficial facts to a judgment based on the crite-
ria. Additionally, they regularly reported spending more time on papers that
had errors related to poor conventions and misstated facts rather than on
papers that were of higher quality. Newman’s tendency, which was reified in
the SAFI, was to return papers with what from a science perspective would
be viewed as fundamental problems (i.e., plagiarism, topics that were too big,
or a complete misunderstanding of the science) to the author for revision. It
was his tendency to comment extensively on papers that showed potential
and to comment less on papers that needed to be begun again. Copyediting
was almost exclusively reserved for papers with publication potential; papers
with fundamental content errors received few copyedits (Kohnen, 2012). Al-
though Newman’s goal as publisher of a newsmagazine differed from the
teachers’, several teachers learned from and even adapted Newman’s approach
of returning work to students who had not met the criteria with only crite-
ria-based comments (and to return plagiarized articles virtually unedited). As
a result, the revision process moved from the teacher’s responsibility to the
students’.

Teachers also saw Newman’s editing as more direct and specific than their
own feedback. Brian, a chemistry teacher in an urban school, called New-
man’s edits “actionable” and described Newman’s feedback as a model to imi-
tate. Many teachers knew that they previously tended to focus excessively on
grammar and conventions in their feedback and saw in Newman an alterna-
tive. Brian described a term paper he assigned in chemistry:
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I purely graded it for grammar, that’s the only thing. I mean
I had a rubric and the rubric was assessing ideas, but my
marks that I was making on papers were mostly grammatical
and then the students would see how they did on the papers
by looking at the circles on the rubric that I had given so, in
retrospect, learning nothing from the process except for that
their chemistry teacher’s really into grammar.

After attending professional development, Brian described himself as work-
ing with students to develop content and ideas. In a late-September meeting,
he told the group, “We’ve already had two writing assignments that are prob-
ably higher in quality in my opinion now than that one writing assignment
we had before,” a fact he attributed to the training and the criteria. Likewise,
Yvonne, a biology teacher, described using the SAFI: “this helps me to not
want to correct grammar,” a tendency she had in the past.

3.4. Signs of Growth

As teachers grew to understand the criteria, they were able to apply these un-
derstandings to student writing. Pre-test data showed that teachers had few
ways of responding to student writing other than copyediting or providing
comments that offered global praise. In a study comparing six pilot teachers’
responses to sample student papers prior to their involvement in the program to
their responses at the end of the first year, all pilot teachers provided more kinds
of content feedback (rather than only marking factual inaccuracies) in the post-
test; specifically, all teachers addressed sources of information and the need for
multiple, credible perspectives in the post-test while only one teacher made a
single comment about sources on the pre-test. On pre-test papers, all teachers
provided non-specific complimentary comments; only two did so on the post-
test, perhaps because they had more knowledge and confidence to bring to
their end-of-the-year responses and therefore could make more targeted edits.
Finally, copyediting comments decreased on the post-test for all teachers who
had assigned student writing during the year (one pilot teacher assigned no
writing and increased his copyediting pre- to post-test).

Teachers responding to sample papers only provided hypothetical data;
therefore, a second study was undertaken, this time the analysis focused on
the written feedback Mary provided to her junior honors chemistry students.
Here, too, we saw teacher growth. Prior to project training, 51% of the feed-
back Mary gave on sample papers was related exclusively to conventions or
form; 35% of her comments addressed factual information, primarily in isola-
tion. After professional development, 61% of Mary’s feedback to her students
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addressed content issues, including concerns about factual accuracy, topic
relevance, and sources of information; only 24% of her comments had to do
exclusively with writing conventions or form.

4. Conclusions

Our research indicates that it makes sense to look beyond the walls of the
academy to create criteria for teaching and assessing student writing, espe-
cially in a specific content area where there are experts working. To look only
within the school environment, focusing particularly on test scores rather
than real world experience, is at once less authentic and at the same time less
convincing to teachers. This research is of particular importance in the United
States as individual states implement the Common Core State Standards.
'The standards, currently adopted in a majority of U.S. states, call for increased
writing in all subject areas in primary/secondary school. We argue that sim-
ply asking content area teachers to require more writing in their classes will
not necessarily get students to the critical thinking and writing we hope will
elevate their content understanding and skills.

Likewise, we cannot rely on generic writing rubrics, hoping that they will
address content-specific concerns. We, along with researchers like Applebee
(2012), worry that school districts may see the CCSS as a call to institute a
uniform program of writing assignments, standards, and rubrics across de-
partments. Our research takes the opposite approach, arguing that specificity
matters. “More writing” without attention to discipline-specific conventions
and criteria (in the case of this research, criteria designed to improve science
literacy) may not improve student learning and may inadvertently confuse
and overburden content area teachers.

Our research also suggests that when looking beyond the schoolhouse gates
for models of excellent writing, it is useful to consider “competent outsiders”
rather than insiders, e.g. scientists themselves, as exemplars. Since these com-
petent outsiders are tasked with explaining and finding application for the ideas
laid open through content-based understandings, their work makes sense to
both students who seek to become content experts themselves and those whose
lives will be importantly, but peripherally, touched by knowing content.

Finally, we strongly believe that it is through an iterative process of work-
ing with various stakeholders, in this case writers, editors, literacy specialists
and teachers, that useful standards or criteria will be developed. As we have
learned though our work in this project, what finally has lasting impact in
the classroom is what makes sense to educators. They, like all of us concerned
with schooling, want to be teaching that which enables students to look back
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years after graduation and find it both meaningful and useful.

Note

1. Also interesting, most teachers selected a topic for their own writing based on
personal interests or ideas about what their students might be interested in.
Very few teachers attempted to write an article based on their curriculum.
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Writing in Mathematics: The
Role of Intermediate Texts

Annie Camenisch and Serge Petit
UNIVERSITE DE STRASBOURG, FRANCE

A lot of pupils learning in French “Cycle 3” (ages 8-10) are un-
able to solve meth problems which should normally be easily
solved in “Cycle 2” (ages 6-8), because they do not understand
the word problems. This study focuses on competencies in
addition problem solving by about 600 pupils and as many
teachers. It aims to compare results when the phrasing and
form of the word problem is varied. Certain tools, based in
mathematical literacy, could likely improve the results of pupils
by contributing to their understanding of the problem and by
the way they operationalize problem solving. This appears to
be the case for mediating “graphic figures” like tables, graphic

representations, or the way colors can symbolize meaning.

De nombreux éléves connaissent des échecs importants en
résolution de probléme en raison de difficultés de compréhen-
sion des énoncés. Cette étude porte sur la capacité en résolution
de problémes additifs a transformation, réalisée sur environ 600
éleves de cycle 3 de Iécole primaire (enfants de 8 a 10 ans) et au-
tant denseignants. Elle vise a comparer les résultats en fonction
de la forme donnée a énoncé. Certains outils, s'inscrivant dans
la littératie mathématique, congus a dessein, pourraient vrais-
emblablement modifier les résultats des éléves par leur contri-
bution a la compréhension de énoncé et par leur opérationnal-
ité résolutoire. Il semble en étre ainsi de « figures graphiques

» intermédiaires comme une représentation tabulaire, une
représentation graphique ou la symbolique des couleurs.

While the whole point of problems is to set mathematical situations which pu-
pils can resolve, they often reveal difficulties of understanding which are located
at the level of the language which intervenes as an obstacle in the solving of
the problem set. It is common practice to attempt to deal with these difficul-
ties uniquely in the domain of mathematics (working on the meaning of the
operations or accumulating solutions to problems) or, independently, in that of
language (understanding the wording of the problem). Neither of these two
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approaches to post-learning remedial training are very effective.

If we consider mathematical texts as within the scope of literacy, then
writing which, according to Goody (Olson, 2006, p. 85) modifies cognitive
processes, could be invoked to understand the wordings of problems. Indeed,
mathematics, essentially a science of the written, is sensitive to the effects of
writing on reasoning.

'This leads to distinguishing two levels of literacy. The first level sets the
wording of the problem as a mathematical zexs in the field of the teaching
of the French language and focuses on the “processus denseignement-ap-
prentissage du francais, a partir de données issues de disciplines diftérentes”
[“processes of the teaching-learning of French on the basis of data from dif-
ferent subjects”] (Barré-De Miniac, 2003, p. 7). The wording of problems does
indeed come within the scope of the literacy acquired at school which “se
réfere a la compréhension et a la production des textes écrits utilisés a I'école”
[“refers to the understanding and production of written texts used in school”]
(Grossman, 1999, p. 140-141), and is usually defined as the positive aspect of
“illiteracy.” Sanctioned by these educational issues, literacy enables us to “con-
sidérer les compétences des sujets non comme des manques et dans I'absolu,
mais en situation et de fagon dynamique” [“consider the skills of the subjects
not as shortcomings and in the absolute, but in a context and in dynamic
fashion”] (Cogis, 2003, p. 103). It is therefore not a question of finding a rem-
edy for the reading difficulties encountered by pupils but of considering, prior
to this operation, schemes which would enable pupils to deal with reading the
wording of problems (Camenisch et Petit, 2005).

'The second level of literacy endorses Olson’s remarks (2006, p. 85) stating
that writing transforms language into an object of thought. In these instances,
the effort enabling an understanding of the wording of problem and facilitat-
ing problem solving then involves “intermediate texts” which are considered
as reflexive practices which enable us to think, learn and construct (Chabanne
et Bucheton, 2000, p. 24). These writings are not restricted to texts but are
based on all the possibilities offered by the spatialization of language which
includes “des figures graphiques, emblématiques d’usages que seul l'acces a
l'écrit rend possibles” [“visual figures, symbolic of uses which are only enabled
by access to the written word”] (Lahanier-Reuter), 2006, p. 174).

This chapter is written in this second perspective. A quantitative study
carried out in cycle 3 classes (P3 to Ps: pupils aged 8 to 10 years), but also
among school teachers, enables the formulation of hypotheses on the eftect of
certain “visual figures” in solving additive problems with one transformation
from an initial state to a final state involving an addition or a subtraction. This
study pays special attention to the evolution of the performance of the pupils
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as a function of these figures. How can we take into account the conversion
of semiotic registers, articulating texts, tables, graphs, etc. in the context of
solving additive problems with one transformation? What are the texts which
help the pupils to enter into the reading/understanding of these statements
of the problem?

This study leads us to propose a number of graphic tools, tested in an
exploratory study in a Cycle 3 class (P3 to Ps), which could be taught as from
Cycle 2 (Prand P2: pupils aged 6 and 7 years) to improve the results in solving
of certain types of problems.

1. Test: Use of “Visual Figures” in Problem Solving

A quantitative study carried out with over two hundred pupils for each of the
three levels in Cycle 3 concerned the solving of additive problems with one
transformation, the structures of which were studied by Gérard Vergnaud
(1986). These tests were carried out in the first semester of the school year
2011-2012 in classes in several different “académies” (National Education ad-
ministrative regions). The statement of the problems is given in the Appendix
in their different forms.

Table 11.1: The content of the problems used in the tests

Story 1 Story 2 Story 3

Stories

At departure from
Paris, there are 547
passengers in the

train Paris/Le Mans/
Rennes. 324 passengers
get off at Le Mans. 223
passengers continue to
Rennes.

713 passengers get

on the train to Paris/
Aix-en-Provence/Mar-
seille. 179 passengers
get off at Aix-en-
Provence; nobody gets
on at this stop. The
train transports 534
passengers between
Aix- en-Provence and

Marseille.

242 passengers get on
at Mulhouse in the
train to Mulhouse/
Strasbourg/Paris.

314 get on the train
in Strasbourg where
nobody gets off. 556
passengers arrive in
Paris.

Statement of
the problems

Problems 1
a-1; c-1; b-1

Problems 2
b-2; a-2; c-2

Problems 3
c-3;b-3;a-3

1.1 Arrangements set up in Cycle 3 classes (P3 to P5)

To evaluate the impact of the “material” presentation of the wording of the

question on the pupils’ results, we proposed three additive problems with one
transformation in three different forms. The three problems proposed were
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based on what we will refer to as “stories,” that is, the explicit wording of all
the facts in chronological order, with no additional information (Camenisch
and Petit, 2008).With the exception of a few minor variations, these three
stories have the same in-depth structure established according to the marking

defined by Gérard Vergnaud (1986).

Table 11.2: In depth structure of the stories

Departure Stop Arrival

x passengers Boarding or alighting of y Z passagers
passagers

Initial state Ei Transformation 7 Final state Ef

'The complexity of these wordings can be evaluated in function of the congru-
ence (Duval, 1995, 49) analyses in the following table:

Table 11.3: Congruence of the wording of the problem

Problem 1 Problem 2 Problem 3
Wording Ei T (Ef) T Ef (E1) Ei Ef (T)
Order of wording chronological non chronological non chronological
Operation to be subtraction addition subtraction
performed
Verb used get off get off get on
Data processing order of wording order indifferent reverse order from
547—324 179 + 534 ou 534 the order of the
+179 wording
556—242
Congruence Congruent opera- Operation not con- | Operation not con-
tion gruent with the verb | gruent with the verb
and the order of the
wording
Type of wording congruent non congruent non congruent

Note: The order of the three periods follows Vergnauds classification: Ei for “Etat initial” (Initial
State), T for transformation, Ef for “Etat final” (Final State). The brackets indicate the value
sought.

Given their non-congruence, problems 2 and 3 are therefore considered as
being more “complex” than problem 1. (A problem is described as “complex”
when solving it is not a question of using new skills but of organizing the
skills acquired in language or well mastered mathematical tools, such as addi-
tion and subtraction.) Each of these problems originates in one of the stories
(1,2 and 3) and has been given in three different forms: a,b and c.
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Table 11.4: Form of the wording of the problem

Forms a b c

Presentation Text(Txt) Tableau (Tb) Graphique (G)

Chronological order
is implicit (reading
direction)

Order of the infor- Order of the state-

mation ment

Chronological order

is explicit (axis)

Numerical and in a

graph®

Values Numerical Numerical

* 1o facilitate carrying forward, the values have been rounded in the graph.

1.2 Provisions for Taking the Tests and Correct Results

The tests were administered on three different days in the same week. In order
to avoid any communication of the answers, each day one-third of the pupils
answered Document A, one-third Document B and one-third Document
C (appendix 1). The general principle was to consider an answer was correct
when a math operation which gave the solution was correctly written, which
refers to the meaning of the operation. A gap-fill addition could replace a
subtraction.

For the wording given in ¢, in c-1 and c-2, the correct answer was the
correct insertion in the histogram of the number of passengers. In c-3, the
correct result, or the correct writing of an identity which gives the solution
were considered to be correct. Our choice avoided errors in calculation (arith-
metic) introducing a bias into the results, thus giving a better idea of the way
in which the pupil understands the situation described.

Table 11.5: Results of the right answers (in percentage)

Problem 1 (Pb1) Problem 2 (Pb2) Problem 3 (Pb3)
Txt Tab G Txt Tab G Txt Tab G
a-1 b-1 c-1 a-2 b-2 c-2 a-3 b-3 c-3
CE2 86 57 25 47 44 21 29 32 20
(P3) /207"
CM1 89 72 44 49 58 35 52 43 36
(P4)/220
CM2 97 89 74 56 74 65 71 65 70
(P5)/230

* Grade /numbers of students

It is not our intention to show that pupils have more difficulty in resolving
non-congruent problems (Pb2 and Pb3) than congruent problems (Pbr), even
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if these findings do confirm Duval’s research (1995). The test performances
indicate another major trend: the scores obtained rise in each of the columns
between CE2 (P3) and CM2 (Ps), that is, no matter in what form the ques-
tions are presented. However, this difference in variation is dependent on the
level of the pupils and the form of the questions.

1.3 Analysis of the Findings by Level
In CE2 (P3) (Appendix 2) Pbr is solved more successfully that Pbz, which is

solved more successfully thanPbs3; this is the case no matter what the form
of the problem a, b or c. (For the details of the scores see Appendices 2, 3,
and 4.). For Pb2 and Pbg, there is thus no significant difference between a
question posed in table form and a question posed in written form, but there
is a significant difference between a question given in written form and one
given in a graphic shape, with preference for the written form. At this level,
visual figures do not therefore appear to make a distinct improvement in
scores.

In CMzr (P4) (appendix 3), the first observation for CE2 (P3) is no longer
true, only Pbr stands out from the other two, no matter what the form of
presentation of the problem. Problems 2 and 3 are not differentiated in terms
of scores for written texts (a-2: 49%; a-3: 52%) and visual figures (c-2: 35%. c-3:
36%). However, there are significant differences in scores between written
forms and tables, once with preference for the written form, (a-3: 52%; b-3;
43%) and once with preference for the table (a-2; 49%: b-2; 58%). Therefore, at
this level, a difficult problem given as a table can give significant improvement
in scores when compared with the written form.

In CM2 (Ps) (appendix 3) the first observation made for CE2 (P3) is no
longer true. While problem 1 still obtains much better results than the other
two, independent of the form of presentation of the questions, Pb3 seems
overall to be resolved better that Pb2 in written and graphic shape [(a-2: 56%;
a-3: 71%) (c-2: 65%, c-3: 70%)]. Tables give significantly better scores than the
written form (in b-2), confirming the scores for CM1 (P4) and, for the first
time, the visual shape gives significantly better scores for Pba (c-2: 65%) than
those obtained by the problem stated in writing (a-2: 56%).

To conclude the analysis of pupils’ scores for “visual figures,” it appears
that the hypothesis can be made that, to solve a complex problem, tables and
shapes are modes of presentation of the questions which can influence pupils’
performance. This could lead us to suggest their use as intermediate texts be-
tween questions posed in written form and the search for an answer. It is also
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appropriate to evaluate the way in which the performances of pupils develop
in the course of Cycle 3 depending on the form in which the questions are

posed.

1.4 Evolution of Performances as a Function
of Tables and Visual Figures.

'The table below shows changes during Cycle 3 (P3 to Ps) of the rate of success
of pupils as a function both of the level of teaching and of the visual figure
in the text. It is important to note that this is not an example of one and the
same cohort of pupils observed at difterent levels.

Table 11.6: Evolution of pupils’ success rates (in percentage)

Txta- Tab b- Graph c-

CM1/CE2 (P4/P3) 1,03 1,26 1,76

CM2/CM1 (P4/P5) 1,09 1,24 1,68
Problem 1

CM2/CE2 (P5/P3) 1,13 1,56 2,96

Evolution in % 13 56 196

CM1/CE2 (P4/P3) 1,04 1,32 1,67

CM2/CM1 (P4/P5) 1,14 1,28 1,86
Problem 2

CM2/CE2 (P5/P3) 1,19 1,68 3,10

Evolution in % 19 68 210

CM1/CE2 (P4/P3) 1,79 1,34 1,80

CM2/CM1 (P4/P5) 1,37 1,51 1,94
Problem 3

CM2/CE2 (P5/P3) 2,45 2,03 3,50

Evolution in % 145 103 250

This table demonstrates that mastering two non-written modes of rep-
resentation (b and c¢) rises significantly for tabular mode (rise between 56%
and 103%) and in a more surprising manner for visual representation mode
(from 196% to 250%). This rise is all the more spectacular in that this mode of
representation had never been taught as such to the pupils. This demonstrates
in particular the accessibility of these tools to pupils.

However, one objection persists. One might think that changes in pupils’
performances were the direct consequence of their psycho-genetic develop-
ment and that it is therefore not necessary to develop the teaching of tools of

this sort. We consider it is possible to refute this point of view by the scores
which follow.
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1.5 Arrangements at Teacher Level

A problem set by G. Vergnaud was given to 648 teachers in Cycles 2 and 3.
'This was a random sample of teachers taken from the participants in in-ser-
vice training courses (lectures) in mathematics in 2012 and 2013 in different
regions in France.

Mr. Durand wishes to renew the electricity in 3 rooms in
his house. He estimates that he requires 130 meters of elec-
trical wire, 4 switches, and g electric sockets as well as lamp
holders. From a previous installation he still has 37 meters of
electrical wire that he is going to use. He will therefore have
to buy more wire. After finishing his installation, he notices
that he has used 4 meters less wire than expected and that he
still has 11 meters. How many meters did he buy?

'This complex statement of the problem presented lexical difficulties (esti-
mate and expected) as well as difficulties related to the non-congruent treat-
ment of the data. The table below gives the teachers’ answers. The correct
answer (100 meters) was only given by 24% of the teachers.

Table 11.7: Results of the teachers’ test

Answers 93 m 100 m No answer Others Total
Total num=1 30, 153 21 87 648
ber

Percentages | 60% 24% 3% 13% 100%

'The “other” answers varied widely covering a range of twenty-eight differ-
ent answers between 12 meters and 178 meters with several peaks at 78 meters
(21), 104 meters (14), 82 meters (8) and 137 meters (7).

'The results, coming from teachers in charge of implementing the learn-
ing of solving similar types of problem, refute the hypothesis that psy-
cho-genetic development alone could explain the improvement of the pu-
pils’ performances in the course of their education. If this was indeed the
case, with a few exceptions, all the teachers would have found the correct
answer. Only a very few spontaneously used an intermediary tool to solve
the problem.

It is therefore permissible to think that working explicitly on a number of
“visual figures” which are considered to be intermediate texts could lead to an
improvement in performance in problem solving in the classroom.
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2. Intermediate Texts

The two series of tests carried out demonstrate that success is due more to
understanding the text of the problem and its functioning, therefore to read-
ing skills, than to the mastery of purely mathematical skills (acquired skills
in calculating, like addition and subtraction). It is the understanding of the
text, and therefore of the situation, which conditions the choice of operation
to be implemented. Solving an addition with a transformation also consists
of discovering what is implicit (the command part of the statement) in a
text which is cognitively complete (the informative part of the statement).
'The story behind the statement of the problem is the most explicit cognitive
form of the data set. Solving an additive problem with one transformation
therefore involves reconstituting the whole story on the basis of a statement
containing an implicit element.

2.1 Conversion of Semiotic Registers

We postulate, as does Duval (1995, p 75), that it is appropriate to provide
pupils (possibly also their teachers) with different semiotic registers of data
representation. These registers then act as intermediate tools, aids to problem
solving, required by some pupils or teachers, in order to understand the word-
ing itself and to acquire the degree of operational competence required to
solve the problem. They then play a cognitive and meta-cognitive role.

'This postulate implies a choice of semiotic registers to be used which differs
from the usual iconographical representations in school books, these being of
little use in problem solving. The understanding of the wording of problems in
written form will then be the outcome of various articulations effected between
these registers, which imposes a task of “conversion” of the registers (Duval, 1993,
p- 40).It then becomes essential to identify the “meaningful entities”(Duval, 1993,
p- 40) in a register, that is, those which enable the problem to be solved, then to
make it correspond to meaningful entities in another register. But “la difhiculté
propre a l'activité de conversion réside essentiellement dans cette discrimination”
[“the difficulty inherent in the activity of conversion resides essentially in this
discrimination”] (Duval, 1993, p. 77). Two wordings of problems with the same
basic story may present different degrees of difficulty depending on their con-
gruence or non-congruence with the associated identity that gives the solution.
'The cognitive content of the two statements may be strictly identical, whereas
the difficulties in understanding the text may present considerable discrepancies.

It is therefore necessary to distinguish what belongs to purely linguistic
processing in the text of the wording of a problem, like the wording of the
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chronology, and what comes under cognitive processing (Duval, 1995, p 84).
Intermediate “visual figures” therefore aim at introducing in wisua/ or explicit
manner the temporality of the statement of the problem, in order to concentrate
on the purely cognitive aspects; which alone enable the solving of the problem.
'These tools are part of the context of educational literacy in which the “travail
de la pensée consiste concrétement dans la manipulation (réutilisation, transfor-
mation, invention) de formes sémiotiques, toutes les formes de symbolisation,
mathématique, graphique, etc.” [“task of thinking consists materially of the ma-
nipulation (re-use, transformation, invention) of semiotic forms, in all the forms
of symbolization, mathematical, graphs, etc.”] (Chabanne et Bucheton, 2000, p.
24). To encourage a reflexive approach and the construction of new meanings
(Faure, 2011, p. 22), we have thus developed tools using resources associated with
a spatial or symbolic representation. These new tools (pictures, timelines, graphs,
colors) have been designed to enable pupils to restrict the purely discursive ef-
fects and to highlight the meaningful entities relevant to solving the problem.

2.2 Tables and Timelines

Analyzed by Goody in 1979 as special “visual procedures” (Lahanier-Reuter,
2006, p. 175), Duval defines tables (2003, p. 7) as being an arrangement in
lines and columns which “visually separates” the data by delimitation in boxes,
thus presenting the information separately. This separation of the units of the
discourse, reinforced by drawing lines, is specific to writing. The tables which
we designed in the “b” statements thus return to the spatial arrangement of
a table by the separation of boxes delimited by lines, organizing in this way
the semiotic units expressed by sentences or expressions. But, in contrast to
tables, here the “horizontal” margin induces a chronological order. This sort of
tabular representation therefore has a close affinity with the timelines used by
pupils in other subjects. It can thus contribute to pupils’ thinking and consti-
tute a reading aid by enabling them “de discerner [des] unités de sens dans un
texte ou plusieurs niveaux d'expression, ou de sens, se trouvent fusionnés” [“to
have a clearer picture of the units of meaning in a text in which several levels
of expression, or meaning, are merged”] (Duval, 2003, p. 8).

Incidental learning is probably the key to pupils’ success in this mode of
data representation, independent of teaching specific to mathematics. It is
therefore possible to imagine that explicit teaching of the use of this type of
graphic tool would distinctly improve the pupils’ results, by neutralizing the
order of the wording of the problem in the statement given in written form.
One difficulty remains. It resides in the absence of visual perception of the
data and therefore in the difficulty of “seeing” a variation.
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2.3 Idiosyncratic Graph

'The idiosyncratic graph, combining text and histogram, of the “c” form word-
ings, situates the periods on an explicit time axis, and gives a visualization
of the data by representing it in graphic shape. The difficulties related to
chronology disappear while the variations due to the transformation are vi-
sually perceptible. To do this, the reader has to combine the meaning of the
variation in time and the meaning of the variation in the data (indicated by
a “vertical” scale). This register differs significantly from those proposed by
R. Damm which, over- contextualized, mix iconographic representation and
semiotic representation (Damm, 1992).

While the two preceding tools were based on the restitution of chrono-
logical order, it is therefore important to propose a tool enabling the pupils
themselves to restore this order. This is what we propose to do with the use
of a color code.

2.4 Symbolism of Colors

In the context of the reading and the production of wording of problems, one
of the means of chronologically organizing the periods consists of presenting
them wisually by using a color code. We have chosen the conventional order of
the colors of the French flag, well known to all pupils in France, to represent
the story in its chronological order. This range of colors also clearly shows the
six temporal structures which can follow the statement of a problem when
the question, which concerns implicit information, is formulated at the end
of the wording. The distribution of the periods from the initial state (Ei noted
in blue, or B), the transformation (T noted in white or Bc) and the final state
“Ef noted in red, or R) is then represented as follows in the wordings of the
problem (Camenisch et Petit, 2008, p. 4):

Table 11.8: Repartition of the periods in the statements of problem

Story Ei-B T -Bc Ef-R

Statement 1 Ei-B T - Be (Ef-R)
Statement 2 Ei-B Ef-R (T -Bce)
Statement 3 T - Bce Ei-B (Ef-R)
Statement 4 T - Bce Ef-R (Ei-B)
Statement 5 Ef-R T - Be (Ei-B)
Statement 6 Ef-R Ei-B (T - Be)
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Through the symbolism of colors, these representations promote the con-
ceptualization of the difference between order or wording and chronological
order without using discourse. It also enables periods, states or transformations
to be identified, simultaneously with the reading of the wording. By learning
and using this visual procedure, the pupils thus become active readers, one of
their tasks being to reconstitute the chronological order of the data.

'The various graphic tools specifically created to promote improved un-
derstanding and the solving of additive problems with one transformation
enable a “spatialization” of the wording and neutralize the superficial effect
obtained by permutations in time; preference is given to the selection of the
entities which are relevant to solving the problem. When several registers can
be mobilized on the basis of the same cognitive activity, it is appropriate, not
to work independently in each of these registers, but to work in the inter-reg-
ister space, being careful to make the links between these registers explicit.

3. Some Tools for Literacy

Consideration of the written texts leads to suggesting activities targeting the
explicit learning of the conversion of semiotic registers and the use of these
texts in the context of solving additive problems. Tools of this type were in-
troduced in the context of a project on the reading and writing of the wording
of additive problems in a CMi (P4) class in a school in the center of Colmar
in January and February 2012. In the framework of this experiment we pro-
posed to support the reading of the wordings of the problems by constructing
a reading strategy which explicitly mobilized the conversion of registers of
representation. We will now present three tools used in the pupils’ productions.

3.1 Story and Problem: A Comparison
Between the Two Representations

Pupils were asked to link a series of problems, previously solved, with the un-
der-lying story in which they originated (see Figure 11.1). The story was pre-
sented by the teacher in tabular form; each period was specifically named and
represented in a box in the table. The chronology was indicated by an arrow.
"Two working principles implicit in the story were thus revealed: the chrono-
logical order and the correlation between period and sentences in the story. The
problem was represented in classical written form, with one sentence per peri-
od. The wording of the temporal points of reference was scrambled to prevent
the pupils from engaging in a selective literal reading to work out the periods.
After identifying the colors in the tables, the pupils had two tasks: to relate
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the sentence with the statement of the story to the corresponding question in

the wording of the problem; and the use of the symbolic color code to recognize
the periods and the order of their statement in the written form of the wording.

Voici I’histoire des énoncés de problémes vus vendredi dernier

Au début de la partie, Pendant la partie, Yves | | A la fin de la partie,
Yves a 24 billes. perd 7 billes. Yves a 17 billes.
Premiére période Deuxiéme période Tronsté]l;e~ z(idg = 3

1.Colorie de la bonne couleur les cases marquées Premiére période et
Troisiéme période.

2.Souligne en bleu ou en rouge les bonnes périodes dans le probléme 1.

Probléme 1

Yves a perdu 7 billes en jouant. Avant la partie, il avait 24 billes. Combien de billes a-
t-il aprés la récréation 2

Figure 11.1. Comparison between a story and a statement (pupil’s production)

The role of this intermediate text is to differentiate the order of statement
of the problem and the chronological order of the story. These texts were to
become the support for an explicit reflexive activity to create awareness of this
non-congruence factor. In pairs, pupils were then asked to compare, in writ-
ing, the wording of the problem and of the story, pointing out the differences
between the two texts.

Some pupils focused on the changes in the expression: “The words are not
the same in the story and the problem.” Others focused on the differences
at the level of the sentence or the text: “There is a question in the problem
but not in the story and the problem is not in chronological order.” “In the
problem there is a question and in the story the periods are not mixed.”(The
spelling of the pupils has been corrected.) All the pupils’replies led to a struc-
turing of the differences between the story and the wording of the problem.

'The literacy tools, tables, timelines, and color symbolism enabled this re-
flexive activity which aimed at showing the characteristics of the problem and
its relation with the story behind it.

3.2 Learning Activities and the Conversion of Registers

In the learning activities for the conversion of the registers which we had set
up, the pupils were helped to explicitly understand the working of the graph,
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by filling a blank graph with the data presented in another register of repre-
sentation. The graph was also a tool for solving the problem, since filling it in
was the equivalent of solving the problem.

'The first intermediate text presented a problem as a gap-fill story with the
three periods given in the boxes, a minimal tabular representation:

Table 11.9. Representation of a problem as a gap-fill story

Monday evening, the tem- | During the night of Mon- | Tuesday morning, the tem-
perature is ___ degrees. day to Tuesday, the tempera- | perature is 7 degrees.
ture drops 5 degrees.

'The problem above would correspond in its conventional written form to a
statement of the problem similar to problem 2 in the tests [T, Ef, (E1)], which
most of the pupils failed, in which the question, stated at the end relates to
the state which corresponded to the first period. The table re-established the
chronological order and avoided the interrogative form.

'The second intermediate text (Figure 11.2) is an idiosyncratic graph. The task
of the pupil consists of localizing the periods of the statement and entering them
in the boxes provided, identifying the data of the known states (here the final
state alone) and entering them on the graph by coloring, indicating in a sentence
the nature of the transformation (here: the temperature falls 5 degrees during
the night), examining the transformation to determine whether the temperature
was higher or lower on Monday evening and to determine the variation, filling
in the graph by entering the value found (here: 12 degrees), checking the coher-
ence of the data entered on the graph and, finally, concluding.

'The graph obtained is also an account of the whole story and therefore
solves the problem.

The intermediate texts—the gap-fills and the graphs—therefore enable
the pupils to carry out conversions of registers of representation and therefore
get a better idea of the data of the problem. It is through the increasing use
of activities of this type that pupils will learn to understand this system of
representation which then appears as a dynamic learning tool.

3.3 From a Story to the Production of the Wording of a Problem

'The code of colors becomes a tool for literacy in the context of the production
of the wording of a problem in examination conditions on the basis of an
imposed or set story and order of wording. Each period of the story is written
on a corresponding colored label which the pupils use to produce a statement
of the problem respecting the other order of statement which is imposed.
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mpanalyag )

Nombre(

Axe du temps

Figure 11.2: Graphic representation of the story (pupils’ production)

Histoire B

*ascenseur au 24° étage de la Tour de I'Europe & Mulhouse. Il descend de 13 étages. Il sort de

Luc prend |
! au 11° étage.

)\

Fabriquer un énoncé de probléme Blanc, Rouge, Bleu

Histoire : colle les étiquettes dans I'ordre chronologique

a | || descend de 13
2| étages.

Enoncé de probléme : colle les étiquettes dans I'ordre de I'énoncé

Blanc Rouge Bleu

Il descend de 13
étages.

& Pnn Ha (7
Figure 11.3: A written statement of a problem in test conditions
(pupil’s production). In this production, the pupils were asked to

handle blue labels (‘Luke takes the lift [ . . . ]’), white labels (‘He goes
down [...]’) and red labels (‘He leaves the lift’).

Esol
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'This activity also involves all the language difficulties specific to this type
of wording, that is the time markers, the substitutes, and the interrogative
type (Camenisch et Petit, 2007 & 2008). The aim of this type of activity is
ultimately to give the pupils the means of reconstituting the underlying story
by the insertion of the reverse operation.

Conclusion

'The tests carried out in class and the results of the school teachers reveal the
need to introduce pupils and their teachers to strategies which are relevant to
the comprehension of wordings of problems. They demonstrate the impact of
the use of a visual figure on performances in problem solving. These findings
are all the more significant in that no learning of the tools suggested had
been set up in class before the passing of the tests. It is therefore permissible
to consider that an explicit learning of these tools would enable pupils (and
their teachers) to considerably improve their skills in problem-solving. How-
ever, these visual figures should not be taught separately because it is through
their articulation that each one acquires meaning and efficiency. These figures,
instead, enable the construction of meaning by starting with natural language
and then leading to improved understanding.

While the use of this type of “visual tool” in remedial classes can improve
the performances of pupils in Cycle 3 in solving additive problems, serious
thought should be given to considering their learning in Cycle 2, when pupils
begin to solve additive problems and to use tables and graphs. Writing in
mathematics consists of learning to mobilize various texts, in particular visual
and symbolic, to develop the cognitive skills associated with problem solving.

References

Barré-De Miniac, C. (2003). Présentation. Lidil, 27, 5-10.

Camenisch, A., & Petit S. (2005). Lire et écrire des énoncés de probléeme. Bulletin de
I’APMERP, 456, 7-20.

Camenisch, A., & Petit, S. (2007). Projets d’écriture en mathématiques pour
mieux comprendre les énoncés de probleme. Actes du 33° Collogue européen de la
COPIRELEM. Dourdan, France: CRDP de Versailles, CDDP de I'Essonne
Evry. Cédérom.

Camenisch, A., & Petit, S. (2008). Apprendre a écrire par les mathématiques. In D.
Alamargot, J. Bouchand, E. Lambert, V. Millogo, & C. Beaudet (Eds.), Actes du

collogue international De la France au Québec: L’Ecriture dans tous ses états. Poitiers,

France. Available at http://espe.univ-poitiers.fr/apprentissage-et-enseignement-
de-la-langue-ecrite-1156331.kjsp?PRH=1400759679744

216



Writing in Mathematics

Chabanne, J.-C., & Bucheton, D. (2000). Les écrits intermédiaires. La lettre de la
DFLM, 26, 23-27.

Cogis, D. (2003). Marques orthographiques du féminin et pratiques de Iécrit. Lidil,
27, 103-1I5.

Damm, R. (1992), Apprentissage des problémes additifs et compréhension de texte. Stras-
bourg: Theése de Doctorat.

Duval, R. (1995). Sémiosis et pensée humaine. Registres sémiotiques et apprentissages
intellectuels. Bern: Peter Lang.

Duval, R. (2003). Comment analyser le fonctionnement représentationnel des tab-
leaux et leur diversité? Spirale, 32,7-31.

Faure, M.-F. (20m1). Littératie: Statut et fonctions de Iécrit. Le Francais Aujourd’hui,
174,19-26.

Goody, J. (2006). La littératie, un chantier toujours ouvert. Pratiques, 131/132, 69-75.

Grossmann, F. (1999). Littératie, compréhension et interprétation des textes. Reperes,
19, 139-166.

Lahanier-Reuter, D. (2006). Listes et tableaux: Mise en perspective. Pratigues,
131/132, 174-186.

Olson, D. (2006). Littératie, scolarisation et cognition. Quelques implications de
anthropologie de Jack Goody. Pratiques, 131/132, 83-94.

Vergnaud, G. (1986). Psychologie du développement cognitif et didactique des

mathématiques: Un exemple, les structures additives. Grand N, 38, 21-40.

217



Camenisch and Petit

Appendices

Appendix 1

MOV bt tom o

iéme a-1

Au départ de Paris, il y a 547 passagers d
324 passagers descendent au Mans.
Combien de passagers continuent vers Rennes ?

Clagse:y.. .. oonsnrenss:

A

le train Paris-Le Mans-R

iTopération en igne

Ecris ta phrase réponse

léme b-2
arseille.

du tableau.

Un train part de Paris. [l sarrétc & Aix-en-Provence. Il repart pour son termin

Combien de passagers sont montés a Paris ? Ecris ta réponse dans la case vidi

i, départ du train

Aix-en-Provence, arrét

Marseille, arrivée du tr

179 passagers
descendent du train,
personne ne monte.

534 passagers arriven
Marseille.

‘ation en ligne :

neéme ¢-3 | Ecris dans la case du milieu ce qui se passe & I'arrét de Strasbourg

A

Problem a-1: At departure from Paris, there
are 547 passengers in the train “Paris-Le Mans-
Rennes.” 324 passengers get off at Le mans.

How many passengers continue to Rennes?

Operation in line Write the answer

Problem b-2: A train lives Paris. It stops at
Aix-en-Provence. It starts again for Marseille,
its terminus. How many passengers got on in

Paris?

A passagor o doscondds Write the answer in the blank cell of the
table.
Paris,  depar- | Aix, stop Marseille, ter-
Paris, départ dutrain | Strasbourg, amét :f;:?ause‘ terminus ¢ ture minus
| LSO !
179 passengers | 534 passen-
get off the gers arrive at
train. Nobody | Marseille.
gets on.
Operation in line:

Problem c¢-3: Write in the central cell
what’s going on at the stop in Strasbourg.

800

No passen-

700 gers left the

600 train.
500
400
300

200

I0O0

Number of passengers in the train

Paris, de- | Strasbourg, | Mulhouse,

terminus

parture stop

Time axis
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Classe

éme a-2 | 179 passagers descendent & Aix-en-Provence du train Paris-Aix en Provenc

"| Marseille. Personne ne monte & Aix-en-Provence. Le train transporte 534
passagers entre Aix-en-Provence et Marseille, Combien de passagers sont
montes dans le train & Paris ?

fopération enfigne | Ecris ta phrase réponse

me b-3_| Un train part de Mulhouse. Il 'arréte & Strasbourg. Il repart pour son termi
aris.

Personne ne descend du train entre Mulhouse et Paris, que se passe-t-il &

Strasbourg ? Réponds en écrivant dans la case vide du tablea.

iuse, départ du train_| Strasbourg, arrét Paris, arrivée du trai

assagers montent

556 passagers arriv
e train. + | Paris.

stion en ligne :

@me c-1 | Indique le nombre de passagers dans le train a I'arrivée en coloriant dans la troisi
colonne,

200 passagers
du train,
personne ne monte.

Paris, départ du train Le Mans, arrét Rennes, terminus du trair
Axe du temps

B

Problem a-2: 179 passengers get off the train
“Paris-Aix-en-Provence-Marseille” in Aix-en-
Provence. Nobody gets on the train there. The
train carries §34 passengers between Aix-en-
Provence and Marseille. How many passengers

got on the train in Paris?

Operation in line Write the answer

Problem b-3: A train leaves Mulhouse. It
stops at Strasbourg. It starts again for Paris, its
terminus. Nobody leaves the train between Mul-
house and Paris. What happens in Strasbourg?

Write the answer in the blank cell of the ta-
ble.

Mulhouse, de- | Strasbourg, Paris, terminus

parture stop

242 passengers 556 passengers

get on the train arrive at Paris.
Operation in line:

Problem c-1: Color the number of passen-

gers in the train at the terminus (in the third

column)
200 passengers
800
leave the train.
700

Nobody gets on.
600

500
400
300
200
100

o

Number of passengers in the train

Paris, de- | Le Mans, stop Rennes, ter-

parture minus

Time axis
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Classe : .

3 |242 montent & Mulh dans le train Mulk Strasbou
556 passagers arrivent a Paris. Que s'est-il passé a Strasbourg (pers
descendu du train 4 cet arrét) 7

on en ligne Ecris ta phrase réponse

1| Un train part de Paris. Il s’arréte au Mans. 1l repart pour son termim
Combien de passagers arrivent 4 Rennes ? Réponds en écrivant dan

du tableau.
Ju train Le-Mans, arrét Rennes, arrivée du train
s montent 124 passagers
descendent du train.
Personne ne monte.
ligne :

2 | Indique le nombre de passagers dans le train au départ en coloriant .
premiére colonne.

200
C du train,
ne monte,

*aris, départ du train Aix-en-Provence, arrét | Marseille, terminug

train

C

Problem a-3: 242 passengers get on the
train “Mulhouse-Strasbourg-Paris” in Mul-
house. 556 passengers arrive at Paris. What
happened in Strasbourg (nobody got off the

train there)?

Operation in line Write the answer

Problem b-3: A train leaves Paris. It stops
at Le Mans. It starts again for Rennes, its ter-
minus. How many passengers arrive at Rennes?

‘Wirite the answer in the blank cell of the
table.

Paris, depar- | Le Mans, stop | Rennes, termi-
ture nus
547 passengers | 124 passengers
get on the get off the
train train. Nobody
gets on.
Operation in line:

Problem c-1: Color the number of passen-
gers in the train at the terminus (in the first

column)

200 passengers

K 700 leave the train.
<
g
o 600 Nobody gets on.
<
S
R 500
4
& | 400
&
2
2 300
a.
ks 200
p
2
100
E
=
Z o

Paris, | A ix - e n - | Marseille, ter-
depar- | Provence, stop minus
ture

Time axis
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Appendix 2. Pupils’ results in CE2 (P3) (207 pupils)
Problem 1 (Pb1) Problem 2 (Pb2) Problem 3 (Pb3)
Txt Tab G Txt Tab G Txt Tab G
a-1 b-1 c-1 a-2 b-2 c-2 a-3 b-3 c-3
86 57 25 47 44 21 29 32 20

Significant differences:

between a-1 (text) and b-1 (table) at the level of 1% (y* = 42), also a-1
and c-1 (graph);

between a-2 (text) and c-2 (graph), to the advantage of the text, at the
level of de 1% (i = 31);

between a-3 (text) and c-3 (graph) to the advantage of the text at the
level of 5% () = 4.72).

between the problems b (table), better solved than the problems c
(graph), at the level of 1% for Pbr and Pb2 (3 = 155 % = 9) and at the
level of 10% for the Pbs () = 3.16).

We cannot conclude, at the level of 10% (y* = 0.35), to a significant differ-
ence between a-2 (text) and b-2 (table), nor between a-3 (text) and b-3 (table)

(Xz = 0)41)-
Appendix 3. Pupils’ results in CM1 (P4) (220 pupils)
Problem 1 (Pb1) Problem 2 (Pb2) Problem 3 (Pb3)
Txt Tab G Txt Tab G Txt Tab G
a-1 b-1 c-1 a-2 b-2 c-2 a-3 b-3 c-3
89 72 44 49 58 35 52 43 36

'The results in Pb2 and Pb3 are not significantly different in the problems a

(49%,

52%) or ¢ (35%, 36%).

Significant differences:

between b-2 (table) and b-3 (table), to the advantage of b-2 at the level
of 1% (y* = 10);

between a-2 (text) and b-2 (table), with an advantage for the table, at
the level of 10%, near to 5% (* = 3.65);

between a-3 (text) and b-3 (table), with an advantage for the text, at the
level of 10%, near to 5% (x* = 3.29);

between a-2 (text) and c-2 (graph), to the advantage of the text, at the
level of 1% (i* = 8.96);
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between a-3 (text) and c-3 (graph), to the advantage of the text, at the

level of 2% (3% = 6.40).

Appendix 4. Pupils’ results in CM2 (P5) (230 pupils)

Problem 1 (Pb1) Problem 2 (Pb2) Problem 3 (Pb3)
Txt Tab G Txt Tab G Txt Tab G
a-1 b-1 c-1 a-2 b-2 c-2 a-3 b-3 c-3

97 89 74 56 74 65 71 65 70

Significant differences:
between the texts (3°= 9.55 en a), to the advantage of the Pb3, at the

Not significant differences:
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level of 1%;

for the table, to the advantage of the Pba, at the level of 5% (y*= 4.10);

between a-2 (text) and b-2 (table) to the advantage of the table, at the
level of 1% (y* = 16);
between a-2 (text) and c-2 (graph) to the advantage of the graph, at the

level of 5% (y* = 4.o1).

between a-3 (text) and b-3 (table) at the level of 10%;
*  between a-3 (text) and c-3 (graph) at the level of 5% (x* = 0.04).
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Writing is one of the key competences defined by a number
of inter-national bodies as being crucial for students’ learning
and work life qualifications. Scandinavian countries share a
common goal of providing equal education for all and have

a history of prioritizing extended essay writing as an assess-
ment format in many subjects. The purpose of this chapter is
to investigate writing in the content areas in Scandinavia by
focusing on the connection between macro-level deci-sions
and what actually happens in schools and classrooms. We first
look at recent curriculum plans in the three countries and
show how they have chosen different ways of encouraging

or mandating writing in the disciplines. Three case studies
exempli-fy what goes on at the meso/micro level: professional-
ization of science teachers in using writing in Sweden; student
perspectives on the chal-lenges and learning potential in man-
dated written research projects in Danish secondary and upper
secondary schools; and teacher-initiated collaboration across
content areas in Norway in order to develop better writing
practices. We find that although the Scandinavian tradition of
extended writing provides favorable conditions for writing in
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the con-tent areas, there are problems that must be overcome
before a success—ful integration can be expected.

L¥écriture est une des compétences-clés que bon nombre
dorganismes internationaux reconnaissent comme étant
cruciale pour les études et la future qualification profes-
sionnelle des étudiants. Les trois pays scandinaves ont pour
objectif commun de fournir une éducation égale pour tous

et privilégient historiquement écriture longue en tant que
modalité d’évaluation pour de nombreuses matieres. Le but de
cet article est détudier I¥écriture dans les domaines principaux
en Scandinavie en se focalisant sur le lien entre les décisions
prises au niveau macro et ce qui se passe réellement dans les
écoles et les salles de classe. Nous examinons en premier lieu
les programmes scolaires récents des trois pays et montrons
comment ils ont choisi différentes facons d'encourager ou de
prescrire lécriture dans les disciplines. Puis trois études de cas,
chacune basée sur des projets de recherche, illustrent ce qui se
passe au niveau méso/micro: la maniére dont les professeurs
de sciences sont formés professionnellement a l'utilisation de
Pécriture en Suéde; les perspectives quont les éléves en matiére
de défis et de potentialités d’apprentissage lors de la rédaction
de projets de recherche dans les colleges et les lycées danois;
les collaborations initiées par des professeurs de disciplines
différentes afin de développer de meilleures pratiques d’écri-
ture. Nous constatons que, bien que la tradition scandinave

de lécriture longue offre des conditions favorables pour écrire
dans les différents domaines, il subsiste des problemes qui
doivent étre surmontés pour quon puisse espérer une intégra-
tion réussie. L'un des obstacles est di a la nécessité d’associer
des compétences clés et des compétences instrumentales de
base, 'autre tient au fait que I'idée d’écrire dans les différents
domaines de contenu a été introduite de facon descendante.
Notre conclusion est que la combinaison d’initiatives de niveau
macro, méso et micro (top-down et bottom-up) est nécessaire.

1. Introduction

One key goal for all concerned with students’ learning in general—and their
writing competence in particular—is to make writing an integral part of
disciplinary teaching and learning in schools. To some extent, students have
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always used writing to learn and communicate in all disciplines, but the fo-
cus on writing as such has been largely dependent on the individual teacher.
Furthermore, the responsibility for students’ writing development has been
assumed to lie solely with the language arts teacher. Though this has also been
the situation in the Scandinavian countries, things are changing. (Please note
that “Scandinavia” usually refers to Norway, Denmark, and Sweden. The term
“Nordic countries” also includes Finland and Iceland.)

The change is closely connected with international efforts over the last
decade to define key competencies and core standards in education. One of
these efforts is DeSeCo, the OECD’s Definition and Selection of Competen-
cies Project 2000-03, involving Austria, Belgium, Denmark, Finland, France,
Germany, Netherlands, New Zealand, Norway, Sweden, Switzerland, and
the US. Another is the EU’s Common European Framework for linguistic
competencies. Follow-up with these international initiatives has occurred in
specific countries; for instance, the Norwegian Framework for Basic Skills
(2004) and the Common Core State Standards Initiative (CCSE) in the US
(2010). The rationale for focusing on core competencies, e.g., /iteracies, is two-
fold. On the one hand, reading, writing, and talking are tools for learning in
all disciplines, and on the other hand, they are workplace competencies which
must be mastered for nearly any twenty-first-century job; writing-to-learn
and learning-to-write discipline-related texts correspond to this necessity.
An important question in this situation is how macro-level initiatives at the
international and national levels influence what happens at the meso level of
schools and the micro level of classrooms.

In this chapter, we have chosen the macro level as our point of departure
and will therefore first look at national curriculum plans and assessment in the
three Scandinavian countries. The underlying premise is that decisions made
by policymaking bodies are vitally important for what takes place at the lower
levels. However, it is not at all clear how the connection between the macro,
meso, and micro level functions, nor is it given that changes in steering doc-
uments result in changes in classroom teaching. Our purpose in this chapter
is to shed light on this connection and discuss how writing in the disciplines
may be strengthened in classrooms. We will do this by first comparing some
aspects of curriculum and assessment in the Scandinavian countries and then
presenting an empirical case study from each of the three countries which
illustrate difterent ways that writing is actualized in content areas.

'The Swedish case focuses on the professionalization of science teachers in
using writing. The context is a multinational European project aimed at pro-
moting students’ active involvement in thinking and doing science, but where
science writing initially was surprisingly absent. The Danish case investigates
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a strong link between the macro and the meso/micro level, exemplified by a
change in the curriculum plan for upper secondary school which mandated
a compulsory multidisciplinary written research project in grade 12. How do
teachers and students rise to this challenge? Finally, the Norwegian case looks
at the proliferation of local development projects in upper secondary schools
where teachers from a variety of subjects voluntarily collaborated systemati-
cally over years in order to investigate the potentials of writing.

Brief Contextualization

'The Scandinavian countries range in population from §-9.5 million and are sim-
ilar in many ways. Their shared ideological basis is to provide equal educational
opportunities for all. Overarching, national steering documents (i.e., curriculum
plans) are prepared by the Ministry of Education and voted on by Parliament.
While Swedish curriculum plans have introduced national standards (detailed
descriptions of what students at different levels are expected to master), Norwe-
gian and Danish plans have competence goals, which are more general. Together
with the assessment system, curriculum plans provide the framework for school
owners and schools as well as for teachers’work in classrooms. In the context of
our topic it is also important that “process writing,” with an integrated focus on
writing-to-learn, was introduced and widely adopted in the Scandinavian coun-
tries from the late 8os. Even though specific WAC (Writing Across the Curric-
ulum) projects have been sporadic, strategies from WAC and WID (Writing in

the Disciplines) have received considerable attention.

2. Macro-Level Influences on Writing in the
Content Areas: A Surface Comparison of
National Curriculum Plans and Assessment

Only a few aspects of the complexity of educational steering documents in
the Scandinavian countries will be compared, with a particular focus on the
following questions. (See Sivesind (20132) for a comparison of curriculum
plans in a number of countries.)

* To what extent has writing been targeted in curriculum plans as a “ba-
sic/core/key skill” or competence across content areas?

* Have changes in recent curriculum revisions affected writing in the
disciplines at the upper secondary level?

*  What are the characteristic features of assessment in the Scandinavian
countries?
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Primary and Secondary Upper Secondary
NORWAY YES YES 2006

DENMARK NO YES 2005
SWEDEN NO NO 2011

Figure 12.1. Writing targeted as a "basic/core/key
skill” or competence across content areas?

'The Norwegian National Curriculum of 2006 made writing instruction (to-
gether with reading, numeracy, oral skills, and digital skills) a responsibility
for all teachers in all subject areas at all levels based on the document Frame-
work for Basic Skills, 2004. This was a major change, and it was expected to
make a difference in school practices in all disciplines. In Danish primary
and lower secondary schools, writing has not been targeted as a skill to be
addressed across content areas. In the 2005 upper secondary curriculum plan,
however, writing was defined as a study preparatory competence to be addressed
in all subjects.’This was new in Danish plans, but other competencies were not
included, as in Norway. The most important change was the introduction of
mandatory multidisciplinary “research” writing. The Swedish curriculum plans
do not target basic skills, but instead emphasize the importance of language
for learning in more general terms.

NORWAY Rewvision 2013: More specific about what writing in each discipline
means
DENMARK Rewvision 2010: More specific formulations of goals, especially for

cross-disciplinary writing

SWEDEN Rewvision 2011: Writing as a competence was highlighted more, but
there were no specific demands regarding writing in the plans for
each subject

A specialization writing project may be cross-disciplinary

Figure 12.2. Changes in the last curriculum revision (upper secondary)

In both Norway and Denmark, a research evaluation of the effects of the
new emphasis on core competencies in the respective curriculum plans from
2005 and 2006 revealed that classroom practices were not greatly affected by
the reform, with the exception of reading in primary school (Aasen et al.,
2012, Krogh et al., 2009). In Norway the evaluation led to a revision of the
curriculum, which included a much more detailed presentation of the impor-
tance of the five competencies as well as more specific descriptions of what
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writing means in the curriculum plans for each subject. Also in Denmark the
evaluation led to clarification of goals and more explicit formulations in the
curriculum plans. In Sweden, however, there were no corresponding changes
in the last revision. Writing as a learning tool is not explicitly mentioned,
but competencies that imply various linguistic tools, including writing, are
highlighted more.

Assessment, which is also a result of macro-level decisions in Scandinavia,
has a crucial influence on teaching in classrooms. The amount and kind of
writing that is prioritized in school is a direct result of the types of questions
included in exams and high stakes tests. A hallmark in Scandinavia is that
language arts exams (as well as social science and science) at the end of Up-
per Secondary school ask for extended writing. Multiple-choice questions are
almost non-existent at all levels.

NORWAY Grade 12: Compulsory national frve-hour written essay exam (may not
be given as an option to all students) + written literary research paper
(presented orally)

DENMARK | Grade 12: five-hour written essay exam. Compulsory written research project
(combining two subjects)

SWEDEN Two national tests, written + oral (grades 10 & 12)

+ compulsory research report in grade 12

Figure 12.3. Assessment in upper secondary
language arts and research papers

A summary of the findings shows an increasing amount of attention paid to
writing in Norwegian and Danish curriculum plans. These two countries ex-
plicitly place the responsibility for students’ writing development on teachers
in all disciplines. A general allocation of such responsibility in curriculum
plans alone, however, does not change classroom practices. Norway and Den-
mark have chosen two different ways of ensuring the connection between
the macro and micro level: Norway has increased the specificity of writing
competence goals in each of the subject plans (i.e., social science, mathemat-
ics, science), while Denmark has made a cross-disciplinary written research
project compulsory in grade 2.

'The advantage of the Danish model is as follows: 1) schools (meso level)
have to ensure that students are trained to write study specialization projects
in which they combine content and methods from at least two subjects, and
2) collaboration between subject teachers (micro level) is no longer optional.
Thus teacher competence in disciplinary writing is gradually being developed
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(see section III). In addition, goals for writing competence are incorporated
in upper secondary subject plans.

'The advantage of the Norwegian model is that specific writing goals in
curriculum plans for each discipline /legitimize school- or teacher-initiated
development work (see section IV). In spite of the lack of specific demands
of writing in the disciplines in Swedish curriculum plans, efforts are made to
motivate and qualify teachers (see next section).

Assessment in upper secondary school in all the Scandinavian countries
has historically prioritized extended essay writing exams over short answer and
multiple choice, both in language arts and in other disciplines. In addition,
there is a tradition of compulsory research projects, which are often cross-dis-
ciplinary. Extended writing means that students get experience in structuring
texts, dealing with sources, and arguing particular points of view, thus provid-
ing a foundation for further education.

3. Professionalization of Swedish Science Teachers
in the Context of an International Project

'There are alarming signals of pupils’ decreasing interest and results in science,
both internationally and in Sweden. Among several possible reasons for this
development, one seems to be linguistically conditioned, as science requires
mastery of a special type of language use, especially in writing (Lemke, 1990).
In an American study, Applebee and Langer (2011) conclude that explicit
work on written texts in science is rare. However, among science teachers in
Sweden, there are signs of a growing understanding of the potential of writ-
ing as described in the following presentation of the Swedish part of an EU
project, S-TEAM (http://cordis.europa.eu/result/ren/56347_en.html).

S-TEAM (Science—Teacher Education Advanced Methods) focused on
inquiry-based science teaching and learning (IBST/L). Twenty-five Euro-
pean universities in 15 countries took part in the project which ran between
2010-2012. The participants were largely researchers of science; however, lin-
guists from a few countries, including Sweden and Finland, also took part,
focusing more on linguistic aspects and writing. The overarching objective
was to introduce IBST/L and build a sustainable teacher training in science
by letting schools and researchers work together for a long period of edu-
cational development. There are various definitions of inquiry-based science
education, but it can briefly be described as a process where problems are
analyzed, hypotheses are made, and science experiments are critically planned
and carried through.

Already having a long tradition of using inquiry-based science education,
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as an exception in the S-TEAM, the Swedish members of the project were
instead directed toward a dialogic approach of instruction (Norberg Brors-
son, Enghag & Engstrom, 2014). The reason for this was a need to deepen
students’ understanding of science. Dialogic inquiry stresses the importance
of the dialogue between peers, the dialogue between teacher and pupils, and
writing in dialogue. Inquiry in itself does not seem enough to guarantee pu-
pils’ meaning-making and learning.

In the first phase, four researchers in physics, technology, and Swedish co-
operated with five teachers from primary and lower secondary schools. In the
project, dialogic IBST/L was described, implemented, and analyzed. The par-
ticipating teachers’ science lessons were video recorded several times. Before
the first video recording, each teacher was interviewed, and between classes
teedback was given and research texts presented. After receiving feedback for
the first lesson, the teachers were given the challenge to prepare a teaching se-
quence taking into account the analysis and feedback. In the second phase of
the project, a Teacher Professional Development Program was framed, partly
based on the material gathered during the first year of the project. Seven
teachers from other schools, ranging from primary to upper secondary school,
took part.

In the following paragraphs some of our findings are briefly presented.
Before the start of the project neither the participating teachers of the first
phase nor those of the second phase had used writing in the learning activities
in their science instruction. Writing was mainly used to answer short ques-
tions in textbooks or to write experimental reports. There were even lessons
where no writing whatsoever took place (among teachers and pupils alike).
Gradually, however, there was an emerging interest and awareness among the
participants of the learning potentials of writing, for example, to encourage
pupils’” oral activity. Being offered time to write before discussions, all the
pupils seemed sufhiciently prepared to participate, as in the description below
of a science lesson on the water cycle in grade 5, based on an 8o-minute video
recording.

The focus of the lesson was on two experiments and the related exper-
imental reports, both of which were preceded by and followed up with log
book writing and discussions, where pupils made connections between the
lesson and their everyday life. The writing activities sometimes gave the
teacher important information regarding the pupils’ learning, as in the fol-
lowing example.

'The teacher had asked the pupils to write in their log books everything
that came into their heads when they thought of the water cycle. All the pu-
pils looked very concerned and none of them wrote anything. Finally, one boy
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said “I don't understand the water cycle. I understand the cycle of animals,
but not the water cycle.” The whole class agreed that they did not understand.
Consequently, the teacher had to explain once more. It is very probable that
the teacher would not have discovered the lack of understanding if this writ-
ing activity had not taken place.

The Swedish members of the project contributed to implementing writ-
ing as a dialogic tool in science education, as demonstrated in the micro-lev-
el example above, where pupils’ writing was situated in a science classroom
context. This shows how writing relates to both oral and other modes of in-
struction to support learning. In this lesson the writing constitutes part of
the pupils’assimilation of the scientific discourse and certain ways of writing.
While writing as a type of learning activity easily attracted the participating
teachers’ attention, textual aspects as such did not, in spite of the pupils’some-
times great interest in linguistic matters.

Although researchers agree that a linguistic focus is vital for increased
understanding and learning, writing in science was not highlighted as part
of scientific literacies among the S-TEAM researchers in general. One of the
overall aims of the S-TEAM project was to support teachers by providing
training in, and access to, innovative methods and research-based knowledge.
'The Swedish members of the project chose to include writing as part of this
teacher training and thus developed a sustainable model of professionalizing
science teachers.

4. Danish Writing Projects in Multiple Subject
Areas—A Student Perspective

In 2005, the Danish reform of upper secondary education introduced writ-
ing as an overall responsibility for all subjects and a crucial part of study
competence. Previously, writing was addressed only at the subject-plan lev-
el. Instrumental in this lift of writing to the general level was another am-
bitious innovation, the multi-subject construct, requiring writing as part of
multi-subject coursework. Most important in this regard is the mandatory
cross-disciplinary study specialization project. Behind this curriculum reform
is the concept of Bildung, in the sense of being able to apply and combine
disciplinarities in competent ways.

Although cross-disciplinary projects are also mandatory in Danish lower
secondary school, there is a difference with regard to focus. In grade g (last
year of lower secondary school) the key word is project. Students are to raise
problem statements within cross-disciplinary topics, but disciplinary knowl-
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edge is mainly regarded as a tool. A wide register of modes, media, and genres
is suggested, inviting creativity. In upper secondary projects, however, the
key word is disciplinarity. Students are required both to actualize disciplinary
knowledge areas and to understand the affordances of different disciplinary
approaches. Genre experiments are not invited.

A major difference between lower and upper secondary school lies in the
demand for extended writing. In grade 9 an extended written text is just one
of several possibilities for presenting the project; in grades 10-12, the project
reports require a considerable amount of academic writing.

In the present study two students are traced through four multi-subject
“research” projects across the gap of lower and upper secondary school. The
aim is to identify the learning challenges and potentials of these projects as
viewed from the students’ perspectives. The study is part of the longitudinal
ethnographic research project, “Writing to learn, learning to write,” in which
student writers were traced from grade 9 through grade 12, aiming at creating
new knowledge about students’ways of learning subjects through writing and
of learning writing through subjects (Krogh, Christensen & Jakobsen, 2015;
Krogh, forthcoming 2016).

'The learning trajectories of Jens and Sofia are illustrated in Figure 12.4.
For their projects in grade 9, Jens and Sofia selected issues which were topical
and close to their personal experience; the semiotic registers applied only to
a limited degree included verbal writing. In upper secondary school, their
projects grew increasingly sophisticated, both in terms of the disciplinary re-
quirements and academic presentation. Extended writing constituted the ba-
sic standard of papers, and personal experience and topicality were no longer
relevant criteria when selecting topics.

Interview data reveal that in grade 9, Jens spent most of the week “nerd-
ing” with the video on COP 15 submitted by his group. He was enthusiastic
about the self-regulated organization of the work that made this possible. In
upper secondary school, the challenge of the history assignment was how to
get a grip on the text sources. This assignment did not mean much to Jens
on a personal level; still, he appreciated the concentrated work period. In the
study specialization project his challenge was to understand the mathematical
theory, but nevertheless he found this part of the project the most exciting.
He said that it was a victory to be able to understand Euler’s theory.

In their grade 9 project, Sofia and her partner drew on personal experience
and a questionnaire. In their presentation they applied several media and a
range of rhetorical and dramatic effects. Sofia especially enjoyed these oppor-
tunities for creative experimentation. In the history/Danish assignment, Sofia
studied public speeches. What fascinated her was analyzing rhetorical strat-
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egies. In her study specialization assignment, Sofia struggled with the math
part and eventually had to refrain from solving some of the mathematical
problems, but still she expressed a feeling of pride in having done “such a long
assignment in math.” For the study specialization project, Sofia decided to go
back to more verbal registers in biotechnology and Danish. She was able to
handle the challenge this time and was especially satisfied with having dug
out an article presenting new knowledge about Chlamydia.

Jens Sofia
Grade 9 “COP 157 “Young people’s leisure time”
Project assign- | A 15-minute sampled video Manuscript and storyboard for
ment Oral presentation supported video, plus brochure
by PowerPoint Oral presentation, supported by
PowerPoint and video sequences
Grade 11 History Danish
History/Danish | “The American revolution” “Danishness”
assignment Book sources Rhetorical analysis of two speeches
Ten pages, including illustra- Eight pages
tions
Grade 11 Biotechnology and Physics Math and Physics
Study spe- “The function and application | “The trajectory of a projectile”
Cia%ization of the .E”LISA method of Twenty-four pages, including
assignment analysis mathematical symbols and formula,
Twenty-eight pages, including | graphs, and photo
photos, graphs, and diagrams
Grade 12 Biotechnology and Math Biotechnology and Danish
Study special- “Population Dynamic Models” | “Chlamydia”
ization project | Twenty-cight pages, including | Thirty pages, including diagrams,
photos, graphs, and diagrams tables, graphs, and photos

Figure 12.4. The projects of Jens and Sofia

From these two students’ perspectives, learning challenges and experiences
were tied to the “research” aspects of the projects. There was, however, an inter-
esting progression in this respect. In grade 9, Jens and Sofia mainly foreground-
ed the self~regulated organization of the work, the Ziberty of choice, both with re-
spect to topic and resources, and the personal relevance of projects. In interviews
on the upper secondary projects, more importance was attached to issues of
overcoming challenges and exploring new knowledge. Evidently, there were both
losses and gains in the trajectory from secondary to upper secondary school.
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In conclusion, cross-disciplinary “research” writing holds obvious learn-
ing and Bildung potentials, not just with respect to the curricula, but also
from students’viewpoints. Although both lower and upper secondary schools
would benefit from learning from each other, the empirical data indicate that
students appreciate the progressive challenges of research projects. There is
also a strong indication that important learning potentials of these projects
are tied to increasing demands of cross-disciplinarity as well as to require-
ments of extended writing.

5. Challenges with Implementing Writing in All Disciplines
in Norwegian Schools—A Cross-Level Perspective

Although writing has been mandated as an integrated part of all subject areas
in Norwegian schools since 2006, evaluation reports show that teachers in
general seem to be little affected by the reform (Hertzberg, 2012; Aasen et
al., 2012). Very few subject content teachers, particularly at the upper second-
ary level, consider teaching writing their responsibility; they feel they have
neither the competence nor the time for it. With the exception of reading,
which is strongly focused on at the primary school level, these findings were
also representative of the other competencies (numeracy, orality, and digital
skills). As a consequence, the curriculum was revised in 2013, involving a more
detailed presentation of the idea behind the integration of the five competen-
cies together with more specific suggestions for implementation. The results
are yet to be seen.

However, these rather negative findings do not give the whole picture. To-
day, an increasing number of upper secondary schools are establishing school-
based writing projects across content areas. Already in the year of the reform
(2006), a group of teachers at “Fagerbakken” upper secondary school decided
to establish a project aiming to gain deeper insight into what counts as text
quality in the different subject content areas. The project soon received great
attention in the media. After four years, the project was documented through
a book published as a joint effort between the school and the Department
of Teacher Education at Oslo University (Flyum & Hertzberg, 2011). Today,
several other secondary schools in the Oslo area have started similar projects.
Since these schools represent a very different picture from the schools in the
evaluation report, a research study was designed to find out how they did it
and why they succeeded.

In search of an answer, participants of writing projects at four different
schools were interviewed. The following schools were chosen strategically to
represent the diversity found among Norwegian secondary schools: “Marka”
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(11-13), a traditional upper secondary school focusing on vocational strands;
“Fjordbyen” (11-13), a traditional upper secondary school focusing on academ-
ic strands; “Skogen” (8-10), an innovative school with a long tradition of proj-
ect work and entrepreneurship; and “Plassen” (8-13), a brand new school with
a strong media and communication strand. The interview dealt with organi-
zational structure, aspects of disciplinary writing in focus, classroom practices
at play, and critical conditions for success (for an expanded version of the
study see Hertzberg & Roe, 2016). Below we list some of the main findings.

Organization: All four projects were initiated from below and quickly
received support from the principal. Two of the projects involve the whole
staff; the other two involve only part of the staff (and on a voluntary basis).
Whereas the projects that involve the whole staff naturally include the whole
range of school subjects, the other type of project may be more restricted. In
particular, there is a tendency for science and math teachers to be more reluc-
tant than social science and language arts teachers.

Focus of disciplinary writing in the project meetings: There seem to be two
main concerns: discussions of student texts and the sharing of “best practice”
examples. Text discussions typically center on text norms in the various con-
tent areas and the grading of student work, whereas “best practice” sharing
includes discussions of types of assignments, feedback strategies, students’
use of sources, the pros and cons of providing students with model texts, and
writing frames.

Teaching repertoire/tool kit at play: All interviewees report extended work
in the pre-writing phase, including the use of models and writing frames.
Teacher response during writing is practiced in some form or another by
most participants, and peer response is a regular method in two of the schools.
All participants stress the importance of discipline-specific concepts. Writing
events typically include reading, oral activities, and the use of digital resourc-
es, and the students are asked to complete extended writing assignments sev-
eral times per semester.

Critical conditions: All four groups highlight the need for a fixed meeting
schedule, mental and organizational support from the principal, and a certain
amount of devoted teachers.

In light of the enthusiasm and creativity that we found characterized the
network schools, a crucial question is why schools in general seem to be rela-
tively untouched by the reform. An explanation may be found in the dichot-
omy of top-down vs bottom-up. Research on reform implementation contains
overwhelming evidence that top-down reforms have little chances to succeed
unless they are anchored in felt needs among those who must carry out the
reform (Cuban, 1998; Tyack & Cuban, 1995; Klette, 2002). In Norway, the
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introduction of the five basic competencies has been a typical top-down pro-
cess, grounded in the European DeSeCo framework, formulated in curricu-
lum plans, and introduced by bureaucrats and politicians. At the micro level,
neither school principals nor teachers had asked for it, and teachers felt no
ownership of it. In the network schools, however, the engagement started at
the micro level, initiated by devoted teachers who saw writing as a means of
learning content knowledge.

An interesting point is the similarities between the process writing wave
in Norway during the 1980s and today’s engagement with writing in the con-
tent areas. In both cases, school-based projects have been initiated from be-
low and spread from person-to-person, and in both cases the result has been
a broadening of teachers’ instruction repertoires. But whereas process writing
was implemented in classrooms without support of steering documents, the
initiatives referred to above would hardly have succeeded without the in-
troduction of the five basic competencies in the national curriculum. What
we are seeing is an interesting blend of top-down and bottom-up initiatives
which create a future potential for widespread adoption.

6. Conclusion

We opened this chapter by pointing to an international trend toward high-
lighting general competencies and skills that are desirable outcomes of edu-
cation. Writing, as one of the literacy competencies agreed on as being vital
for both learning and future work, can only be achieved by concerted efforts
by teachers across content areas. However, international research has shown
that global concepts like “skills” and “competencies” are still associated with
instrumental, basic skills, and that they are not well connected to the best
practices that already exist (Sivesind, 2013 b). This challenge needs to be taken
seriously in order to implement large-scale changes in practice that informed
writing teachers have advocated for decades.

Our three case studies add up to a picture that bodes well for the future
of writing across content areas in the Scandinavian countries, even though
it will take time. We have emphasized the importance of combining mac-
ro, meso and micro levels, but the three countries exemplify quite different
combinations. In the Swedish study, an international science project provides
the macro level incentive for participating schools, but it is the local inter-
pretation of the project that adds the writing-to-learn. The classroom study
shows the importance of helping teachers learn how to integrate writing into
a dialogic, inquiry-based teaching of science. In Denmark, the macro level
pressure is strongest as a curriculum reform mandated the implementation of
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cross-disciplinary written research projects in schools. But the challenge had
to be taken up by the subject teachers at the micro level of classrooms in order
to work in practice. The longitudinal case study exemplifies this macro-level
reform’s gradually increasing learning potential for students. Norway is the
country where the curriculum documents most clearly state that teachers in
all disciplines are responsible for teaching basic competencies—in primary,
secondary and upper secondary. Bottom-up writing-in-the disciplines ini-
tiatives are spreading, being legitimized by the new emphasis on writing in
curriculum plans for a number of subjects. This study thus indicates a viable,
but less certain alternative to mandating writing in the content areas.

Maybe the most important overarching conclusion of our studies is that
they confirm the value of extended writing. Different from the situation in
e.g. the US (Applebee and Langer 2011), assignments requiring writing at
length have long traditions in Scandinavian schools. This cannot be overesti-
mated as a contribution to meaningful writing in the content areas. From a
teacher perspective, extended writing provides opportunities for the training
of disciplinary discourses and knowledge. For students, extended writing—
and in particular “research writing”—offers experiences of agency and knowl-
edge crafting, which are basic prerequisites for learning and Bildung.

Note

1. Literacy and Disciplinarity in upper secondary education, www.sdu.dk/fos. The
project was funded by the Danish Research Council for the Humanities 2010-
2014.
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Disciplinary Subjects
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Learning Advisers broadly agree that academic literacies
should be taught within discipline courses. Generic instruction
is of limited help with varied discourses reflecting the different
epistemologies, identities, and politics of academic communi-
ties of practice. However, discipline faculty are often reluctant
to devote time to skills, or resentful of managerial pressures to
do so; and they may be uncertain how to explicate their dis-
courses to students. This chapter reflects on Australian Learn-
ing Advisers’ efforts to collaborate with faculty over 20 years,
to embed development of academic literacies in their subjects.
It highlights factors that have encouraged or inhibited this,
including changing demands from government and the com-
munity; institutional will and individual interest; diminishing
resources for teaching; and the trend toward online delivery.

Les spécialistes de Langage Académique et Apprentissage
(ALL, acronyme de Academic Language and Learning) des
universités australiennes et britanniques considérent qu’il
convient d’enseigner les littératies académie dans le cadre des
disciplines car Iétude de discours académiques génériques,
hors de leur épistémologie et des identités culturelles pro-
pres aux communautés académiques, serait de peu de profit.
Cependant, méme si les spécialistes disciplinaires ont beso-
in des spécialistes du langage pour former leurs étudiants a
écriture académique et méme pour comprendre comment les
épistémologies disciplinaires formatent les textes, la collabo-
ration ne va pas de soi car certains spécialistes disciplinaires
craignent que les questions de contenu patissent de I'interven-
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tion de spécialistes du langage. Cet article traite des efforts des
formateurs australiens pour collaborer avec des enseignants

au cours des deux derniéres décennies afin de les amener a in-
tégrer dans leurs thématiques le développement des littératies
académiques. Il met en évidence les facteurs qui ont favorisé
ou contrarié cet effort, notamment ’évolution des demandes
adressées aux universités de la part du gouvernement et de la
communauté ; la volonté institutionnelle et 'intérét individuel
; 1a diminution des ressources accordées a l'enseignement et la
tendance 2 la formation en ligne.

1. Introduction

In Australian universities, there is no general education requirement, and the
writing that students do is all for their discipline courses. Unlike the North
American context from which much of the theorizing on WAC, CAC, and
WID has emanated (see, e.g., Russell, 2001; Russell et al, 2009), there has
never been a need in Australia to introduce writing into the disciplines; it
is a substantial, and often the only, mode of assessing discipline knowledge.
What is needed, however, is explicit attention to what writing does—where
(in the texts), how (in the language), and why (in the activity systems within
which it is located) (see, e.g., Paretti, 2011; Russell, 2001: 281). This kind of
attention is what I mean, in this chapter, when I refer to the development
of academic writing—not just that students write, but that they are invited
to notice how the genres they are reading and writing in their disciplines
work. This is not the province of English lecturers, for students do not study
composition. Nor do we have any equivalent of WAC or WID programs; we
have Academic Developers (a career rather than a part-time responsibility
of discipline lecturers as in North America), but these are specialists in cur-
riculum and pedagogy, not in writing. In our context, the people responsible
for helping students to develop their academic writing—the position from
which I speak—are career professionals who come into the field of Academic
Language and Learning (ALL) from a wide range of discipline backgrounds,
usually with a degree or other qualification in Applied Linguistics as well, for
many of our students come from language backgrounds other than English.
'This work emerged in Australia, in the late 1970s and early 1980s, from Coun-
selling services which were responsible for “study skills” as well as for students’
emotional well-being. These functions soon diverged, and from the 1980s on,
ALL developed into a professional community with a national conference, an
Association, a journal, and an identity quite distinct from that of Academic

244



Learning Specialists Working with Faculty

Developers. Apart from (but related to) a gap in salary and status, the salient
differences are that ALL practitioners (or “Learning Advisers”) work largely
with students, and that their core expertise is in language and discourse, while
Academic Developers work with faculty and their expertise is in learning
theory. Elsewhere, I have traced the divergence of these roles and the ways in
which that separation has worked to distance Learning Advisers from disci-
pline faculty (Chanock, 2o11). It has not, however, stopped Learning Advisers
from seeking to collaborate with faculty. Their job classifications and their
locations vary—in academic divisions, or student services, or the library—so
that some are more likely than others to interact with lecturers in the disci-
plines. But whatever their location, most of them believe that their work is
most effective if they can collaborate with discipline lecturers to integrate
the development of academic writing into their course curricula, and to have
them assume, or share with Learning Advisers, the responsibility for teaching
it. This chapter looks at the reasons for this approach, drawing on literature
from Australia as well as from other regions where similar experience has
given rise to congruent approaches (such as the UK, New Zealand, and South
Africa); and at what hinders or helps in achieving it.

2. Academic Literacies Are Discipline Literacies

'There are both practical and intellectual reasons for integrating writing de-
velopment. Learning Advisers can reach more students if they do not have
to rely on students seeking them out for consultations or workshops, which
many are reluctant to do because they are embarrassed or they do not have the
time. More important is that students are more motivated to work on their
writing if it is integral to achieving in their disciplines (e.g., Baik & Greig,
2009). Durkin and Main (2002), for example, have documented a compari-
son between a program of generic study skills workshops that attracted not a
single student; a peer mentoring program based on work for the disciplines
that attracted 80% of the student cohort; and discipline-based workshops
that 87% of the cohort chose to attend. However, it is not just convenient
to teach academic literacies in the context of the disciplines; it is essential
because they are #he /iteracies of the disciplines (for discussions of this in Aus-
tralia and the UK, see, e.g., Baik & Greig, 2009; Gibbs, 2009; Gimenez, 2011;
Hyland, 2000; Jones, 2009a and 2009b; Lea & Street, 1998; Mitchell, 2010;
Monroe, 2003; Skillen, 2006; Star & Hammer, 2008; Wingate, 2006, 2007;
Wingate, Andon & Cogo, 2011). As Paretti (2013: 96), in the US, puts it,
“Learning the literacy practices of a discipline involves not simply mastering
the mechanics of language (e.g. vocabulary, syntax), but also understanding
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the social practices of the discipline, including what constitutes knowledge,
how it is created, and how meaning is socially constructed.” Generic versions
of “academic discourse” taught outside the disciplines are of limited help to
students faced with varied discourses that reflect the different epistemologies,
identities, and politics of academic communities of practice, much of which
goes so deep that it is rarely made explicit to students (Baik & Greig, 2009;
Bazerman, 1981; Durkin & Main, 2002; Jones, 2009a and 2009b; Russell 200r:
287). Indeed, while discipline scholars are “native speakers” of their discourses,
they may need help from language specialists to make these visible to their
students (Elton, 2010; see also Jacobs, 2005; Wingate, Andon, & Cogo, 2011).

For example, scientists have learned to avoid first person pronouns and
to use passive verbs (Halliday, 1989), and to present their findings separately
from their discussion of what the findings mean. These practices are all lin-
guistic reflections of the ethos of objectivity that goes very deep in their cul-
ture of enquiry (Gilbert & Mulkay, 1984). But they are unlikely to show their
students how that ethos is reflected in their written discourse. Conversely,
anthropologists may use first person pronouns and narrative text structure
in accordance with the discipline’s requirement that ethnographers must be
self-reflexive about their subjectivity and their research practices; but they
may not think of these discourse patterns as encoding ethical and epistemo-
logical values. For students who carry around the unexamined rule “never say
T in an essay” (Chanock, 1997), these language practices are simply contra-
dictory and some conclude that (as they have put it to me), “my anthropology
teacher is interested in my opinions, but my psychology teacher isn't.”

Many scholars have remarked upon the tacit nature of disciplinary exper-
tise, whereby “the writing, genres, and expectations of their disciplines have
become second nature to faculty” (Russell, 2001: 287; cf. Elton, 2010). It was
highlighted in Lea and Street’s (1998) seminal article propounding an “aca-
demic literacies” approach to supporting students’ learning about academic
discourses, based on research which “provide[s] evidence for differences be-
tween staff and students’ understanding of the writing process at levels of
epistemology, authority and contestation over knowledge rather than at the
level of technical skill, surface linguistic competence and cultural assimilation”
(160). Not only were staff understandings different, but they were unhelpfully
vague; for example, staff commonly considered “structure” and “argument” to
be of key importance, and could recognize these when they saw them, but
could not describe what they meant, and were not aware that their meaning
varied across disciplines (Lea & Street, 1998: 162-163). Lea and Street give
an example of a student whose ways of constructing structure and argument
were the same in writing for history and for anthropology; but whereas these
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ways were praised by his history lecturer, the anthropology lecturer called his
essay “incoherent” and referred him to an “essay-writing clinic”! (1998: 166).
Jacobs (2005) thinks it necessary, in view of such problems, to “problematize”
the privileging of “insider” knowledge of disciplinary discourses: “Such ‘insid-
ers’ or experts have a tacit knowledge and understanding of the workings of
discourse within their disciplines which remains unarticulated as they model
appropriate disciplinary practices and discourse patterns for their apprentice
students in the classroom” (477).

3. Tacit Knowledge

Studies using a range of approaches have identified important differences
among discipline and professional discourses that trouble attempts to gen-
eralize about academic discourse. For example, from interviews with staff
and students at the University of Edinburgh, Anderson and Hounsell (2008:
466) identified “Ways of thinking and practicing in biology,” which included
“Achieving ‘foundational’ forms of understanding, including a sound grasp of
key terms, concepts and principles, biological structures, functions and pro-
cesses; and systems and levels of organization” which sharply contrasted with
“Ways of thinking and practicing in history,” such as “Appreciation of history
as socially constructed and contested . . . .; Sensitivity to the ‘strangeness of
the past’; Ability to view events and issues from different perspectives; [and]
Readiness to separate out one’s own preconceptions.”

While Anderson and Hounsell were investigating what members of par-
ticular disciplines believed about the nature of their discipline, Moore (2002)
took the very different path of textual analysis to infer differences in three
disciplines’views of where knowledge comes from, based upon their practices
of attribution. He examined “metaphenomenal clauses” (where a participant
states/ claims/ argues/ believes/ etc. a proposition or idea) in textbook chap-
ters from sociology, economics, and physics, and discovered that econom-
ics—while ostensibly a social science—was more likely even than physics to
treat knowledge as located in the world, rather than constructed in the mind
of the observer(s) in an effort to understand what is out there (IMoore, 2002:
356). While the chapter from sociology contained 225 metaphenomenal claus-
es, the chapter from physics had 51, and the one from economics, only 23.
Of these, the clauses attributing ideas to “individual scholars” numbered, in
sociology, 169; in physics, 17; and in economics, 4. “Schools of thought” were
credited with ideas 36 times in sociology, 29 times in physics, but not once in
economics. Finally, knowledge was attributed to “generic scholars” (for exam-
ple, “sociologists/ a physicist/ many researchers/ we”) 20 times in sociology, 15
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times in physics, and 19 times in economics. Thus, in these textbook chapters,
sociology represented knowledge as the product of interpretation of social
phenomena by scholars, while physics and, to an even greater degree, eco-
nomics, bypassed reflection on the status and provenance of knowledge, and
presented what they saw as unmediated facts about the world.

Because of the non-trivial differences between disciplines revealed
through close examination of their texts and discussions with their practi-
tioners, learning advisers in Australia have advocated since the early 1980s for
“integrating the understanding and teaching of writing within the context
of the particular discipline” (Emerson & Clerehan, 2009:169). Despite this,
not much collaboration has actually occurred until the last few years (for
accounts of collaborations in Australia and elsewhere, see e.g. Al-Mahmoud
& Gruba, 2007; Brackley & Palmer, 2002; Brooman-Jones, Cunningham,
Hanna, & Wilson, 2011; Chanock, Horton, Reedman, & Stephenson, 2012;
Evans, Tindale, Cable, & Mead, 2009; Harris & Ashton, 2011; Kazlaukas,
Gimel, Thornton, Thomas, & Davis, 2007; Magyar, McAvoy, & Forstner, 2011
Mitchell & Evison, 2006; Murphy & Stewart, 2002; Purser, Skillen, Deane,
Donohue, & Peake, 2008; Thies, 2012; Wingate, Andon, & Cogo, 2011; Yucel
et al., 2009). To understand why integration developed sluggishly in the de-
cades since 1980, but seems to be gaining traction now, we need to look at the
range of factors that have encouraged or inhibited this effort, including the
changing demands upon universities from government and the community;
institutional will and individual interest; diminishing resources for teaching;
and the trend toward online delivery.

4. Obstacles to Collaboration

For a long time, the teaching of academic writing in Australia has been trou-
bled by the same issues of status that have hampered its development else-
where. Universities considered academic literacy a basic skill and not their re-
sponsibility to teach, so the learning advisors charged with this remedial work
occupied an often marginal status, and struggled to establish a developmental
framework for the teaching and learning of academic writing (Huijser, Kim-
mins & Gallagher, 2008; Stevenson & Kokkin, 2007). Apart from various
limited initiatives documented in Chanock and Burley (1995), rare systemic
efforts to establish an integrated approach were made at Murdoch University
(Marshall, 1982); at the University of Wollongong (Skillen, Merten, Trivett, &
Percy, 1998; Percy & Skillen, 2000), and at the University of Sydney, inspired
by ideas from Systemic Functional Linguistics (Jones, Bonnano, & Scouller,
2001). These initiatives were not widely emulated, however, in the curricula
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of other universities. Many lecturers thought of academic skills as separate
from content knowledge; they did not know how to teach skills, and did not
want to take time away from content. (It is possible, too, that early efforts on
the part of ALL professionals to communicate with discipline lecturers were
hampered by the specialized language of the theory on which many of them
drew. Systemic Functional Linguistics, with its “participants” and “processes,”
“field, mode, and tenor,” “nominalization,” “congruence,” and “grammatical
metaphor,” is useful for thinking about the workings of discourse, but not for
discussing them with lecturers in the disciplines. For a fuller discussion, see

Chanock 2011: A76-A78.)

5. Opportunities for Collaboration in the
“Generic/ Graduate Attributes” Movement

When universities came round to encouraging collaboration between learning
advisers and discipline lecturers, it was because of the pressures exerted from
outside the universities to produce “useful” graduates. At the 2001 Conference
of the Association for Academic Language and Learning, Janet Jones (2001)
urged her audience to consider how the work of learning advisers would be
affected by “a clear convergence of government and employment agendas . .
. [promoting] a set of generic attributes deemed essential for successful em-
ployment” such as skills in problem solving, team work, and oral and written
communication (Hager, Holland, & Becket, 2002; Purser et al., 2008; Skillen,
2006). Auditing of university curricula, assessment, and reporting was intro-
duced to ensure that universities did not just claim to develop these skills, but
incorporated them into their courses (de la Harpe & David, 2012).

This pressure on universities from government and employers to give
more attention to students’ development of “skills” or capabilities has created
opportunities for learning advisers to approach discipline teachers who need
to incorporate this focus into their subjects but may be uncertain how to do
so, and reluctant to give it class time. Learning Advisers can meet with them
at the planning stage of constructing their subjects, to suggest how they can
use a focus on the discourses embodied in the subject’s readings to help their
students understand the content more readily. If students are shown explicitly
how the argument in an assigned article proceeds via conventional “moves”
of contextualizing the topic, problematizing existing scholarship, and estab-
lishing a space for new research and/or interpretation, they can learn to rec-
ognize what the reading does as well as what it says; and they can add similar
ways of thinking and writing to their repertoires, as their lecturers hope that
they will (see Appendix One). This focus on discourse patterns takes only a
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few minutes, and doubles rather than diminishes the attention given to the
subject’s texts. Learning advisers can provide strategies for reading, frames
for writing, and examples from subject texts by both scholars and students
annotated to highlight salient features of the textual practices they embody
(see Appendix Two). Such collaborations may take all sorts of forms, from
contributing materials and workshops to the subject, to co-teaching with the
discipline lecturers (e.g., Chanock, 2013; Mort & Drury, 2012; Wingate, 2011;
Wingate & Dreiss, 2009). The great variety of initiatives discussed in the lit-
erature has not settled into anything that could be called a “model,” and seems
unlikely to do so, as the forms they take depend upon institutional resources
and structures, and on rapidly changing technological affordances, as much as
on policy. We have accounts of successful systemic, institutionally-sponsored
approaches, in which typically ALL staff invest considerable time in learning
about the content students are studying (for an early, pioneering one, see
Skillen et al., 1998; for more recent initiatives that fit within the framing of
developing generic attributes, see Frohman, 2012; Thies et al., 2014). These are
demanding of staff time, including, sometimes, the time of discipline staff. At
the other end of the collaborative spectrum, we have online materials devel-
oped by ALL staft for the use of discipline subjects, which students can—but
may not choose to—access (e.g., Chanock, 2013; Mort & Drury, 2012; Thies et
al., 2014). If common lessons can be distilled from this varied literature, they
are these: collaborations can be initiated with or without institutional spon-
sorship (for small-scale bottom-up examples, see Harris & Ashton, 2011, or
'Thies, 2012); and initiatives are likely to be more successful, the more closely
ALL and discipline faculty are engaged in collaboration, and the more tight-
ly integrated any learning materials are into the activities of learners within
their subject curricula.

It is, of course, difficult to assess the impact of such approaches, with all
the complex and interacting influences on students’ learning, and without
a control group for comparison. (For rare attempts to quantify effects, see
Hunter and Tse [2013], who found an average improvement of 9.02 in stu-
dents’ marks on assignments for macroeconomics, following “assignment dis-
cussion sessions” [in contrast to an earlier, unassisted, cohorts’ experience of
receiving lower marks from one assignment to the next]; and Chanock, Hor-
ton, Reedman, & Stephenson [2012] below). Nonetheless, I think the ripple
effect sometimes reported, by which discipline lecturers within an academic
area increasingly seek input from ALL staff over time, is strongly suggestive
of the efficacy of such initiatives. For example, Frohman (2012), who shifted
her approach from generic teaching to offering Faculty-based support in a

Faculty of Health, found that
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As the academic staff became more aware of my role and
support I could offer, I was invited to become more involved.
I was asked to review the clarity of assessment tasks and cri-
teria sheets, develop workshop materials to scaftold academ-
ic literacies, and provide individual interventions for at-risk

students. (As56)

Similarly, Harris and Ashton (2011) report that, when they moved from ge-
neric workshops to support for a Management subject in their university’s
Faculty of Business and Law,

As working relationships with teaching staft developed,
the [Learning Adviser’s] opinions were sought on a range
of issues including the appropriateness of assessment tasks
and how best to scaffold them, as well as how to address
language-specific problems and reduce plagiarism. The bot-
tom-up approach . .. occurred naturally as academics sought
assistance, listened to colleagues discussing the embedding
project, and invited the LA into their classes. (A79).

However, while the “graduate attributes/skills” movement has created oppor-
tunities for collaboration with discipline faculty, it does not guarantee them.
Faculty often resist the imposition of such requirements by institutional man-
date, and do not implement them in their courses (de la Harpe & David, 2012;
Green, Hammer, & Star, 2009; Jones, 2009a; Radloft et al., 2008). In a survey
of 1064 academic staft across sixteen Australian universities, de la Harpe and
David (2012) found considerable gaps between lecturers’ belief in the impor-
tance of graduate attributes and their actual willingness to teach these. Star
and Hammer (2008) have found that many lecturers believe “that they have
been employed to teach ‘content’ rather than graduate skills” (246). Faculty
interviewed by Jones (2009a) saw their institution’s defined generic attributes
as oversimplified and/or overly prescriptive, and as part of a managerialist
agenda. “Because [skills] are not framed as part of the disciplinary content
but are seen as extraneous they are resisted,” says Jones, “despite the fact that
higher order skills such as critical thinking, analysis and communication are
an integral part of [the discipline]” (2009a: 181). It is not surprising, therefore,
that one highly successful collaboration between ALL and discipline staft to
teach communication skills in Accounting at Macquarie University (Evans et
al., 2009) deliberately eschewed a top-down approach in favor of an “incre-
mental and voluntary approach to change” (600).

If learning advisers wish to develop collaborations that faculty will “own”
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with them, they cannot rely on central directives to make faculty cooperate.
‘They must instead show them that they are familiar with their courses, un-
derstand the discourses of their disciplines and find these interesting (Chano-
ck, 2007a and 2007b), and can show them something about their discourse
that they find internally persuasive. Obviously, this requires a considerable
investment of time and effort, but it is one that Learning Advisers are already
making if they work with students as they draft their discipline assignments;
and that work alerts Learning Advisers to the things students find puzzling,
and the reasons for their puzzlement, which their lecturers may be glad to
have explained. As Jacobs has put it, lecturers appreciate the help, in “un-
locking” their tacit knowledge, of a partner from ALL who comes “with an
understanding of the problems that marginalized ‘non-mainstream’ students
face; as a novice to the discipline; yet as an equal who is able to question and
interact with another colleague” (2005: 481).

6. My Experience of Collaborating with Faculty

My own experience in this role over the last quarter century reflects both
the opportunities and the obstacles I have outlined here. One of my ways
of learning about the courses my students take is to sit in on early lectures,
and in the mid-199o0s, I noticed that the lectures in a history subject were
structured in the same way as the assigned readings, a structure of argu-
ment that was also expected in the students’ written assignments (Chanock,
2007a). I approached the lecturer with this observation, wondering whether
we could share it with his students, and he found it both novel and inter-
esting. We then addressed it explicitly in subsequent lectures, and from this
collaboration I went on to develop a kit that faculty across the humanities
and social sciences could use to shed light on the purpose of each week’s
work in their subject (Chanock, 2004). They could show their students how
the questions asked in the subject reflected the culture of enquiry in that
discipline; how primary and secondary evidence are used; the structure of
argument in discipline texts; practices of use and attribution of sources; and
habits of critical thinking. With the backing of the Dean, all first year sub-
ject coordinators were asked to talk with me about how the activities in this
kit might be suited to their subjects, and to use them as and how they were
applicable. Thus, although the ideas came from outside the subjects, those
to whom they made sense took ownership of them and used the kit for
several years (Chanock, 2010). It required no apparatus for implementation,
and cost nothing to teach.

This approach did not, however, survive a change of Dean, attrition of

252



Learning Specialists Working with Faculty

discipline lecturers, and a new institutional vision promulgated by central
management (Design for learning, 2009). The new broom swept clean, and a
new approach, centrally mandated, required all core first year subjects to in-
corporate the university’s designated “graduate capabilities.” The subjects that
I worked with responded by adding parallel tutorials, taught by casual staft,
which focused on skills including the subject discourses. Although I designed
these tutorials with a colleague, I did not teach them; nor did the subject
coordinators unless they wanted to, and some coordinators were much more
engaged in this program than others. The results were very good, especially in
the subjects where coordinators had collaborated in the planning and teach-
ing (and notably poorer where they had not). As we had no control group,
we compared the cohort’s results with those of the previous year. Although
the current year had many more students with lower university entry scores,
the fail rate remained steady overall, while the distribution of passing grades
changed in ways that suggested the intervention had been effective. As and
Bs rose in 14 out of the 19 groups taught (by up to 17% and 18% in subjects
with the most engaged coordinators), while Ds and Fails dropped in 16 out of
the 19 groups (by up to 24% and 19% in those subjects). Nonetheless, despite
these gains, the program was not sustainable because of the logistical diffi-
culties and high cost of doubling the subject’s tutorials (Chanock, Horton,
Reedman, & Stephenson, 2012).

'The end of the program was not, however, the end of the collaborations
that had developed, for, once again, there were lecturers for whom the ex-
plicit focus on subject discourses made sense, and who saw the value of
integrating this somehow into their teaching. Some have asked me to join
in the planning of their subjects; to contribute materials and workshops;
and to advise on students’ problems, and possible solutions, in a cycle of
improvement to the design and teaching of their subject (Chanock, 2013).
So, currently, we are in another phase of bottom-up, cost-free collaboration,
and this time it has gained further impetus from cuts to staffing (which
mean that tutorials have been halved, and something must be found for stu-
dents to do independently in non-teaching weeks). It was also facilitated by
the move to housing subjects online, on a Moodle Learning Management
Site, so that I am able to provide activities and resources to students any-
where, any time (Chanock, 2013). I would suggest that bottom-up collabo-
ration, although possibly more ephemeral than systemic programs (Thies,
2012), and certainly less well-resourced, is likely to be more effectively and
enthusiastically implemented because it is intellectually persuasive and
adapted to the needs that faculty and students themselves experience (e.g.,
Frohman, 2012; Harris & Ashton, 2011).
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7. Current Dilemmas

At the same time, it is worth teasing out of this apparent success some issues
that are, and will continue to be, problematic for ALL not only in my uni-
versity but around Australia. The saying “Be careful what you wish for” comes
to mind. Since the 1980s, ALL professionals have campaigned tirelessly both
to professionalize their role and to raise its profile in their institutions. Since
1994 they have had a biennial national conference, which, along with the list-
serv “unilearn” to which colleagues at every university across Australia (and
many in New Zealand) subscribed, created and consolidated a professional
community. This, in turn, gave rise to a peak body, the Association for Ac-
ademic Language and Learning (AALL), established in 2005 (http://www.
aall.org.au/); its Executive was then able to represent the community’s views
and interests in national debates on higher education (see, e.g., http://www.
aall.org.au/aall-media-contributions). AALL publishes a refereed Journal
of Academic Language and Learning (http://www.aall.org.au/journal) and its
website functions as a clearinghouse for members’ publications in the field,
including archived conference proceedings, key texts dealing with both the-
ory and practice, and government-funded projects. The Association hosts a
members’ Forum and publishes a newsletter, and disperses grants to fund re-
search, projects, and cross-institutional events for professional development.
Looking further afield, AALLs website houses links to partner associations
in the US, UK, Canada, Europe, and New Zealand. All of this is grounds for
satisfaction, but not, unfortunately, for complacency. At the same time that
the field has grown in numbers, activity, and professional identity, its mem-
bers have not fared well in several institutions. Units have been restructured
and reconstituted with fewer staff, or staff reclassified from “academic” to
“general,” that is, without support for research (http://www.aall.org.au/aus-
tralian-all-centres). And, at a time when most Learning Advisers recognize
integration and discipline specialization as best practice in their work, ALL
units have been centralized into “hubs” under supervisors who are manage-
ment rather than ALL professionals.

An obvious reason for the limited success of efforts to promote the role
of ALL lies in the shrinking support from government for higher education
and consequent frequent restructurings by institutions to make precarious
budgets stretch further. While universities strive to minimize wastage by re-
taining students, it is difficult for ALL to demonstrate, still less to quantify,
its contribution to retention as its influence on students’ confidence, compre-
hension, motivation and success is only one strand in the students’experience,
and the work with individuals that is most effective in retaining struggling
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students has been widely curtailed because it is (ostensibly) expensive. In-
creasingly, it is delegated to peer mentors who are seen as more accessible, if
less expert, and certainly cheaper than ALL professionals; the trend towards
learning with peers, so long established in the US, has begun to take hold
here, while ALL professionals are deployed “strategically” in the service of
top-down, whole-of-university attempts to infuse reportable development of
graduate attributes into discipline curricula. This “streamlining,” centraliza-
tion and standardization of ALL work is seen as likely to be more efficient
than the strategy of diverse solutions to diverse problems that Learning Ad-
visers have often found more efficient simply because it is more effective. In
the process, they are distanced from their students, and often from staft as
well if they come to regard Learning advisers as working in the service of
unpopular, rhetoric-ridden institutional strategies perceived to be of dubious
merit.

These changes present ALL professionals with various dilemmas. They
are generally enthusiastic advocates of peer learning, and have sometimes
been responsible for introducing and/or managing peer mentoring programs.
'They have also moved to adopt technologies and opportunities for creating
learning experiences online. However, as trainers or as producers of online
curricular or co-curricular materials, they tend to disappear from view, and
this is a risk also in their collaborations with discipline faculty. Whereas my
collaborations with discipline colleagues, described above, have been mutual-
ly rewarding, I am aware that our management’s framing of them is in terms
of “interventions” to fix “problem” students and then move on. The work is
not envisaged as ongoing, organic development but rather as a mechanism
for “quality assurance.”

It is not clear what the solution to such dilemmas may be. It has always
been the case that many managers have not understood ALL work in the
sense that they are not attuned to the importance of expertise in language
and discourse, but see what Learning Advisers do as “study skills.” Learn-
ing Advisers have tried to explain their work both locally and nationally, but
raising their professional profile does not seem to have protected their in-
dustrial underbelly. They could, but probably should not, conclude that it is
the anomalous nature of their work that makes them vulnerable; it does, but
at the same time, colleagues in the disciplines are also being shed by cash-
strapped institutions, and this is not because Vice-Chancellors do not know
what historians or anthropologists do, for example, but because they feel they
cannot afford so many of these any more. ALL practitioners find themselves
in a confusing situation of new opportunities that bring with them new risks
to their work and to their role. However, where it is possible to work with
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discipline faculty and their students to develop, articulate, and scaftold every-
one’s understanding of the work they are engaged in, it has proved to be well
worth doing.
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Appendices

Appendix 1. An abstract from a journal article, annotated
to show students the typical structure of “moves”

'This comes from the first page of an article by Nel, E., Binns, T, and Motteux,
N. (2001). Community-based development, non-governmental organizations
and social capital in post-apartheid South Africa. Geografiska Annaler Series
B: Human Geography, 83(1), 3-13. Like many articles, it has an “abstract” before
the article begins, summarizing its purpose and content.

Abstract “Moves”
Community-based development strategies are gaining in Context of current
credibility and acceptance in development circles internation- | practice

ally and notably in post-apartheid South Africa. In parallel,

the concept of social capital and the role of supportive non- Context of current

governmental organizations are receiving attention as key cat- theory

alytic elements in encouraging and assisting community-based

initiatives. In this paper, a well-documented initiative, the

Hertzog Agricultural Co-operative in Eastern Cape province, Focus

is re-examined after the passage of several years to assess the

impact of social capital and the involvement of a particular Question (how does
non-governmental organization in ensuring the sustainability a case reflect on key
and economic survival of the project. While both elements aspects of theory
have proved critical to the project’s life-cycle, particularly in

recent years, concerns over possible dependency and project Answer

sustainability exist.

261



Chanock

Appendix 2. Advice on reading a “policy brief,” supplied by a
Learning Adviser to a politics lecturer to post on his subject website
introducing students to a genre they must write for assessment

A policy brief is different from an essay, in a number of ways. All of these
stem from the difference in purpose: an essay aims to inform understanding,
while a policy brief aims to inform action. In the table below, Kate Chanock
(Student Learning) sets out key differences, with a few examples that you will
see when you read the sample policy brief that follows.

lary, some theoretical
terms

not informal)

An essay A policy brief Examples in sample
policy brief

Audience: |Does not assume that | Assumes that the reader | Hamas, Kadima, Likud,
the reader shares the |is familiar with the back- | Netenyahu, Ikhwan
writer’s knowledge ground and the various | Muslimin
of the topic (even parties involved, and that
when s/he does); only the implications
people, events, and of events need to be
organisations must be | explained
introduced and their
roles explained

Perspec- Is objective and looks |Is biased in favor of, and | Focus on threats and

tive: at the situation from | focusses on, the interests | opportunities (within con-
all angles of the writer’s govern- straints of international

ment (“we” opinion and international
law)

Structure: | Gives the writer’s Short, concise para- Event; significance;
answer in the intro- | graphs under prescribed | analysis; conclusion with
duction; then unpacks | headings recommendations
into linked, fully
developed paragraphs
with reasons for that
answer

Use of Discusses various Gives references to footnotes

sources: scholars’ideas and sources of information,
how they relate to but does not discuss the
each other sources

Language: | Academic vocabu- Everyday language (but | “Gazan hospitals will not

be able to cope”

[The example that followed was titled “Preliminary threat analysis: Israeli
incursion into the Gaza Strip (Operation Cast Lead).]”
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In this chapter, we investigate the process of acculturation

to research writing with Masters’ students. We present the
analysis of an empirical study carried out at the University of
Orleans (France) in the Linguistics and Didactics Masters
course, dedicated to writing process didactics and in-cluding
an initiation to dissertation writing. We show how, in the
framework of this course, the students acquire writing skills
and associated didactics, and start to discover and invent (in
the sense of the Latin etymon) new knowledge. Specifically,
we highlight the relevance of key notions in writing didac-
tics (learner-writer, scriptural competence, writing-rewriting
pro-cess, relationship with writing) for conceptualizing and
accompanying epis-temological, dialogical and enunciative
ruptures inherent to accultur-ation to research writing at the
university. We first set out 1/ a didactic model of scriptural
competence, 2/ a vision of writing as a process based on the
contribution of textual genetics, 3/ the studies of the specifics
of research writing, and 4/ studies on the didactic interest of
creative writing workshops. We then describe a teaching and
training scheme organized around two writing work-shops (a
creative one and a research one) that support revision. Fi-nally,
we present results of an analysis of a corpus of 41 dissertations,
both intermediate and final versions, collected between 2009
and 2013 that illustrate the writers’ repositioning, the evolution
of their relation to writing, and the emergence of an appren-
tice-re-searcher posture.
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Dans cette contribution inscrite dans le champ des littératies
universitaires, nous analysons une expérimentation menée

en France, au niveau master, dans le cadre d’une unité d’en-
seignement dont lobjectif est double : aider les étudiants a
sapproprier des savoirs sur Iécriture et sa didactique, en les
engageant dans un processus d’acculturation a écriture de
recherche. La contribution met en évidence la pertinence de
notions-clé (sujet-écrivant, compétence scripturale, processus
décriture-réécriture, rapport a Iécritur) pour penser et accom-
pagner les ruptures, sur les plans épistémologique, dialogique
et énonciatif, que I'apprentissage de lécriture de recherche
implique. Nous présenterons les fondements scientifiques de
lexpérimentation : un modele didactique de la compétence
scripturale, une vision de écriture comme processus fondée sur
les apports de la génétique textuelle, les études menées sur les
spécificités de Iécriture de recherche ainsi que les travaux sur
I'intérét didactique des ateliers décriture créative. Puis nous
décrirons le dispositif expérimenté qui sorganise autour de
deux ateliers d’écriture (un atelier d’écriture créative et un ate-
lier d'écriture de recherche) qui favorisent la réécriture. Enfin,
a partir de I'analyse d’'un corpus de 41 mémoires recueillis entre
2009 et 2013 sous la forme de deux versions, nous exposerons
quelques résultats qui nous semblent significatifs d’un repo-
sitionnement des scripteurs. D’une part, on releve dans les
mémoires des indices d’une évolution du rapport qu’ils entreti-
ennent avec lécriture, évolution qu'ils verbalisent et qui les aide
a construire la notion de compétence scripturale. D’autre part,
I'analyse, sur les plans épistémologique, dialogique et énonci-
atif des versions définitives ainsi que celle des modifications
entre les deux versions met en exergue le role de la réécriture
prescrite et accompagnée pour favoriser ['émergence d'une
posture d’apprenti-chercheur.

'This study investigates the teaching and acquisition of writing skills at univer-
sity level. Our work is thus situated in the field of academic literacies, which
is a recent development in France, in the wake of Anglo-American research
on academic writing (Delcambre & Lahanier-Reuter, 2012). Two trends are
relevant here: Academic literacies (Lea, 2008; Lillis & Scott, 2007) in Britain,
which highlight the reading and writing context specific to higher education,
and Composition Studies in the United States, which originated in a variety of
teaching practices in several disciplines (Russell, 2012, p. 31).

Our specific concern is the teaching and learning at university of what
Reuter (2004, p. 10) calls “research writing in a training context” to denote
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writing practices that he considers as being at the intersection of two so-
cio-institutional areas of activity:

the area of training, where the main issue for learners is to
demonstrate that they have acquired the knowledge and
know-how defined by the institution as objectives to be
achieved in order to be awarded a given degree or grade,
in compliance with the forms and norms laid down by the
university community of the discipline in question, and the
area of research, where the main aim is rather to produce new
knowledge in the forms and norms recognized by the scien-
tific community of the field in question.

Initiation into these writing practices is an important stage that can be
considered as one of the “predictable loci of rupture(s)” in students’ relation-
ship to writing (Deschepper & Thyrion, 2008, p. 61). Based on the analysis of
an experiment conducted at the University of Orléans in the first year of the
master’s course in Linguistics and Didactics, we will detail the kind of reposi-
tioning required of the students and the eftects of the accompanying support
and: scaffolding provided. The expected evolution concerns the students’ rela-
tionship to writing, both as text receivers and text producers, but the analysis
presented here will focus on their relationship to writing.

'The experiment was conducted in the teaching unit Writing workshop
and writing skills attended by future primary school teachers and tutorial de-
signers. The aim of this course is twofold: training in writing didactics, and
initiation to dissertation writing. The present study aims to show not only
how the students appropriate (reconstruct) knowledge and know-how about
writing and its didactics but also how they discover and invent (in the sense
of the Latin etymon) new knowledge, even if only on a modest scale. We
also wish to highlight the relevance of key notions (writer-as-subject, writing
competence, writing-rewriting process, re/atians/.)ip to writing) constructed by
the approach to writing didactics that we advocate, to reflect on and scaffold
the ruptures—epistemological, dialogic, and enunciative—that are involved
in acculturation to research writing.

Writing didactics first developed as part of the didactics of teaching
French as a school subject (Reuter, 2007, p. 69). Drawing on the notions con-
structed by writing didactics is therefore not self-evident when one addresses
the field of academic literacies. Nevertheless, while we are fully aware of the
“shifts in how content and writing are conceived of in the university context

., as indicated by the very term of academic literacies” (Reuter, 2012, p. 161),
we will attempt to show that notions borrowed from writing didactics remain
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operational in the university context, beyond any reference to French as a
school subject.

After first describing our theoretical framework and the experimental
methodology, we will present some of the most significant results concerning
the role of writing in knowledge construction and acculturation to research
writing. This will lead us to discuss the ruptures mentioned above.’

1. Theoretical Background and Experimental Methodology

'The experiment, from the design of the methodology to the analysis of its
effects, is based on four scientific sources:

266

“a didactic model of writing skills” (we use the title of the article by
Dabéne [1991]) which, in addition to graphical, linguistic, textual,
genre and pragmatic knowledge and know-how, takes into consider-
ation the writer’s relationship to writing on the emotional, axiological,
and conceptual levels (Reuter, 1996; Barré-De Miniac, 2000; Penloup,
2000; Chartrand & Blaser, 2008). Drawing heavily on the work by
Goody (1977), this approach considers that it is essential to address
learners’ conceptions, as this makes it possible to move from a repre-
sentation of writing as a mere instrument for reproducing speech to a
representation of writing as a process for developing thought;

a vision of writing as a process, foregrounded by psycholinguistics and
cognitive psychology (Hayes & Flower, 1980; Fayol, 1984) and by textu-
al genetics.” From the latter discipline, which stresses “the intrinsically
dynamic nature of text production” (Fenoglio & Boucheron-Pétillon,
2002, p. 2), we have borrowed methods, tools, and above all notions
such as rewriting operations, genetic file, drafts, states, etc. which enable
the various graphical and linguistic traces of the writing process to be
analyzed (Grésillon, 1994; Fenoglio, 2010);

studies conducted on “the appropriation of academic writing” (we use
the title of the book by Blaser & Pollet [2010]) which make it possible
to go beyond the way in which the writing difficulties encountered
by students are traditionally handled in terms of a poor command of
syntax, vocabulary, or spelling. (While these difficulties are real, they
often mask blockages related to the need for students to adapt to the
writing demands of higher education, which are in part discipline-spe-
cific.) These studies stress the practices and functions of “scholarly”
writing, which require acculturation at two key moments at least in
the student curriculum: the entrance to higher education (Deschep-
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per, 2010; Forster & Russell, 2002; Donahue, 2008), and the transition
from the undergraduate to the graduate course level, particularly when
the latter also involves research writing (Reuter, 2004; Deschepper &
‘Thyrion, 2008; Rinck, 2011). On this issue, studies in France are based
on the same central theoretical concept as the WAC (writing across
the curriculum) or WID (writing in the disciplines) movements in
North American universities, which consider “writing as an integral
part of the intellectual activity expected at university,” and emphasize
writing as “a means of learning discipline-specific concepts and meth-
ods” (Russell, 2012, p. 23);

work on creative writing workshops that developed in France follow-
ing two pioneering French experiments in the late 1960s, one with arts
students at university (Roche, 1994), and the other with children with
major learning difficulties (Bing, 1976). These workshops, in which “a
small group engages in direct writing in the presence of an instruc-
tor” (Lafont-Terranova & Petitjean’), have some points in common
with creative writing in American universities which influenced sever-
al workshop initiatives in Europe. They differ, however, in their aims,
which are not primarily to train writers, in particular when they are
used for didactic purposes. We are referring here to studies conducted
on workshops based on the French model of recreational workshops.
These studies pointed out the effects of this model on the construc-
tion of the writer-as-subject, namely providing reassurance, staging,
and distancing of the writing process, bringing out skills that are tra-
ditionally undervalued in the school context, and improving written
production, especially when rewriting is encouraged (Lafont, 1999;
Lafont-Terranova, 2009, 2013, 2014; Niwese, 2010; Niwese & Bazile,

2014).

Since 2008-2009, our experimental design has comprised two successive
writing workshops which promote rewriting: a creative writing workshop and
a research writing workshop, in which certain elements of the recreational
workshop model have been adapted.* In the whole program, students engage
in reflexive revision of their productions, in both senses of the term (process
and product resulting from the process), which is facilitated by the work-
shop situation and further backed up by the analysis of theoretical material
and by keeping a writing diary. Lastly, students are requested to produce a
mini-dissertation (henceforth “dissertation”). Figure 14.1 depicts the overall
design dynamics.

'The dissertation, which is built around the analysis of the creative writ-
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ing experiment and, if applicable, of the research writing workshop, rests on
personal data (the successive drafts of the creative writing texts and, when
appropriate, passages from the dissertation as well as excerpts, freely chosen
by the students themselves, from the writing diary). These data form each
writer’s corpus and are added as Appendices to the dissertation. In order to
provide detailed guidance and scaffolding for writing the dissertation, the
students are requested to submit two versions of the dissertation, a first ver-
sion (V1) which receives teacher feedback, and a final version (Vdef). Figure
14.2 presents the objectives of the dissertation, the corpus analyzed, and the

support provided.

Journal d’écriture / apports théoriques

Atelier
d’écriture satelier
; d’écriture Mémoire
créative de
avec Analyse recherche" )
réécriture(s)

- v P

Investissement dans le processus d’écriture-réécriture
Verbalisation des conceptions /transfert didactique

Figure 14.1. The design experimented since 2009

2. Evaluating the Methodology

From the outset, the experimental method has been evaluated at regular in-
tervals to see if it enables an evolution of students’ relationship to writing,
the construction of knowledge related to writing and writing didactics, and
acculturation to research. In answer to these three issues, we analyze here a
corpus of 41 dissertations (V1 and Vdef) produced between 2009 and 2013. In
continuation of our previous work (Lafont-Terranova & Niwese, 2012a, 2012b,
2015), we present some results that appear to be significant of the construction

of knowledge and know-how targeted by the methodology and that reveal
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the emergence of an apprentice-researcher posture.

environ 20 pages {hors annexe)

Corpus exploités Accompagnement
Objet (annexe})
* présentation de = n gr
notion{s) éclairant = différentes i
celle de compétence versions des textes | | * Présoutenance
scripturale créatifs = 2 versions
= réflexion sur
1-vd
I'enseignement de = journal d’écriture e
écriture (extraits) = retours de
I'enseignant sur V1

Figure 14.2. The dissertation

To characterize the evolution of the writing produced by the students, we
studied the transformations of their texts from V1 to Vdef using the MED-
ITE software (Ganascia, Fenoglio & Lebrave, 2004), which detects and sys-
tematically classifies the various rewriting operations (Niwese, 2010, pp. 385-
389). We then analyzed these changes both qualitatively and quantitatively.

Complementing the analysis of the students’ reflexive comments on the
writing process in the final versions of the dissertations, the comparison be-
tween V1 and Vdef shows that the methodology used promotes an evolution
of their relationship to writing, empowering them to make the necessary re-
positioning to engage with research writing and to appropriate and concep-
tualize the key notions of writing didactics and textual genetics.

2.1. Evolution of the Relationship to Writing, Which Contributes
to Constructing the Notion of Writing Competence

Judging from the results obtained, the methodology favors an evolution of
the relationship to writing that contributes to the construction, by the writer,
of the notion of writing competence. In the dissertations analyzed, evidence of
this evolution can be found in three of the dimensions of the relationship to
writing pointed out by Barré-De Miniac (2000, 2002, 2008): involvement in
the writing-rewriting process, conceptions, and reflexive comments on the
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writing process.

Thus for example, the much greater length of the final versions of the dis-
sertations compared to Vi demonstrates the extent of students’ involvement
in the writing process. This is evident both in the body of the papers (20 pages
on average) and in the Appendices, some of which run to fifty or sixty pages.
What is interesting from the point of view of student engagement is their
tendency to go beyond the instructions for the assignment.s The length of
these 1¥'-year master’s mini-dissertations and the fact that two versions were
handed in for almost all the papers show that the writers seized the oppor-
tunity for rewriting that was offered, confirming their strong engagement
in all the stages of the writing-rewriting process, whether creative texts or
the dissertation itself. (Only 4 dissertations comprised a single version, all of
them written in 2009, the year when the experiment was set up in its present
form.) The proportion of successful or very successful dissertations (almost
40%) with respect to the level expected in Master 1 is additional proof of this.

'The students’ involvement is also evidenced in the quantity and quality of
their rewriting. The corpus studied contains many instances of various kinds
of rewriting and editing. The rate of rewriting, on texts of considerable length,
and the quality of the changes made show that the writers reworked their
texts in depth when rewriting them, which is a clear sign of engagement
in the writing process. In addition, in the dissertations one also encounters
instances of textual rearrangement. This type of modification is usually “un-
der-represented in the writing of novices, since it implies intervening simul-
taneously on the paradigmatic and syntactic axes” (Niwese, 2010, p. 392).

Concerning students’ conceptions and their reflexive comments, fostered
in particular by exchanges in the two workshops, by the writing diary and the
analysis of excerpts from the diary selected by the writer herself, we observed
a growing awareness on their part of the role of writing as an aid to reflection.
'The dissertations also reveal an effort to verbalize in order to express the dy-
namic nature of writing:

Rewriting gives birth to a host of possibilities, governed by
rearrangement, addition, replacement and deletion. The va-
riety that emerges from this process is infinite. (MC, Vdef,
2013)

Even more interestingly, the writers explicitly document their progress
in this respect thanks to a fine-grained analysis of their experience and their
personal data conducted in the light of the theoretical approaches studied in
class or read outside, as shown by the following two examples.

In the first, FL (2012) draws on her reading of an article by Alcorta (2001),
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selected by her, to analyze how she uses a draft. The excerpt from her diary
where she does this analysis also echoes a text by André (1994) that had been
studied in class and that talks of the “chaos” that precedes the act of writing:

I use lists in my draft versions for exactly the same reason
as Alcorta mentioned. They help me plan and organize in-
formation before writing it up as sentences. “I felt the need to
have two different sheets of paper: one for the text and the other
to jot down my ideas, some vocabulary . . . It was very helpful, if
only to construct a first rough draft. Writing a draft allowed me
to note down ideas and expressions to include . . . I observed a
kind of dialogue with myself. It was like bringing order to chaos.”
Excerpt from my writing diary, 25 February 2012. (FL, Vdef.

2012).

In the different versions of her text, written in response to the prompt
“Writing is . . . ,” MS (2010) detected clues of her growing awareness that
“deletions don’t mean mistakes,” echoing the work by Penloup (1994), La ra-
ture nest pas un raté, that had been mentioned in class, and then reformulates
the way in which textual genetics took this idea up in order to analyze the
writing process:

The example I find the most enlightening is the writing
prompt “Writing is . ..” (Cf. Appendix, p.21). [ ... ] There’s
a natural evolution between the first and the second version
because I had to write other texts in the meantime. I also
notice that my first three versions of “Writing is . . .” never
mention deletions, the fact of erasing, of backtracking, of re-
modeling the text, etc. From the fourth version on (Cf. Ap-
pendix, p.22), a significant change took place however, since
I wrote about a novice writer that “once on the ice-rink of
writing, his feelings confirm his initial thoughts: he falls, falls
again, and yet again . . ..” These falls are what are usual-
ly called deletions but they don't mean that something has
been done wrong. A deletion [ . .. ] reveals all the processes
of creation that gradually fall into place as one writes. (IMS
Vdef, 2010)

2.2. Clues of Repositioning in Order to Engage in Research Writing

Following Deschepper & ‘Thyrion (2008), we pointed out that the specific
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nature of research writing can lead to ruptures in the relationship to writing
that may become roadblocks for students, making it all the more essential to
acculturate them to this new writing practice (Lafont-Terranova & Niwese,
2015).

From an epistemological point of view, research writing is used not only
to appropriate knowledge but also to construct “something novel (however
minor)” (Deschepper & Thyrion, 2008, p. 66). This implies both a specific
methodological approach (constructed in and by language) and the need to
mobilize and network concepts and notions.

On the dialogical plane, this knowledge construction is achieved through
a constant dialogue with one’s sources (prior, contemporary or even future),
which are, in turn, multi-voiced. The writer constructs her object not only by
relying on other sources but also by positioning herself in relation to them.
Managing this discursive polyphony is a real challenge for novice researchers.

As for the enunciative position, it is made difficult by the very status of
research writing, which oscillates between two extremes:

on the one hand, an objective stance reflected in the neutral-
ization of subjectivity in the act of perception and interpre-
tation, hence the tendency to adopt an impersonal style (via,
for example, nominalization and use of the passive) and, on
the other hand, the need for authorial commitment, which
is reflected in modality and hedging, in the verb modes and
tenses used, etc. (Lafont-Terranova & Niwese, 2015, p. 193)

'The separation of these three dimensions (epistemological, dialogical, and
enunciative) is more a response to methodological concerns than a reflection
of reality. In fact, the three levels are intertwined. In the following passage
for instance, MA (2011) constructs the notion of relationship to writing by
adopting a posture of “overenunciation’—elimination of the singular subject
pronoun (Grossmann & Rinck, 2004), arguing instead by using connectors
and a suitable lexis, and situating herself in relation to a source:

The relationship to writing is therefore a complex notion
which requires a detailed description and in which many el-
ements come into play. It can be noted that the notion of
relationship to writing is close to the notion of social repre-
sentation, but it has an advantage as it goes beyond the no-
tion of “social representation” since it can include representa-
tions but also the possibility of discussing or observing one’s
own practices. The expression “relationship to” is therefore
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preferable because, as pointed out by Marie-Claude Penloup
(2000), it highlights the activity and involvement of the sub-
ject, whereas the notion of representation refers rather to a
passive subject who endorses the standard, widely-used dis-

course. (MA, Vdef., 2011)

We have shown in previous studies (Lafont-Terranova & Niwese, 2012b,
2015) that thanks in particular to the rewriting activities and accompanying
support, our methodology makes it possible to monitor the improvements
not only on the language level but above all on the three planes mentioned
above. Thus, in the following example, through two replacements and one
addition compared to the V1 of his dissertation, the writer provides a better
conceptualization of writing didactics, which she clearly distinguishes from
its object (rewriting). (The passages that were added with respect to V1 are
in bold between double slashes. The term in V1 that has been erased is struck
through, while the term that has replaced it is between double slashes.)

Writing didactics is recent discipline. Until the early 1980s,
it-formed-onlyaminorpart-of/ writing was not yet an im-
portant topic in/ the didactics of French and /,/ so it was
little studied. Before the advent of writing didactics, inter-
est focused for example on learning to write in relation to
reading /and therefore on all the work around graphomotor
ability/ or on literary writing, but not on the act of writing

itself. (PP, 2009)

Likewise, in a long addition of which we give only the beginning here,
MA (2011) returns to her discovery of the interest of drafts, and analyzes this
discovery as indicative of the evolution of her conception of writing, referring
to the article by Barré-De Miniac that had been studied in class:

In fact, it’s thanks to the writing workshops, to the particular
environment they create, and especially thanks to this partic-
ular moment that I managed to write and /to/ discover the
interest of drafts / Moreover, it’s thanks to this discovery
that my conception on this point evolved. These remarks
very clearly reflect an evolution in my way of seeing things,
in other words, in my conception of writing. As Christine
Barré-de Miniac (2002, p. 29) says, the relationship to writ-
ing has several dimensions, and one’s conception is one of
the dimensions of this notion. [ ....]/ (MA, 201m)
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In order to better grasp the way in which rewriting fosters the transition
from reflexive writing to research writing, it is interesting to return to the be-
ginning of the excerpt from the dissertation by MS (2010) quoted above and
analyze the changes between V1 and Vdef:

/The example I find the most enlightening is the writing
prompt “Writing is .. .” (Cf. Appendix, p.21)./ My thinking-
torewriting{whicht-witt-discusstater) / There’s a natural

evolution between the first and the second version because
I had to write other texts in the meantime./ Indeedtob-
serve/] also notice that my first three versions of “Writ-
ing is . ..” never mention deletions, the fact of erasing, of
backtracking, of remodeling the text, etc. From the fourth
version on (Cf. Appendix, p.22), a significant change took
place however, since I wrote about a novice writer that
“once on the ice-rink of writing, his feelings confirm his
initial thoughts: he falls, falls again, and yet again . ...”
(MS, 2010)

It can be seen that, thanks to the two replacements and the two additions
indicated above, the three versions to which MS returns to acquire the sta-
tus of data are more fully referenced. The reflexive comment on the writer’s
evolution becomes, owing in particular to the relatively impersonal authorial
stance, an enlightening example in the writer’s argument.

We have called the rewriting activity scaffolded because it takes place with
various kinds of help from the teacher during many exchanges with the writ-
er, particularly when giving feedback on V1. Several studies conducted on the
effects of the methodology have enabled us to develop assessment criteria
for the dissertations (Lafont-Terranova & Niwese, 2012a) and subsequently
to construct support tools. This means that the teacher’s feedback is better
targeted, as shown by a case-study of the dissertation by AD, 2012. Apart
from comments on language difficulties, which can be at least partly related
to “writing insecurity (Dabéne, 1991) which is likely to increase when one is
faced with a new type of writing” (Lafont-Terranova & Niwese, 2015, p. 192),
our analysis shows that most of the teacher’s comments on V1 (almost 80%)
concern aspects that are specific to research writing. The teacher’s comments
can be broken down as follows: 47% for the epistemological dimension, 21%
for the dialogical dimension, 10% for the enunciative dimension, and 22% for
linguistic and textual features.
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Retour de I'enseignant sur la V1

® Epistémologie
Dialogie

¥ Enonciation

B Langue et texte

Figure 14.3. Analysis of teacher comments on V1

As a conclusion to the clues of acculturation to research writing, we would
like to focus on an excerpt from the dissertation by HB (2009) which shows
how additions can confirm the apprentice-researcher posture that the writ-
er is beginning to adopt. “In this excerpt, it is a researcher ‘T’ who expresses
commitment to, and extrapolates, some of the preceding reflexive analyses”
the first addition enables HB to hypothesize about the reason for the larg-
er number of rearrangements in the dissertation compared to the creative
writing texts; the second addition enables him to hedge his interpretation by
specifying “that his first claim remains tentative until confirmed or invalidat-
ed” (Lafont-Terranova & Niwese, 2012b):

/Here in particular, the more frequent use of this operation
[rearranging] in academic writing can be attributed, I think,
to the need to conceptualize what one is writing, which leads
to readapting the way in which ideas are linked together as
one writes./ As for the other three procedures / operations/,
it seems to me that Fusedattthree / I used them// with about
the same frequency, whether for the creative writing texts or
when writing my dissertation. / For the creative writing texts
of which I have traces of the different draft versions, it would
be necessary to count occurrences in order to be able to do a
precise comparison./

3. Conclusion and Perspectives

In conclusion, we wish to stress four points. First of all, analyzing the rup-
tures in the relationship to writing and written texts that a student entering
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graduate level has to undertake should not mask the continuities between the
difterent levels of study at university, or between secondary and higher educa-
tion. “In a didactic context where increasing attention is paid to writing and
written texts as contributors to the construction of thought and of knowl-
edge in various disciplines” (Lahanier-Reuter & Reuter, 2002, p. 113), the aim
appears rather to be to help pupils and then students extend their literacy
to ever wider fields. In this process, the discovery and experience of writing
should take place in gradual stages throughout their apprenticeship (at school
and at university). It is essential to make this demand visible by clarifying
the expectations that relate to the new types of writing they are required to
produce at each stage, while at the same time developing scaffolding that is
suited to each level of writing. This will attenuate the effects of the ruptures
and enable the pupil, and then the student, to construct herself as a writer
capable of engaging with the writing process and experiencing the epistemic
purpose of writing.

Secondly, we have approached the broader problem addressed here—writ-
ing (and teaching to write) in order to construct knowledge—by drawing on
notions borrowed from textual genetics and a specific conception of writing
didactics. As the words used in the previous paragraph suggest, however, we
consider that this approach is perfectly compatible with others whose didac-
tic interest in developing an ever more extensive literacy has been demon-
strated by a large number of studies. We refer here in particular to the notions
of secondary discourse (Jaubert, 2007; Bautier, 2009), of discourse community
(Jaubert & al. 2012) or distancing (Kervyn, 2009). The dissertation genre can
be considered to prefigure the thesis or research article genre, both prime
examples of higher-order (secondary) genres. Likewise, the methodology we
have presented aims at distancing the act of writing (creative writing and
then initiation into research writing) via writing of the diary and the various
opportunities for reflexive comment it ofters and which are reinvested in the
writing-rewriting of the dissertation.

'The third point we wish to emphasize is the specificity of our approach,
which borrows tools and concepts from textual genetics in order to provide
close guidance for each writer during the writing process and to set up an
exchange which fosters and scaffolds the dialogue that the writer engages in
with herself throughout the writing process.

Lastly, an important point is the fact that in the method proposed here,
the knowledge and know-how to be constructed concern both writing and
writing didactics. The two objectives (training in writing didactics and accul-
turation into research writing) are indeed closely inter-related. On the one
hand, “writing is a literate practice that enables one to reflect reflexively about
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writing” (Colin, 2014, p. 60), while on the other, “Training for (and by) re-
search writing” (see the title of the article already mentioned by Rinck [2011])
fosters the conceptualization and appropriation of notions that, in the present
case, lead to a better understanding of what writing is.

Notes

1. 'The work presented here is part of the project Acculturation i ['écriture de recher-
che et formation i la didactique de Iécriture financed by the MSH Val de Loire and
conducted in collaboration with a team of the LLL (Orléans) and the LACES
(Bordeaux).

2. A feature of the model by Hayes and Flower that is of particular relevance to
our work is its recursivity; this aspect is often neglected in didactic applications,
which are underpinned by a vision of writing as a staged activity (Plane, 2006).

3. Project for the entry “Writing workshops from school to university” in Dic-
tionnaire de la Didactique de la Littérature (Massol & al., in preparation).

4. 'The first evaluation of the experiment launched in 2005-2006 (Lafont-Terrano-
va, 2008) resulted in some changes to the design—greater stress was subse-
quently laid on research writing to favor didactic transfer.

5. Initially, students were asked to submit a 10-page paper, not counting Appen-
dices. As most of the students in fact handed in dissertations about 20 pages
long on average, the instructions concerning length were changed in 2012 to
20 pages not counting Appendices. Since then, the dissertations have usually
exceeded 20 pages, with some even over 30 or 40 pages.
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'This study contributes to understanding the initiatives, pro-
grams, scholarship, professional networks, and organizations
concerning the teaching of writing that are rapidly developing
across Latin America. Writing scholars are emerging from

a number of disciplinary bases (particularly languages and
linguistics, education, and humanities) and are situated in no
single department. Similarly, influential authors represent a
variety of theoretical approaches. The lack of common journals
as well indicates that no core scholarly identity has emerged.
Further, the lack of journals with broad geographic reach
indicates limited opportunities for regional communication.
All these clues indicate an emerging field that is looking in
multiple directions, in ways that seem to be reaching beyond
disciplinary and institutional locations, but which has not yet
formed its own communicative structure.
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Cette étude se propose de contribuer a la compréhension des
initiatives, programmes, systeémes de bourses, réseaux pro-
fessionnels et organisations consacrées a lenseignement de
lécriture dans 'Amérique latine, l'ensemble de ces dispositifs
ayant connu un rapide développement. Les étudiants qui
apprennent l'écriture universitaire sont issus d’un grand nom-
bre de secteurs disciplinaires—en particulier les secteurs des
langues, de la linguistique, de I‘éducation et des humanités—et
ne sont pas regroupés dans un département unique. On note
également que les auteurs qui influent sur le champ présentent
des approches théoriques diverses. Uabsence d’une revue qui
serait commune indique aussi qu’il ne seest pas encore consti-
tué un noyau qui serait fondateur d’'une identité intellectuelle
partagée par les universitaires concernés. De plus, le manque
d’une revue a large portée géographique signale que la commu-
nication entre les différents secteurs géographique est limitée.
Tous ces indices montrent qu'il s’agit d'un domaine émergent,
qui soriente vers de multiples directions, vers des voies qui
peuvent étre atteintes au dela des spécificités disciplinaires et
géographiques, mais qui n’a pas encore constitué une structure
de communication qui lui soit propre.

1. Introduction

'The teaching of writing has not traditionally been part of higher education
in Latin America, but in recent years programs and research in both L1 and
L2 reading and writing have grown rapidly in individual countries and across
the region. In Latin America, as in much of the world, the teaching and
support of academic writing in higher education has little prior professional
or institutional infrastructure, little scholarship, and few academic networks.
However, in recognition of the need for writing development in first language
(Spanish and Portuguese) and second language (primarily English) new ini-
tiatives are being developed from Mexico south to Argentina and Chile. Mo-
tivations range from inclusion of new student populations and educational
reform, transforming learning from reproducing authoritative information to
active student engagement in disciplinary epistemic practices, to promoting
democratic participation and advancing competitiveness in global research
communities, global economy, and other information age imperatives.

In support of these initiatives, programs, and scholarship, professional net-
works and organizations are rapidly developing across the region. Academic
networks in Latin-American countries focusing on all levels include the UN-
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ESCO Chair on Reading and Writing in Latin America (Catedra Unesco para
la lectura y la escritura en América Latina, http://www.unesco-lectura.univalle.
edu.co/), and “Networks for Transforming Language Teaching” (Redes para la
Transformacion docente en la ensefianza del lenguaje, http://encuentrolenguaje.
univalle.edu.co/ques.html). The Redlees Network on Reading and Writing on
Higher Education (Red de Lectura y Escritura en la Educacion Superior (http://
www.ascun-redlees.org) was created in Colombia in 2006 particularly to focus
on literacy in higher education levels. In Argentina, GICEOLEM (a collective
founded in 2005) brings together research faculty from three public universities
for research and teacher training on reading and writing in all subjects (see
https://sites.google.com/site/giceolemzoro/). These and other developing net-
works testify to the growth of engaged professional communities.

'This growth has drawn on resources from both within and beyond the
region, to develop a unique configuration appropriate to local needs, insti-
tutional dynamics, and intellectual traditions. Understanding this growth is
useful both for educators in this region engaged in building such initiatives
and for contributing to a more general understanding of the growth of higher
education initiatives. While there have been some preliminary attempts to
document the growth of writing studies and writing programs globally (most
notably Thaiss et al, 2012, but also the two prior volumes from this series,
Bazerman et al., 2010; Bazerman et al., 2012), there has yet been no regional
survey of developments in Latin America. The current study provides a pre-
liminary map of the disciplinary and intellectual resources being drawn on as
writing initiatives develop in the region and how these intellectual resources
and networks are positioning Latin American work with respect to global
resources and are structuring intellectual communities within the region.

'This study is part of the ILEES Project (“Iniciativas de Lectura y Escritura
en la Educacion Superior en América Latina / Initiatives on reading and writ-
ing in Higher Education in Latin America,” http://www.ilees.org). The larger
ILEES project aims at developing a comprehensive, diverse, and inclusive
map of research and pedagogy tendencies in teaching higher education writ-
ing in the Latin American region. The objectives of the project are to map
out the development of the field through the identification of the centers of
practice, as well as the existing and emerging academic networks, in order to
a) identify and understand the dynamics and intellectual influences of the
emerging field by having knowledge of the various initiatives in higher edu-
cation in reading and writing in the regions, the forming networks, and the
intellectual resources drawn on and produced, and to b) elaborate a website in
three languages (Spanish, Portuguese, and English) to share data and show-

case the sites of practice we have been able to identify.
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2. Methodology

'The research of the larger ILEES project mixes survey, interviews, and ongo-
ing action research methods. Other publications will represent other aspects
of the work. For the purpose of this chapter, we will limit our report to the
part of the survey relevant to characterizing the disciplinary affiliations of the
survey participants by making inferences from their institutional academic
afhiliations, authors who are nurturing their initiatives (teaching, researching,
and publishing), and journals or other resources reported as highly consulted
by the participants.

2.1 Survey

Through an online questionnaire, basic programmatic, institutional, publica-
tion, and intellectual network data were initially collected from Argentina,
Chile, Colombia and Mexico; then later from Brazil, Puerto Rico, and Ven-
ezuela; and finally through open invitation to all Latin American countries.
'The survey was disseminated through snowball techniques, described below.
Through these procedures we have invited 321 participants and received 118
responses. The number of invitations and responses by country are listed in
Table 15.1. We have now opened up the survey to voluntary participation
through our project website in order to keep track of unfolding developments,
but this current study is based on data collected only by invitation, with col-
lection finishing August 31, 2013.

Table 15.1. Response rates by data collection stage

Countries Sent Responses Rate
First stage Argentina, Chile, Co- 161 66 40,99%
lombia, Mexico
Second stage | Puerto Rico, Venezuela 48 14 29,16%
Brazil (Portuguese) 112 37 33,92%
Totals 321 118 36.76%

'The online survey, designed and piloted in Spanish during summer 2012, is
organized in four sections and contains 9 principal questions with open and
closed answers. The first section collects information regarding institutional
information of the participants. The next section explores information upon
teaching initiatives known by the participants in their universities and in
other institutions. The third section includes questions regarding authors,
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journals, books, and databases used as resources by the surveyees, as well as
publication venues from Latin America and Spain to publish their work. This
section also collects titles of publications, oral communications, and research
projects. Finally, the fourth section asks for the name of other scholars who
might be interested in responding to the survey. This study focuses primarily
on data from the third section, along with institutional data of the partici-
pants to identify academic orientations.

2.2 Distribution of the survey

'The Spanish version of the online survey was initially distributed to L1 (Span-
ish) teachers of writing in Argentina, Chile, Colombia, and Mexico. These
initial countries were chosen because of the high level of activity in them
among Spanish speaking countries as perceived by the team; this perception
has been confirmed through the survey. A preliminary list of 20 scholars was
created by the researchers based on their knowledge of the field (i.e., iden-
tifying scholars known by their publication and leadership in disseminating
programmatic research and pedagogy projects). The preliminary lists created
were sent to two scholars in each country to receive their recommendations
before defining the final list for the survey. To that initial sample of four
countries, at the end of 2012, we added Brazil, Venezuela, and Puerto Rico,
using similar snowball techniques.

For Brazil, we translated the questionnaire into Portuguese. Also we ex-
tended the focus from L1 (Portuguese) to L2 (English as a Foreign Language)
writing and accordingly added a question identifying which language the
respondents worked with and whether this was L1 or L2 for the students.
Because of the size of Brazil and the large number of universities, the initial
survey sample was 30 for L1 and 30 for L2, and this number was extended by
snowball recommendations which were part of the survey. Since September
2013, the online survey has been opened to voluntary participation for all coun-
tries in Latin America through the project website at http://www.ilees.org.

2.3 Analytic methods

'The survey consisted of a mix of closed choice items that could be aggregated
quantitatively and open field questions. After the initial round of data gather-
ing from Argentina, Chile, Colombia, and Mexico a findings report was col-
lected and examined by the team. The quantitative material was descriptively
gathered, and the open field material was aggregated for: a) names of univer-
sities; b) names of the academic units to which the surveyees were affiliated;
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¢) influential authors (to which we assigned country of origin and theoretical
orientation), books, databases, or other resources mentioned by the survey-
ees in the third section of the survey. The analytic report presented data by
country and overall, to allow for comparison of trends in different countries.
In this study we will present the overall results, and supplement that with
some per country data. We present the quantitative data descriptively and do
not attempt statistical inferences or test for inferential significance. Further
details of the survey responses are available at the ILEES.org website.

3. Results

We present the results in four principal topics: academic units, influential
authors, theoretical orientations, and journals or resources for reference and
publication.

3.1 Academic units

Despite variation in the naming of the academic units from country to coun-
try and university to university, we were able to categorize the institutional
department of the participants as listed in Table 15.2 and Figure 15.1.

Table 15.2. Reported Institutional Unit

Academic unit Frequency Percent
Language and Linguistics 46 39%
Education 25 21%
Humanities 19 16%
Not applicable/none 5 4%
University services 5 4%
Science 4 3%
Other (one mention) 3 3%
Hispanic or cultural studies 3 3%
Communication 3 3%
Directorates of research 3 3%
Speech Therapy 2 2%
Totals 118 100%
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Overall, the most common disciplinary orientations of the academic units
to which the surveyees were affiliated were Languages and Linguistics
(39%), Education (21, 2%), and Humanities (letters, arts, and philosophy)
(16, 1%), together comprising about two thirds of the sample. No other
units had more than 5 percent of participants. While substantial num-
bers of people are located within a few departments, there seems to be
no well-defined or clearly dominant unit in which writing specialists are

housed (Figure 15.1).
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Figure 15.1. Distribution of academic units by percentage

When examined on a country basis, there are some differences (Table
15.3 and Figure 15.2). In Brazil, Chile & and Venezuela, languages and
linguistics dominated while in Argentina 36% were in education and
most of the others in non-academic or service units (45%); Colombia
reported equal numbers in education and language and linguistics (30%
in each). Also, in several cases respondents were affiliated to more than
one academic unit. For statistical purposes, we decided to count only the
first one mentioned.
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Figure 15.2. Distribution of academic units by country
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Table 15.3. Categorization of academic units by country

|Academic unit | Argen-| Brazil | Chile | Colom- | Mexico | Pto. |Venezu-| Total | Percent
tina bia Rico cla
Language and 1 17 10 8 3 2 5 46 | 39%
Linguistics
Education 4 5 8 2 2 25 | 21%
Humanities 12 19 | 16%
Not applicable/ 2 0 0 3 5 4%
none
University ser- 3 0 1 0 1 0 0 5 4%
vices
Science 0 0 1 0 0 4 3%
Other (one men- 0 2 3%
tion)
Hispanic or cul- 0 0 0 0 0 3 0 3 3%
tural studies
Communication 0 0 0 0 0 3 3%
Directions of 0 3%
research
Speech Therapy 0 0 1 1 0 2 2%
Totals 11 38 18 24 13 7 118 | 100%
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Figure 15.3. Distribution of influential authors by percentage (N=315)
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3.2 Authors

'The first striking thing about the authors that were viewed as influential was
there were very few authors that were widely shared. In fact, 31% of the total
mentions are authors that were mentioned only once, whereas only four au-
thors received 10 or more mentions (equivalent to 30,8% of the total of N=
315). Figure 15.3 presents as a percentage of the total all the reported influential
authors that received 2 or more mentions. When these influential authors are
categorized by theoretical and methodological affiliation (see Table 15.4) and
by geographic region of origin (see Figure 15.5), the wide range of influences
is even more evident.

3.3 Theoretical Orientations

'The categories in Figure 15.4 were determined by examining the work of the
authors cited twice or more as influential, and developing these categories
based on our knowledge of the field and the content of their published work:
school, origin, and language.

Table 15.4. Theoretical orientations of the influential authors
mentioned twice or more (N=217)

Theoretical Orientation Frequency Percent
Academic literacy 41 19%
Rhetorical Genre Studies 21 10%
Genre Studies 8 4%
Critical Literacies / NLS 6 3%
Critical Genre Studies 7 3%
Critical Pedagogy 4 2%
Pedagogy 2 1%
Didactics 26 12%
Psychology of learning 14 6%
Psychology 2 1%
Cognitive Processes 8 4%
Psycholinguistics 4 2%
Linguistics 4 2%
Textual Linguistics 6 3%
Discourse Analysis 10 5%
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Theoretical Orientation Frequency Percent
Corpus Linguistics 8 4%
English for Specific Purposes 17 8%
Systemic Functional Linguistics 9 4%
Socio-Discursive Interactionism 16 7%
History 2 1%
History of writing 2 1%
Total 217 100%

'The theoretical orientations can be aggregated in three large groups, as shown
in Figure 15.4, Languages and Linguistics, Education (including Psychology)
and Rhetorical and Literacy studies. While the first two approximate the
percentages of departmental or academic unit location of faculty (see Figure
15.1) the large percentage of rhetorical and literacy studies does not match
departmental location.

Rhetorical and
literacy studies
40%

Figure 15.4. Aggregated theoretical orientations of influential authors

The aggregated 40% of influential scholars having a rhetorical and academic
literacy orientation do not correlate with any institutional location reported
by the respondents. While rhetorical and literacy studies may be construed
as being in the humanities, they are not traditionally part of humanities de-
partments in Latin America. But even if we so construe these approaches as
humanities, they turn out to be the most influential, despite the humanities
being only the third largest institutional home. So it appears that the study of
writing seems to be drawing scholars in different directions than is traditional
in their institutional affiliations.
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International,
Francophone
Local, Lusophone 10%
11% International,
Russian-Speaking

2%

International,
Spanish-Speaking
16%

Figure 15.5. Geographic location of the influential authors

'The geographic location of influentials identified is shown in Figure 15.5.
There is an eclectic mix of local and international influences, drawing most
prominently on scholarship in Spanish and Portuguese, totaling 57%, but
with strong engagement with international scholarship in both English and
French. Local scholars, either in Spanish or Portuguese, aggregate together a
41% of the mentions. However, a more detailed examination of the data on a
country by country basis shows some interesting patterns.

In Portuguese-speaking Brazil, the influential Latin American authors
(with a single exception of Emilia Ferreiro) were Lusophone and from Brazil.
Similarly, in Spanish-Speaking Latin America, there was only one Brazilian
or Lusophone influential (Paulo Freire). Thus there seems to be little influ-
ence between Spanish speaking and Portuguese speaking Latin America. The
international influences from outside the region also show an interesting pat-
tern. Scholars from Spain, such as Daniel Cassany, Monserrat Castell6, and
Estrella Montolio are mentioned only in Spanish-speaking countries, and
Francophone scholars such as Jean-Paul Bronckart are mentioned substan-
tially in Brazil, with only occasional mentions in Spanish-speaking regions (all
located in Colombia). It should be noted, however, that Anglophone scholars
such as John Swales and Charles Bazerman as well as other international
scholars such as Mikhael Bakhtin are shared across both Spanish-speaking
and Lusophone regions.

Within Spanish speaking Latin America there were some further local
patterns, with some authors having greater influence (or even their only in-
fluence) within their home country, and each country having a distinctive
profile of influences. In the Spanish speaking-countries at least some Span-
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ish-speaking influentials from other countries in Latin America are men-
tioned in each case, with some having region wide prominence; for instance,
the Chilean scholar Giovanni Parodi is mentioned by surveyees in Chile,
Colombia, and Puerto Rico, and the Argentine scholar Paula Carlino is men-
tioned in all the Spanish speaking countries. Thus there appear to be among
Spanish speaking countries both internal national influences and region wide

Spanish speaking influence.

3.4 Journals, Websites, and Databases for Reference and Publication

Across the region and in all countries, there seems to be no single dominant
resource that participants reported using. “Resources” were defined in the sur-
vey as journals, databases and websites the respondents frequently consulted
in their practice. By far the largest number of identified resources (77 out of
297, comprising 25.9 percent), were mentioned only once.

Table 15.5. Resources (journals, websites and
databases) frequently consulted

Source Frequency Percent
Other (one mention) 79 26.60%
None / no answer 18 6.06%
Lecturay Vida (IRA) 16 5.39%
Signos 16 5.39%
Reading Research Quarterly 11 3.70%
Scientific Electronic Library Online (Scielo) 11 3.70%
Applied Linguistics 8 2.69%
PRODEAC (Programa de desarrollo de habilidades

de lectura y escritura académica a lo largo de la 8 2.69%
carrera)

Not Identified 7 2.36%
Real Academia Espafiola 7 2.36%
REDLEES / ASCUN 7 2.36%
The WAC Clearinghouse 7 2.36%
REDALYC (Network of Scientific Journals Latin 6 2.02%
America And The Caribbean, Spain And Portugal)

Science direct/EBSCO-Host 6 2.02%
Signo y Sefia 6 2.02%
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Source Frequency Percent
Discurso y Sociedad 5 1.68%
Revista de Linguistica tedrica y aplicada (RLA) 5 1.68%
Textos (Didéctica de la Lengua y la Literatura) 5 1.68%
Dialnet 4 1.35%
Discurso (Blog F. Navarro) 4 1.35%
Journal of Writing Research 4 1.35%
Sage Journals 4 1.35%
Textos en context 4 1.35%
gl;lltcergThe Education Resources Information 4 135%
'SIi}tl; Online Writing Lab (OWL) at Purdue Univer- 4 135%
gizf;aa[iljtiico para la Lectura y la Escritura en 3 1.01%
Elcastellano.org 3 1.01%
GICEOLEM (Grupo para la Inclusién y Calidad

Educativas a través de Ocuparnos de la Lectura y la 3 1.01%
Escritura en todas las Materias)

Infancia y Aprendizaje 3 1.01%
Lenguaje 3 1.01%
Revista Mexicana de Investigacién Educativa 3 1.01%
Portal CAPES 3 1.01%
Revista Ibérica 3 1.01%
Written Communication 3 1.01%
Cervantes.org 2 0.67%
Discourse Studies 2 0.67%
English for specific purposes 2 0.67%
Escrituraylectura.com.ar (Escritura y produccién de

conocimiento en las carreras de posgrado) 2 0.67%
Journal of Second Language Writing 0.67%
Onomazein 0.67%
Revista Aled 0.67%
Totals 297 100.00%

Only 4 resources were mentioned more than 10 times: Lectura y Vida 16
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(5.4%), Signos 16 (5.4%), Reading Research Quarterly (RRQ) 11 (3.7 percent),
and Scielo 11 (3.7 percent), of these, only Lectura y Vida is literacy focused, and
it has ceased publication as of 2010. Signos was founded in 1967 and since 2005
publishes research articles in Spanish on the fields of psycholinguistics, text
linguistics, discourse linguistics, and applied linguistics, SCIELO is a website
of open access portal for journals in all fields, and RRQ_is a reading journal.
13 participants mentioned not using specific resources or did not provide re-

sponses (Figure 15.6).

12.0%
10.3% 10.3%
10.0%
8.3% 7%
8.0% L2
6.0% -
3.8%
4.0% - 32% 32%
2‘0% _ I l
0.0% - T T T T
None/nouse/no Lecturay Vida Reading Library Online  Signoy Seiia Signos WAC
answer (IRA) Research (Scielo) Clearinghouse
Quarterly

Figure 15.6. Distribution of resources mentioned more thanio times

The largest number of responses for journals that the respondents would de-
sire to be published in were for single-mentioned journals (45 out of 243 re-
sponses, or 18.5%) or none or do not know (43, or 17. 7%). One journal, Signos,
stood out as a preferred site for publication for work on writing research
with 23 responses (9.5% of the total responses and about 20% of respondents,
representing 6 Spanish speaking countries). No other journal received 10 or
more responses.

Four journals were listed by 8 or g respondents (3.3 or 3.7% each). Lectura
y Vida (mentioned by respondents in four countries) was so listed although
it was no longer publishing. Three of the four preferred journals were men-
tioned only in their country of Publication: the Brazilian Revista Brasiliera
de Linguistica Aplicada, the Colombian Lenguaje, and the Revista Mexicana
de Investigacion Educativa. Finally, 8 of the 9 mentions for the Colombian
Magis were in Colombia. Thus only the linguistic Signos and the discontinued
Lectura y Vida seemed to reach across the region in any substantial way as a
favored publication venue (Figure 15.7). It should also be noted that in Brazil
there were no mentions of Spanish-Speaking journals and in Spanish-Speak-
ing countries there was only one mention of a Brazilian journal (Linguagem
em Discurso). Thus there appears to be a strong pattern of local publication
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with only two journals (only one of them still publishing) reaching across the
Spanish-speaking region, and almost no publications crossing the language

divide.
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Figure 15.7. Frequency of preferred publishing journals

4. Analysis

First, we would like to comment on the numbers of respondents. Our re-
sponse rate of over 36% overall is good, especially given the length and com-
plexity of the survey instrument. We also have reason to believe, based on the
team’s insider knowledge of the region, that we have gotten good saturation
of information, with reporting on most initiatives and scholars in the field. In
fact, because we attempted to be inclusive in our initial invitations and snow-
ball extensions, we suspect that many of our non-responses were from people
who felt they did not participate fully enough in the field to have anything
to report. Thus our self-selected respondents may reflect closely the emergent
shape of the emerging field, with still small numbers of participants located
in a few pockets of work. Our further mapping of the region may confirm
this suspicion.

This field is emerging out of a number of disciplinary bases (particularly
languages and linguistics, education, and humanities) as well as institutional
service locations and is situated in no single department, though in some
countries there are different mixes of academic and service units. Similarly,
there is a disciplinary and theoretical spread in the authors seen as influenc-
ing the field, so there is no crystallization around a single or small number of
approaches. On one side, the variety of academic units and theoretical orien-
tations of influences could mean a healthy eclecticism, but on the other side
it could also reflect dispersion, and lack of cohesive networks over common
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interests and approaches. A deeper investigation into the work of individual
scholars to see whether they are eclectic or within theoretical and disciplinary
silos might help us interpret the situation more fully.

The lack of common journals, and particularly journals that reach across
the various perspectives to address the multiple approaches to writing, how-
ever, indicates that the field may not have yet emerged with a core scholarly
identity and with common discussions. Further, the lack of journals that have
broad geographic reach across the field indicates limited opportunities for
regional communication. Certainly there seems a strong linguistic divide be-
tween scholars whose first language is Portuguese and those whose is Span-
ish, as indicated both by the lack of orientation to each other’s journals and
by the lack of orientation to each other’s leading scholars. Further, while they
seem to share an interest in Anglophone scholars, the Portuguese speakers
orient to European Francophone scholars and the Spanish speakers to Euro-
pean Spanish scholars, with little crossover.

All these clues indicate an emerging field that is looking in multiple direc-
tions, in ways that seem to be reaching beyond disciplinary and institutional
locations, but which has not yet formed its own communicative structure in
journals. There appear to be in recent years an increasing number of confer-
ences that have an expanding place for writing, though these are within or-
ganizations of different scope. For example, The International Symposium on
Genre Studies (SIGET) was created in 2003 in Brazil aiming at exploring the
relationship between genres and the many human activities that they engen-
der. The symposium meets every other year in Brazil, but it draws a number
of other scholars from within Latin America and from other regions. Many
of the participants are particularly interested in using genre approaches to un-
derstand and teach writing. Another academic network in Latin America is
'The UNESCO Chair on Reading and Writing in Latin America, which deals
with the fields of teacher training and research into reading and writing at
all educational levels. Within its regular congresses an increasing number of
papers are specifically focused on the teaching of writing. Similarly, the Inter-
national Reading Association has been holding biannual meetings on reading
and writing at all educational levels; although the papers at this congress
have been predominantly focused on reading and on primary and secondary
levels, some work on writing and particularly higher education writing has
been presented. Finally, in Colombia the nationally sponsored REDLEES
Network on Reading and Writing on Higher Education (Red de Lectura y Es-
critura en la Educacion Superior) since 2006 has been holding events aimed at
improving reading and writing in all Colombian universities. Because of the
uniqueness of its focus on writing in higher education, it has become a de fac-
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to region-wide meeting place for Latin American higher education writing.

As yet these developments have not yet led to a region-wide focused set
of conferences or organizations with writing or higher education reading and
writing as a central theme. Nor has it led to a journal or set of journals creating a
core place to find and publish articles on higher education reading and writing

What is most promising is that there is attention in each country to local
scholars who are emerging as intellectual leaders in the field and that a small
number of scholars are beginning region-wide attention, indicating some com-
mon approaches. Nonetheless, the lack of focused publication and conference
venues to support interchange stands in the way of developing further intellec-
tual coherence of the field. More detailed study of the conference programs in
the recent past and as they emerge in near future can also tell us in greater depth
what the dynamics of intellectual growth in the field are.

Similarly, the attention to scholarship from other regions and from mul-
tiple theoretical orientations can be a great strength, but it would be useful
to see how these resources are being used in the Latin American region. Are
the approaches from outside the region entering into a complex multi-sided
discussion, in which Latin American scholars as equals are contributing new
perspectives and fresh research, even as they are learning from what has gone
on in other parts of the world or are the Latin American scholars only applying
external approaches to local data and conditions?

A more detailed study of the uses made of external influences as well as of
how internal communication emerges can in a more general way reveal much
about how new scholarly communities form and how they draw on and relate
to existing intellectual communities. The ILEES project will continue to docu-
ment and study these processes as well as the emergence of practical programs
and the relation of those programs to the emerging scholarly approaches.
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“Cultural Anchors”

of Chinese Students’
University Writing: The
Learning Culture and
Academic Traditions

Agnes Pernet-Liu

Birjine Warcuéy DAxug, CHINA

This chapter takes an intercultural perspective on academic
literacy focused on the didactics of French for Academic Pur-
poses. It is linked as well to the long-standing field of sinology
and Chinese research on Chinese Writing. This work lies
within the scope of the latest research on academic literacy in
intercultural perspective, on didactics of French for Academic
Purposes, and it is linked as well to the field of long-standing
sinology and Chinese national studies research on Chinese
writing. This research analyzes a corpus of textual productions,
in French and in Chinese, written by Chinese students who
have learned French at the university in China, and a corpus of
comprehensive interviews in Chinese with those students. The
analysis of academic dissertations written by Chinese under-
graduate and graduate students studying in several Chinese
universities shows a few specificities of the writing of Chinese
students completing academic writing tasks. These features are
described and linked to the students’ discourse on their writing
practices and on their training to writing and to academic
writing. The writing of Chinese university students in China
has its basis in five main cultural anchors: Chinese culture;
learning culture developed in Chinese schools with specific
exercises for the acquisition of Chinese characters; western
academic rhetoric, which is a part of what China has borrowed
from universities in Europe and America since the 19th cen-
tury; literary writing in the Chinses academic tradition, which
can especially be found in the forms and uses of the impe-

rial examination system (keju-zhidu); and the writing of the
contemporary scientific community. Through this analysis, it is
possible to approach some of the specific features of academic
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writing in China (xue-shu xiezuo).

Cette contribution présente des résultats issus d’'une recherche
en didactique de Iécriture en Francais langue étrangére, por-
tant sur écriture des étudiants chinois dans 'Université chi-
noise. Les analyses portent sur un corpus de productions textu-
elles en frangais et en chinois écrites par des étudiants qui ont
appris le frangais a 'université en Chine et un corpus dentre-
tiens en chinois avec ces étudiants. Lanalyse des productions
des étudiants de premier cycle et des étudiants avancés issus

de différentes universités chinoises fait apparaitre plusieurs
spécificités de Iécriture académique d’étudiants chinois. Ces
spécificités sont reliées au fait que lécriture, pour ces étudiants,
prend racine dans des traditions séculaires concernant les écrits
de savoirs, I'intelligibilité et I'interprétation du monde existant.
Nous distinguons ainsi cinq ancrages culturels de [écriture

des étudiants en contexte universitaire : la culture chinoise, la
culture d’apprentissage de 1école chinoise, Iécriture lettrée de
la tradition académique chinoise, la rhétorique universitaire
occidentale et enfin [écriture de la communauté scientifique
internationale contemporaine. La notion décriture académique
(xueshu xiezuo) dans le contexte chinois peut étre reliée dans
une perspective plus large 4 la notion décriture (wen) dans la
culture chinoise telle que I'ont analysée les sinologues.

'The results which are presented in this chapter are based on research on the
didactics of French as a foreign language and the practices of intertextuality
in Chinese students’ writing in an academic setting in China. Specifically,
how do they use quotations when writing academic texts? The context for this
research is the analysis of academic literacy from an intercultural perspective
and on French for academic purposes; it is also linked with sinology.

'The analysis focuses on a corpus of 36 textual productions, in French and
in Chinese, written by Chinese students (graduate and postgraduate disser-
tations) who are learning French in China (as a major for some of them).
'The corpus contains also 26 comprehensive interviews in Chinese with post-
graduate students from East China Normal University (Shanghai). They
were studying for their master’s degree in 13 different majors while learning
French, in preparation for doctoral studies in France at one of the of Ecoles
Normales Supérieures (ENS).

Among the results, I would like to show the “cultural anchors” (Barré de
Miniac, 1995) of Chinese students’ academic writing, which Reuter (2004)
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calls “écriture de recherche en formation.” These anchors provide contextu-
al insight, in addition to what we know from the disciplinary environment
(Delcambre and Lahanier-Reuter, 2010). There are five anchors: Chinese cul-
ture and its conception of writing, the learning culture in China, literary rit-
ing in the Chinese academic tradition, western academic rhetoric, and finally
the international scientific community.

In this chapter I will analyze the first four cultural anchors, which I have
identified in students’ discourse and practices.

1. Prestige of Writing in Chinese Culture

'The first cultural anchor of Chinese students’ practices of writing and the
discourses about it is Chinese culture and the “cult of writing” (Ji, 2011) in
China’s history. This social representation is essential in what students say
because they link Chinese writing with Chinese culture. It is also essential for
research in the didactics of French as a foreign language because it helps to
understand these learners.

To understand this representation, we must remember that the 1898 dis-
covery of oracle bone inscriptions (on tortoise shells or animal bones: jiagu-
wen) which date back to the 13th Century BC, has been a scientific event
(hanzixue) (Wang, 2006; Guo, 2004) as well as a popular event because this
discovery locates China in a very early position in the chronology of the birth
of writing in world history and thus in cultural history.

'The notion of writing is as polysemic in Chinese as it is in French. How-
ever, it is expressed in Chinese with several Chinese characters. The first one
is the character 3 (wen). According to the Ricci Dictionary, this character
has four meanings: written form, prose text, literary work, and culture. This
character can be put together with others to form words such asit 3 /unwen
which means scientific writing (it can be translated as: dissertation, paper, or
thesis). The character 5 (shu: book) can form 31H| shumian which means
written language. The character’5 (wie: to write) can form xiezuo 51 which
refers to school writing. Xiezuo put together with xueshu %7K (which means:
to learn / art, technique) can form “# AR5 {E (wueshu xiezuo) which designates
academic writing.

Chinese and western historians have shown the important role of writing
in the social and political life in the history of the Empire. The social group
of officers is a group of scholars, the only ones proficient in written language.
Historians’ research, especially western sinology research, has produced a
certain representation of writing in China. According to this representation,
Chinese culture has its own specific qualities because of its graphic system
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(which fascinated Leibnitz). Some research makes the assumption that a de-
termining relationship exists between Chinese writing and Chinese thought.
J. Gernet (2003) shows that Chinese syntax expresses a logic of combination
and association (different from the linear discursive logic of Latin and Greek
languages). F. Jullien speaks of “the civilization of wen (writing)” (Jullien,
2004, p. VII). Chinese students also convey the same representation of a dif-
ferent China because of its completely different way of thinking and writing.

W. von Humboldt noted that Diderot’s Encyclopedia deals a lot with
written language and very little with oral language. In 1835 he wrote: “(sinol-
ogy scholars) have replaced language with writing.” This example is quot-
ed by Viviane Alleton (1994, p. 261) whose research on writing has tried to
give back some importance to oral language. She has refuted the theory of
two cerebral hemispheres, one used for alphabetic writing, the other used for
character-based writing. She has disproved the explanation of a determining
relationship between writing and thought. She has restored to favor oral lan-
guage as a carrier of Chinese culture.

We can find the same debate in the didactics of foreign languages. Pre-
senting Chinese students as “students with writing culture” was a common-
place in academic papers until the late 2000s. Thus, Chinese students are seen
as learners with developed reading comprehension and writing skills but not
good oral skills. But now, the situation has changed and some research (Syn-
ergies Chine 8, 2013) has shown students’ oral skills. This recent development is
due to international mobility, early learning of French, multimedia accessibil-
ity, and the evolution of practices in classrooms.

2. Learning Culture and Chinese Students’
Writing Practices at the University

'The notion of “learning culture” is much used in didactics in China (Cortier,
2005). It is the second cultural anchor of students’ writing. I discuss learning
culture here based on student interviews.

For the students, the first experience of writing is the copying of Chi-
nese characters in childhood. They have learned to write by imitating pat-
terns (patterns written by teachers or zitie’7“ifi copybooks for calligraphy).
Several students have practiced calligraphy since the age of five. They recall
the graphic gesture as the pursuit of an ideal: the control of breath regulates
the flow of ¢7 (vital energy) which is, physiologically and ethically, an inner
strength. Copying is depicted as the pursuit of a kind of spirit.

Next, when students explain how they learned to write, they all describe
it the same way: “(At school) we wrote characters to build sentences. After-
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wards, we wrote little texts, and then composition.” Copying patterns also
includes replacing parts of the text by similar elements. This instructional
method is essential because children aren’t able to write a lot of characters.
'This is a kind of structural and distributional approach to texts: some ele-
ments are fixed and some can vary depending on what the student chooses.

Students talk about texts they copied from textbooks or from annals of
examinations and contests and above all from compositions written by other
students, since the best compositions of the class are held up as examples.
Students explain that after entering the university the first method for learn-
ing how to write an essay involves reading other students’ essays or papers
written by their supervisor. They refer to academic writing as something with
a frame (or a structure) and content. Furthermore, they recognize that there is
a phenomenon of re-using the same topics with some variation (in some lan-
guage departments, students are not allowed to choose some research topics
because they are chosen too often).’

The teaching method using imitation of patterns is a key issue in Chi-
nese culture. Some Chinese didactic specialists (for example, Meng, 2005)
contrast fanwenjiaoxued L% “Didactics based on composition models”
(it means: to let students imitate texts models) with guochengjiaoxue T2
%% “Didactics based on procedure” (it means: to describe theoretically and
a priori the writing task). The notion of “model” has been analyzed by Anne
Cheng (1997b): she refers to “model extension,” which means that a model
is never exactly reproduced. This is related to an aesthetics of series, which is
essential in Chinese art. The word xze means “to learn” and “to imitate.”

'The notion of model is linked to that of exemplary nature (Cheng, 1997b).
A large majority of the students surveyed remember how proud they were
the day their successful composition was read in front of the class. The result
of this educational practice is that students get used to writing and adapting
their essays to speech, i.e., a composition addressed to peers. The text becomes
a speech, a writing addressed to peers. When I found out about this enun-
ciative posture (Rabatel, 1998), I could understand why students’ academic
texts, as shown clearly by the corpus, frequently address the reader and have
conclusions that very often express determination to act collectively with this
hackneyed expression: “we will strive to improve .. ..”

Students’ academic writing uses the rhetoric of oral discourse, with ex-
clamatory sentences, slogans, and so on. Texts manifest the qualities of sto-
rytelling (using fictional dialogues, the dramatization of historical events, the
use of anecdotes, symbolism, etc.). Academic dissertations try to convince by
using polyphony (prosopopoeia, effects via introductory or conclusive quotes,
searching for good turns of phrase and emphasis while choosing quotes, etc.).
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In addition, autobiographical writing is an important part of the learning
process. Almost all students remember the task of regularly keeping a diary,
which was a compulsory task starting with the first year of primary school;
several of them have continued to keep one until the university. Students ex-
plain that they are used to writing Jil /KK Ziushuizhang (day-to-day accounts)
or B/ suigan (spontaneous impressions). Some of them talk at length about
writing about feelings or writing about moods. Some remember precisely
their school compositions they call sanwen or suibi, a typical kind of essay
in China in which writing about sentiments prevails. That kind of writing
about sentiments and personal feelings can also be found in academic writing.
Some might say this is not academic, but it’s very hard to eliminate it.

When speaking of writing, students also constantly refer to examinations,
which is an ever-present part of their school life. Examinations influence the
genres of writing that are taught very early in the school curriculum. Exam-
inations introduce the practice of cramming as well as the firmly established
habit of quantifying writing tasks by calculating word counts and writing speed.
When they refer to examinations or to the numerous writing contests, students
link writing with excellence, pressure, intensive training, and suffering, which
are frequent topics in Chinese literature and Chinese proverbs.” Some students
explain that resorting to plagiarism is due to this constant pressure.

3. Scholars Writing in Ancient China

'The mention of the issue of the examinations is related to what students call
“ancient China” with its imperial examination system. This system, abolished
in 1905, was a way of recruiting literati-officers with written tests (Liu, 2004).
'The Mandarin, who was an officer as well as a scholar, relayed the power of
the Emperor throughout the Empire. He acquired his learning from books
(he was able to quote the Confucian canon he had memorized) and mastered
writing skills (he knew calligraphic styles, official genres, and the style charac-
teristic of written language). The imperial examination system connected the
social sphere and the knowledge sphere.

In several academic dissertations from the corpus, academic research and
social responsibility are linked together, and scientific activity is presented as
serving ongoing reforms in China. This is especially the case for academic
writing in foreign language classes. For example, in some texts we read this
expression fH %5 4ME 225G “to learn from the experiences of foreign coun-
tries.” These are the same words which were used by the reformists in the 19™
century to promote foreign languages as tools to learn western scientific and

technical knowledge.
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Considering the link between knowledge and social responsibility, we can
explain why ethical considerations have such an important place in writing.
We can find them in the use of proverbs, in the expression of moral judgment
when giving a commentary on a text (it’s obvious in literary commentary),
and in writing phrases of praise (for example, phrases which express respect
for the authors cited). From the 3™ or 4™ year of primary school on, students
have to write compositions, and the topics for these compositions are often
about moral lessons learned from experience.

'The important place of ethics can be explained by Confucianism. Referring
to Confucian thinking is essential in writing. Yet explicit allusions to Confu-
cian classics are only necessary when the text is about Chinese issues. Confu-
cian thinking appears in writing much more through proverbial expressions
and through argumentative postures. During the interviews, some students
explain it by referring explicitly to the Confucian notion of zhongyong H1Jf
(middle way) from the doctrine of the mean. Using this word, students mean
that points of view shouldn’t be expressed in a definite way and that a text has
to seek balance by maintaining the balance of power between two contrary
positions. For some of the students, this approach seems incompatible with
trying to defend a thesis.

When they speak about the imperial examination system, several students
mention the traditional eight-part dissertation /\f¢ (éagu) which is a kind
of essay (Zhao, 2009; Liu 2009), created during the Ming Dynasty. It has a
strict structure made up of a limited number of characters and a specific form
in 8 parts, each one having a fixed number of sentences. It is characterized by
a peculiar tone called shengxian &% (literally: wise). The topic of the essay
is a quotation from “Four Books” and “Five Classics” and must be treated in
accordance with the received interpretation of the Classics.3

Students have a positive representation of bagu; this is consonant with its
current resurgence in China. Previously it was a disparaged genre, especially
because of the rote learning that it requires (Lee, 2000: 159-161). And, yet,
in the interviews, students lacked clarity of the genre’s features. and they
hesistated while describing it. That hesitation brings to light that they have
a global representation of writing and of the experience of scholars’ writing,
which conflates writing as written down knowledge and writing as literature.

Indeed, for them, and in Chinese culture, literary writing is the center of
all forms of writing. Therefore, style, rather than reasoning, can convince, be-
cause the flowing style of writing expresses ¢7, the vital energy which arouses
a reader’s support beyond logical demonstration (Cheng, 1997a). From this
perspective, certain features of academic writing are seen as a disturbance
to the the text and to the fluidness of inspiration. Features such as quoting,
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summing up, announcing the text plan, and making logical connections, as
well as process elements such as planning a text or writing a rough draft,
(which students seldom write, as I noticed during exams).

Furthermore, for Chinese students, literary writing is a rearrangement and
a revival of old material in a new way. This leads us to think of philosophical,
literary, and scientific compilations in ancient China, such as Classics compi-
lations, encyclopedias, anthologies, etc. This has led a large number of sinolo-
gists to say that compilation and the overuse of quotes in writing are Chinese
specificities (Granet, 1999, p. 54; Lévi, dans Chemla, 1995, p. 43; Jullien, 1989, p.
15). However, I think it is possible to draw a parallel between Chinese culture
and western medieval culture, e.g., Antoine Compagnon says about the Mid-
dle Ages that “it is tempting to define [it] as the golden age of quotation” (“il
serait tentant de [le] définir comme la grande époque de la citation”) (Com-
pagnon, 1979, p. 157). Some students say that writing at university is basically a
never-ending reuse of the same material which is combined again differently.
For them, academic writing is made of rememberings. Consequently, it is
bound to be plagiarized. On this issue of plagiarism, some Chinese colleagues
teaching English as a Foreign Language resort to the notion of “patchwrit-
ing.” Indeed, in the writing practices of students, it can be noted that they
used cited sentences as mere language material, that is, that quotations are
discourse pieces they directly juxtapose next to their own sentences without
adding words of integration. They merely take sentences written by others
for their own use. This has to do with the lack of a critical engagement with
sources and with the weak presence of cited authors in students’ texts.

Literary writing also includes writing by allusion. Some students speak
about the ideal, “to express deep meaning with few words” #i§l & K ¥, that is,
writing concisely. When discussing the issue of quotations without reference,
students mention diangu 311, a kind of literary quotation. Diangu are cited
without references because they are supposed to be known by the educated
reader. The notion of “participation” (Maingueneau: 2004) can help to under-
stand this kind of scholarly writing. For Maingueneau, when a community
of scholars is based on an age-old relationship, their members share a tacit
understanding of implicit references that form a “thesaurus of utterances.”

4. Western Academic Rhetoric

'The fourth cultural anchor of Chinese students’ writing is academic writing,
which they describe as “western” (a vague and standardizing concept). For
them, academic rhetoric is a part of what China has borrowed from European
and North American countries since the late 19™ century including: the con-
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cepts of university and science; particular academic disciplines and the system
of distribution of the disciplines in university faculties; research procedures,
tools, language; and theories and methods.

In the interviews, students said pointedly that academic writing and many
characteristic elements of academic genres are “western.” For example, intro-
ductions and conclusions, abstract(s), keywords, table(s) of contents, as well
as standards for bibliographies, quotations, reviews of literature, forms of rea-
soning, structuring words or forms of expression, and more.

For example, some Chinese students think that banning the use of the
pronoun “I”is an American standard (see also Donahue, 2008). The influence
of these American representations provides one explanation for why, when
Chinese students write in French, they use the French pronoun “on” (one) or
“lauteur” (the author) a lot, which in French is quite inelegant, or “nous” (we,
representing not “I”but “I and the group I belong to”).

However, Chinese standards for writing academic texts (/unwen) and writ-
ing practices conform to international standards (ISO 690 and ISO 69o0.2),
even if the Chinese academic dissertation has some particularities features
that differ from French dissertations. For example, the role of the abstract,
(which is a long presentation), the function of introductions and conclusions
(which are sometimes missing or mingled with the rest of the text), and the
importance of acknowledgments.

Nevertheless, the analysis of the interviews shows that logical notions are
used only occasionally by Chinese students when they refer to their academic
writing. In teaching French, a problem arises, for example, with the notion of
“problématique” (research problem) for which there is no equivalent, neither
in students’ discourse nor in the normative or methodological discourse of
textbooks. In Chinese, students use [11]# 5 i1 (problem awareness) or fff 7t
[ (research questions) or [ KIHEH (issues raised). But those expres-
sions don’t involve for them the idea of hypothesis testing or reasoning.

In the classroom, I try to use expressions found in dictionaries to translate
“problématique” (H&17] 7%, i) @ #, —2H ] #) but students say they neither
use nor understand them. When I ask students who went to study abroad in
France, most of them tell me they have discovered this notion there. In prac-
tice, argumentative writing rarely entails a debate between views. Instead, stu-
dents usually choose to attach themselves to the views of one author, whom

they quote at length.

Conclusion

'The analysis of those four essential cultural anchors of Chinese students’ ac-
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ademic writing highlights the necessity of documenting the history of aca-
demic places and practices and the history of contacts between different aca-
demic cultures. I have not said anything here about the fifth cultural anchor,
the contemporary scientific community, because it is under development due
to the recent increase of academic mobility in China and in the world. This
anchor appears in what students say but, significantly, it is often mixed up
with the anchor of western traditions of academic writing, as if the latter was
inevitably becoming the global prevailing standard.

In China, research concerning the imperial examination system has con-
tributed to a new research area on the history of literati’s throughout the
imperial dynasties (Liu, 2004;2009). A similar history remains to be writ-
ten for western academic rhetoric. This writing tradition is not considered
very often as a research topic. Even though many academic writing practices
are taken for granted in western universities, the emerging reflection on the
writing practices of the scientific commununity should be rooted in multiple
cultural contexts. This means deepening the analysis of these contexts as well
as analyzing them from different geo-cultural points of view. In China,
some young researchers are engaging in this path, and their research will be
welcomed.

Notes

1.  For example, see pages 3 through 25 of the methodology textbook: Mu Yang
and Chen Chunlian247, BRFF3E. (2007). B WERNIS LS {EHE (D).
Wuhan: Wuhan University Press.

2. Some students evoke the physical pain in writing: “we had to write contin-
ually, every day we wrote so that we had a sore hand!” In Chinese proverbs,
we find the figure of suffering student: H|lXZ%: “jab one’s thigh with an
awl and tie one’s hair on the house beam” (hurt oneself to keep oneself awake
and not to fall asleep on one’s book); ZEZ ML “read by the light of bagged
fireflies or the reflected light of snow” and BRI ¥ “bore a hole on the wall
in order to get some light from the neighbor’s house” (study hard far into the
night); iZ15 % #3577 8 A _E N “after bitter suffering, you can be the best.”

3. 'The Confucian canon contains “Four Books” (Analects of Confucius, Mencius,
Great Learning, Doctrine of the Mean) and “Five Classics” (Classic of Poetry,
Classic of Documents, Classic of Rites, Book of Changes, Spring and Autumn An-
nals).

4.  Chinese official standard GB7713-87 Presentation of scientific and techni-
cal reports, dissertations and scientific papers, 1987; National standard GB/
T7714-2005 Rules for Contents, Form and Structure of Bibliographic Ref-
erences, 2005.
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Writing and Reconstructing
ldentity Through
Professional Transitions

Marie-Hélene Jacques
ESPE pe L’Acapimik DE PorTiers, FRANCE

Professional development can be studied from the angle of
transitions, which may include reflexive written productions
(such as a cover letter or the rewriting of a CV). This is the
case of the Vocational Skills Validation (French VAE), a
French law which allows individuals to obtain all or part of

a diploma or a professional title on the basis of personal or
work experience. The candidates who take the initiative to use
a VAE have to write a file of proofs of his (her) experience in
order to demonstrate if their experiences meet the require-
ments for a diploma. We offer the hypothesis that this writing,
conceived as a second chance plan, highlights social and school
inequalities. In this chapter, we present the analysis of two
corpuses related to the vocational skills validation (VAE):
interviews guided around writing the “notebook of validation,”
for women who begin a VAE to obtain the qualification of
nursing auxiliary, and interviews guided around writing the
“experiences file” for candidates seeking to obtain university
degrees. These two corpuses show that writing about one’s
own experience to obtain a diploma constitutes a process of
reorganization of the statutory, narrative, and reflexive identi-
ties, which is unequally appropriated by the candidates: these
differences come from differences in writing abilities, the
availability of feedback, and the applicatnt’s ability to provide
particular kinds of evidence related to their experiences.

Les évolutions professionnelles rapides peuvent étre étudiées
sous I'angle des transitions. Elles sollicitent souvent des
productions écrites réflexives (récit dexpériences, réécriture

du CV ...). Cest le cas de la Validation d’Acquis de 'Expéri-
ence, dispositif francais qui permet d'obtenir tout ou partie
d’un dipléome sur la base des expériences professionnelles ou
personnelles. Les candidats qui se lancent dans cette procédure
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ont a produire un dossier de preuves de leur expérience pour
répondre au référentiel du diplome visé. Nous émettons 'hy-
pothése que cette production scripturale, destinée a offrir une
« seconde chance » aux candidats, réactive en fait des inégalités
socio-scolaires. Nous analysons deux corpus, autour de la val-
idation d’acquis de lexpérience : des entretiens guidés autour
de Iécriture du livret de validation, avec des femmes non
diplomées qui entreprennent une VAE pour obtenir le CAP
d’aide 4 domicile ; des entretiens guidés autour de la rédac-
tion du « dossier dexpériences »avec des candidats 4 la VAE
pour des diplomes universitaires. Ces deux corpus montrent
quécrire son expérience pour obtenir un dipléme constitue
un processus de remaniement de I'identité statutaire, réflex-
ive et narrative inégalement approprié par les candidats : ces
différences relévent des aptitudes scripturales et de la capacité
a effectuer un retour sur trajectoire, notamment a récupérer
les preuves de son expérience, selon la plus ou moins grande
linéarité du parcours antérieur.

1. General Research Framework

'The following results belong to a broader research project focusing on mo-
ments of transition in the life of an individual. This project seeks to analyze
moments that arise over the course of education, training, and employment
from a sociological perspective.

Transitions may be defined as “major changes in the life environment”
which meet three criteria: these changes “have long-term effects; occur in a
relatively short space of time; and decisively affect how the individual rep-
resents the world” (Parkes 1971, 1o1). Guichard and Huteau (2006) highlight
the role played by identity readjustments and expectations for the future in these
life events. These liminal definitions encourage further study of transition’s
effects on the subject’s representations of the future. Oriented toward rep-
resentations of the future, transition provides an especially appropriate lens
through which to investigate rapid changes in professional development, such
as those stemming from an examination, internal mobility, or professional
certification.

'The present chapter discusses the Validation des Acquis de 'Expérience
(Accreditation of Acquired Experience), concentrating on its requirements
for reflective written material, in order to analyze how one such event in the
subject’s professional life influences her identity.
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2. The Validation des Acquis de I'Expérience and Writing

Instituted in France as part of the Social Modernization Act of 2002, the
Validation des Acquis de 'Expérience (VAE) allows an individual to obtain
credit toward a diploma or professional certificate on the basis of professional
or personal experiences. Full or partial credit is awarded by a jury made up
of teachers and professionals active in the desired credential’s field; the jury
determines whether the candidate’s professional skills, gained from practical
experience, match the skills required for certification (Jacques, Marchan &
Neyrat, 2007).

Recognizing the problem of unequal access to basic as well as continuing
training justified creation of the VAE program. The VAE was presented as a
way to compensate for an initial failure in schooling, on the model of a “sec-
ond chance” (Jacques, 2009). The mechanisms through which this correction
is supposed to occur are studied here, and in particular, the written require-
ments of the VAE.

Indeed, all VAE candidates must put together a written record of their
experience [dossier de preuves] in order to apply and provide evidence of qual-
ification, no matter what the level of desired certification. That is, for each
skill listed in the standards of the credential, the candidate must describe or
narrate concrete acts drawn from her career to illustrate her competence. The
jury then evaluates the dossier, which also serves as a reference during the
interview portion of the application process.

Yet it would be a mistake to consider this record a simple compilation. In
fact, a codification of experiences must guide the writing of the dossier if it
is to best meet the standards of the certification in question. The candidate
must explain her actions in writing according to the credential’s norms and,
as much as possible, use its current terminology to express her personal ex-
periences.

3. Field Work Site and Materials

Our principal hypothesis rests on the gap that separates the VAE program’s
goals of “social justice” and letting individuals “catch up” from its real re-
sults. If the VAE certainly has its successes, there are also disillusionments:
failure to complete the application, denial of credit, differing outcomes for
comparable candidates, etc. We began with the idea that these gaps between
the program’s ideals and its realities emerge from the social conditions of its
implementation; the VAE upholds pre-existing socio-educational differences
and so does not help to reduce inequalities (Jacques, 2007). As a secondary
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hypothesis, we supposed that if candidates encountered difficulties with the
VAE accreditation at the university level, then those difficulties would be all
the more challenging at levels below the Baccalaureate. In particular, candi-
dates for these Level 4 and 5 certifications are more or less able to “write their
experience,” a skill that the VAE program heavily emphasizes.

We tested these hypotheses using two bodies of sociological material:

* 32 interviews with VAE candidates for university diplomas: these ret-
rospective interviews were structured around their writing process for
the “experience report” [mémoire dexpériences].

* 20 interviews with non-certified women who began a VAE to obtain
a state caregiver certification and stabilize their employment: these
retrospective interviews were structured around how they approached
completing the accreditation booklet [/ivret de validation], which also
served as concrete support for the interviews (Amewouli, 2011). This
booklet is a standardized document; each section must be filled out
with a narrative that illustrates the candidate’s experiences.

We have based our results on content analysis of these qualitative materi-

als, and will now turn to presenting two scenarios, which represent successful

and “unhappy” VAEs.

4. First Family of Results. The University-Level
VAE: Turning Points and Stumbling Blocks
in Writing the Record of Experience

4.1. Finding the Trail of Experience

Claude was a certified technician in computer graphics, with twenty years
of experience in the field, and a VAE candidate for a professional degree in
logistics. He describes himself as a recorder of his own experience—and this
quality took on decisive importance as he pursued the VAE. “Since I'm some-
one who files a lot, who archives . . . I always have an old planner with me . ..
If you like, at the end of the day I always took twenty minutes to write down
the details of what I'd done. So ... I had things written down, I had, you know,
notes. But not all of it was so detailed, like the forklift broke at this or that
time—it wasn’t that—but during the day, I always tried to summarize what
had happened . . . I had those kinds of documents.” Claude benefitted from
personalized support that not only drew on this “spontaneous” recording, but
which also helped put it to good use in the application. Producing the dossier
afirmed Claude’s writing skills, and transferred his informal written material
into a standardized form both more general and more academic. This trail
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of experience and the writing process factor into the full credit that Claude
received.

Patrick offers a contrasting example. Patrick received his Baccalaureate
and has worked in a number of different fields, including jobs as driver, ad-
ministrative agent, and call-center employee. Self-taught in computer sci-
ence, Patrick was inspired to apply for a bachelor’s in information technology
and communication. “I did so many things. And then of course you have
fixed-term contract jobs in the meantime, and then you present a, your CV,
you're going to sum everything up but there are things missing, what did you
do? No .. .it’s not easy, in the way that it means having to remember. Okay,
so for one thing, I already don't really have a great memory. If you were to ask
me . .. ‘So you worked for this business, but you did what exactly?’ I can say,
uh, overall, but I can't tell you . . . uh, ‘so I worked with that software, I did
it this way.” Dissuaded by the difficulty of putting together his dossier, Pat-
rick quickly abandoned the plan to apply for the VAE. Because the different
tasks he had accomplished throughout his career were not clearly identified,
they were hard to translate into the program’s standardized framework. But
above all, because no recording existed of his career trajectory, reconstructing
its trail was that much more challenging. Patrick did not finish writing his
record of experience and gave up on pursuing the VAE diploma.

4.2. Norms of Certification, Norms of Writing

For more than two decades, Florence has been the director of a retirement
home (EHPAD); she was the regional president of her professional associ-
ation and held a Master’s degree in law. She was also a VAE candidate for
a Master’s in healthcare management. “Actually, the units for the Master’s
degree are completely connected to the work of an EHPAD director,” she
said. In articulating this connection, Florence indicates the subtle link be-
tween having, on the one hand, extensive experience normalized and val-
idated within higher education, and on the other, a command of how to
relate one’s own activity clearly to the VAE standards of the desired diplo-
ma. Prior success at a post-secondary level shaped the candidate’s ability
to write about her usual practices, in her own words and in accordance
the requirements of the degree: “I was able to follow, since the beginning,
the whole pricing reform via texts, and then, I was able to do the judicial
analysis, things like that, I was on the whole negotiation procedure over
the specifications for the ministry agreement about relationships with the
state—these are experiences that are very worthwhile and very interesting,
after all, and that can be put pretty directly into a VAE dossier.” Boosted by
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this legitimacy as a writer and professional, Florence received a full Master’s
degree. Over the next year, she became a presenter within the healthcare
management curriculum.

Conversely, some candidates produce written material that diverges far
from the standards of the diploma. Unable to master either the content or
the vocabulary necessary to the degree, these candidates cannot satisfy the
norms of writing. For example, Martine was a dormitory monitor in a pri-
vate institution, and anxious to advance her career. She first learned about
the VAE in a women’s magazine. To begin applying, Martine referred to
a degree whose name seemed to fit her. “I thought that the degree “Edu-
cational sciences” was supposed to be for educators.” She submitted a thin
dossier to the jury; instead of an organized, written account of her expe-
riences, Martine presented a three-page “table,” which she called a “pad-
ded-out résumé.” She included a simple chronological list of professional
activities accomplished while working for educational institutions and ser-
vices, such as summer camps. “It was a bit of a mess,” she said, “because the
papers arrived, the dossier arrived for me to fill out. So somebody called me,
explained quickly that I was supposed to give a picture [faire un tableau] of
my skills . . ., you know, of my professional experience and then that was it,
right? So, nice and sure, I made my table [;'ai fait mon tableau], that I sent
to them.” From this angle, Martine placed too much emphasis on the roles
of dormitory monitor and catechism instructor within her overall career.
Lacking outside support and familiarity with the workings of the univer-
sity system, Martine did not understand the written requirements she was
supposed to satisfy. Although she was “confident” upon arriving at the in-
terview, Martine failed to receive credit for a single unit within the degree
curriculum; she left the defense feeling that she “had been made to feel
small.” Above all, she took away the idea that her own professional activity,
which she considered more valuable than the written and conceptual work
demanded by the VAE, had not been recognized. “Oh, well, my experience,
what mattered to them, and especially the youngest one, was to know what
I read in the evenings. Sure, but that shouldn’t be called gaining experience.
Experience means, at least for me anyway, it means professional experience,
it’s something that you did. It’s being on the job! After that you need a
different word.”

4.3. Linear Trajectories and Written Coherence

'The VAE program offers a second chance at a professional credential, pre-
sented as the possibility to rebuild one’s original disorganized or incomplete
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education. But to write a report in accordance with the standards of a given
credential presupposes a certain uniformity of experience, or even linearity;
the candidate must be able to translate positions held, tasks accomplished and
skills utilized into a coherent whole. Beyond establishing her career chrono-
logically, the candidate must find common denominators across different ex-
periences, and then reshape those experiences as a skill for each category
required for the degree. Murielle, a certified technician in sales, had worked
for eighteen years as an employee [cadre] in mass retail. Murielle wanted to
obtain a management degree through the VAE program in order to pursue
becoming a teacher in a vocational high school. She provides an example of
the ability to satisfy degree standards thanks to a coherent career: “I called an
old colleague, so that he could gather all of my job descriptions [fiches de poste]
and what I'd done, my sales, my career progress . .. was comfortable filling
out the VAE dossier .. . because teaching high-school students about business
with concrete examples, no problem, that’s what I'd done for twenty years.”

'The sample of candidates studied here rarely attests to such a successful
shift. Significantly, among the ten candidates seeking a Bachelor’s degree [/i-
cence], four ended the VAE application process before submitting their dos-
siers. These four candidates tended to evoke the poor fit between their own
practical experience and the content of the desired degrees, which they often
described as too theoretical; they emphasized the difficulty of reconstituting
their career trajectories in the form of a written record. This was the case
with Brice, who held a high-school diploma [general Baccalaureate] and had
become an employee [cadre] in computer maintenance at France Telecom.
Hoping to strike out on his own, Brice intended to apply for a professional
Bachelor’s degree. But after initial inquiries, he decided not to put together
a dossier:

“For me it’s the program—it just doesn't take into account
the fact that we’re in the business world, not the Nation-
al Education! So the fact that the VAE requires exactly the
same skills as the standard curriculum, that alone doesn’t take
reality into account, because we’re not there to take classes!
We're there to get things done, to get our career plans in
action. Otherwise, then there are more problems—I realized
very quickly that preparing the dossier would be difficult be-
cause gathering up all the records is practically impossible.
At work we changed teams pretty often and we’re in a field
where there aren’t many documents, a lot of things are vir-
tual.”
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5. Second Family of Results. Multiple Writing Processes
for the Diplome d’Etat d’Aide Soignante (DEAS)

The Dipléme d’Etat d’Aide Soignante (State Caregiver Certification) is a
Level 5 vocational credential, whose written component for the VAE is struc-
tured around the “Standards of Competence” document. The eight skills list-
ed there organize the VAE accreditation booklet’s prompts for candidates to
describe their experience and professional abilities. For each skill, the can-
didate is asked to answer three main questions. First, she must provide an
account of her work activities related to this skill; then she must describe
two situations in which she utilized that skill; finally, she must discuss and
explain her actions in those situations. Because each main question is broken
down into a series of smaller ones, the form creates the impression that the
candidate must follow a ready-made path in order to write her experiences.

5.1. Showcasing / Downplaying the Profession’s Least Valued Tasks

'The structure of the accreditation booklet’s questions guides VAE candidates
to list and describe the minute detail of their day-to-day work—work made
up of tasks that are usually neither seen nor valued in society (Arborio, 200r;
Cours-Salies and Le Lay, 2006). The VAE offers a space in which to relate
these otherwise unmentionable activities, and so offers them an official sta-
tus. To receive credit, the candidate must engage in a writing process that
recounts the mundane gestures and practices of caregiving in technical terms.
By accepting this writing process, the candidate puts the lack of privacy im-
plied in the trade’s “dirty work” at a distance. Excerpts of descriptions from
the booklets that we studied display usage of specific technical language:

I give Monsieur A. his bath in bed, because he can no longer
stand on his legs following a thrombosis . . .. I begin with his
face and hands. Then I wash his torso, I dry him, rub on his
cologne and put deodorant on his underarms. Next I remove
his urine bag and check the color of his urine. I help him to
turn over and move on to washing his back; I dry him then
put on his t-shirt to cover him. Then I begin genital and anal
cleaning. Monsieur A.; having become incontinent, I start by
removing part of his stool, with protection . . . Then I wash
his intimate areas. (Valérie)

I perform the daily maintenance of a hyperbaric chamber.
I clean this room after all the other rooms and I make sure
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that all of the waste and contaminated linens are removed
beforehand. I leave the cart outside and check that nothing
is missing before I enter the room. I wash my hands and put
on my PVC protective gloves. I put descaling product in the
toilets and leave it to work. (Marianne)

5.2 Secondarization: transposition and
transformation in the writing process

'The concept of “secondarization” (Astier, 2008) provides a framework within
which to explain the differences observed among VAE dossiers. Many care-
giving activities, as noted above, are generally absent from social discourse;
when such activities structure the candidates’ writing, it hews closely to their
concrete lived experiences, rather than creating a remove that would allow for
professional detachment. Several of the dossiers examined here represent a
type of writing corresponding to “transposition”: like fill-in-the-blank exer-
cises, the candidate’s responses consist of sentences that reproduce the ques-
tions but add a word or two. The sentences are either short or entirely replaced
by bullet-pointed lists. Having observed candidates struggling with writing,
we saw during field work that outside support correlated with completing the
VAE booklets among those in difficulty. Thanks to this support, candidates
were able to give an exhaustive, but strictly factual, account of their experi-
ences. Answering the booklet’s questions, candidates wrote in an essentially
pragmatic register connected to their ordinary experience. Audrey, currently
on her third attempt at earning a VAE credential, offers a good example of
“transposition” writing:

“I write down the names of residents who have outside tests
“I lift residents

“I give full or partial sponge baths

“I prepare residents for breakfast

“I help them take meals

“I make note of the breakfasts on monitoring sheets”

These candidates are forced to repeat the VAE application process, be-
cause they receive only partial credit each time.

For credit, a type of presentation is expected that requires the candidate to
formalize her experiences. Secondarization focuses on the abstract experience
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at the core of the learning process, rather than the details of an individual’s
unique experience. VAE dossiers that make a secondarized use of experience
through writing better align with “transformation” than transposition. These
professionals seek not just stable employment, but also envision career devel-
opment, which motivates them to write more than basic responses; they take
advantage of the writing requirement in order to further examine their own
knowledge and expertise. The transposition category of writing discussed above
makes a striking contrast with the way that Monique fills out her list of tasks:

“If I work in the morning, I start the day by looking at the
charts to see if the residents had a good night or if there are
any little concerns.

“Next the whole team starts to prepare the breakfasts and we
get the residents settled in their beds and help them to eat
breakfast as well as to take the medicine that the nurse has
handed out.

“Next I start to give full or partial sponge baths, alone or
with the help of a caregiver for heavier dependent persons,
or according to the residents I give them a shower or bath, I
dress them and put them into their chairs, and then I move
on to cleaning the area and remaking the bed.”

5.3 Reflexivity: Emotional value and the register of a skill

By asking for a reflection on the candidate’s career trajectory in her applica-
tion’s written record of experience, the VAE program asks for “work on one-
self.” This term can be defined “as an activity, a transformative development,
performed by an individual on her personal spaces (subjectivity, behavior, in-
terpersonal skills); work that draws on internal and external resources” (De
Backer et al., 2007).

'The accreditation booklet includes a question that is very revealing in re-
gard to the reflexivity required by the application. “From across the difterent
situations that you have described, which difficulties did you face?” The ques-
tion continues, “What were the positive moments? What did you learn?” The
candidates who struggled the most—whose sole priority was keeping their
unstable jobs—took recourse to a moral and emotional register to answer this
question. Laure gave the following answer:

“The difficulties were to see those sad people, and to see that
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they suffered realizing that they have forgotten how to do
everyday things. When I feel helpless facing his [sic] suffer-
ings in the moment. I learned to give my help, and not to do
things for them.”

On the other hand, Marie establishes a more objective logic, distancing
herself from her work:

In both cases, since the handicap wasn't the same, my chal-
lenge was finding different ways to adapt. In the first case,
Monsieur R. doesn’t talk much so I adapted to urge him
to express himself verbally and non-verbally. In the second
case, it was not possible to use equipment (patient lift) in
the room. I knew which tricks to use to move and dress him
without hurting him. In both cases, my actions allowed each
improved autonomy, at his own pace and according to their
potential. I developed my sense of observation even more, as
well as listening and patience.

In this respect, Marie’s response can be described as a “polyphonic text,”
which Bakhtin (cited by Bautier, 2002) defines as a text constructed from
multiple references (completed actions, patient’s point of view, overall evalu-
ation ...).

6. Summary: Writing Processes for the Validation des
Acquis de I'Expérience and Reconstructing Identity

The present analysis shows two very different situations for writing of the
record of experience [dossier de preuves] with the intention of receiving cred-
it for a certification. Writing requirements for university degrees are very
open-ended, and each candidate can take his own approach; for the DEAS
certificate, writing requirements are very structured, thanks to precise instruc-
tions and an accompanying writing guide. However, our analysis identifies
similar obstacles and similar criteria for success in the results of both.

Using the three axes of social identity outlined by Dubar (2002), we con-
clude that the writing of a VAE application for any level of certification re-
sembles an identity transition:

* A narrative identity is sought. The candidate brings her own biogra-
phy into line with her personal VAE project. She relates a story told
through work, defining herself by what she does, by problem-solving,
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by animating lived situations with anecdotes and characters. To suc-
ceed and receive the certification, the candidate must at times put the
invisible on display (skills that she becomes conscious of while writing,
unseen tasks that she makes appear); amplify the anecdotal (make the
smallest task or event stand out, so as to fulfill the credential’s require-
ments); and minimize the obvious (de-emphasize the most conspicu-
ous tasks of her trade in order to focus attention on exceptional acts).
'The more lively the candidate makes this narration, the better it will
pay off; she should show how she is the main character.

Experiential learning—the development of hands-on knowledge—is
not sufficient proof of experience. The candidate must put this learning
through processes of verbalization and formalization, which implies
generalizing from personal experience, appropriately employing con-
crete examples, and justifying ordinary practices. All of these elements
mobilize the candidate’s reflexive identity as a subjective meaning giv-
en to professional activity, creating a distance from her own role.
Finally, if the stakes of the VAE process predominantly concern the
statutory identity conferred by state-issued certifications, our other
research (Jacques, 2011; Jacques and Neyrat, 2011) has indicated that
the gains are small. Although the self-representations prompted by
writing the application open up perspectives with transformative
potential, in practice the candidates’ reconstructing of their identity
proves limited. When reconstructions do occur, they aftect different
candidates differently. Candidates who hope either to confirm their
existing position, or to move forward on a pre-ordained path, benefit
more from reconstructing their identity through writing for the VAE
than candidates who hope to change positions entirely (finding a job,
changing careers, achieving a professional dream). For the latter group
of candidates, this work on identity has rare or at least hard to perceive
effects—and in the event of failure, can even have damaging results for
their careers.

References

Amewoui, A. (2011). Lécriture de l'expérience comme outil de professionnalisa-
tion. Le cas de la Validation des acquis de lexpérience pour le Diplome d’Etat
d’Aide-soignant. Mémoire de Master 2 de Sciences Humaines pour 'Education,
Université de Poitiers.

Arborio, A.-M. (2001). Un personnel invisible. Les aides-soignantes a I’hépital. Paris:
Anthropos-Economica.

322



Writing and Reconstructing Identity Through Professional Transitions

Astier, I. (2008). Ecriture de soi, une injonction réflexive. Lexemple de la validation
des acquis de l'expérience. Sociologie et sociétés, 40, 51-68.

Bautier, E. (2005). Mobilisation de soi, exigences langagieres scolaires et processus
de différenciation. Langage et société, 11, 51-71.

De Backer, B. Marquis N., & Moulaert, T. (2007). Le travail sur soi. La Revue Nou-
velle, 12, 24-75.

Cours-Salies, P., & Le Lay, S. (Eds.). (2006). Le bas de I'échelle, La construction sociale
des situations subalternes. Paris: Erés.

Crinon, J., & Guigue, M. (2006). Ecriture et professionnalisation. Revue Frangaise
de Pédagogie, 156, 117-169.

Dubar, C. (2000). La crise des identités, linterprétation d’une mutation. Paris: PUF.

Goody, J. (2007). Pouvoirs et savoirs de [ ecrit. Paris: La dispute.

Guichard, J., & Huteau, M. (2006). Psychologie de ['orientation. Paris: Dunod.

Jacques, M.-H. (2007). Réseaux de sociabilité, représentations d’avenir et gestion
des transitions chez les candidats a la VAE. In F. Neyrat (Ed.), La Validation des
Acquis de PExpérience, la reconnaissance d’un nouveau droit (pp. 354-375). Belle-
combe en Bauges: Editions du Croquant.

Jacques, M.-H., Marchan, F., & Neyrat, F. (2007). La mise en ceuvre du droit a la
validation des acquis de lexpérience. Droif Social, 5, 600-607.

Jacques, M.- H. (2009). Validation des Acquis de 'Expérience et accompagnement:
“Seconde chance” ou nouveau risque d’inégalités? L'Orientation Scolaire et Profes-
sionnelle, 2, 161-182.

Jacques, M.-H., & Neyrat, F. (2011). Les entreprises face aux diplomes: L'ambiva-
lence de la posture. In M. Millet & G. Moreau (Eds.), La société des diplomes (pp.
221-234). Paris: La Dispute.

Jacques, M..-H. (2011). La transition vécue par les candidats a la VAE pour les
diplémes du supérieur: Quelles représentations d’avenir? Quels effets objectifs.
In J.-P. Gehin & E. Auras (Eds.), La VAE a l'université, une approche mono-
graphigue (pp. 135-151). Rennes: Presses Universitaires de Rennes.

Parkes, C. M. (1971). Psycho-social transitions: A field for study. Social sciences and
Medicine, 5, 101-115.

323






18

Commenting with Camtasia:
A Descriptive Study of

the Affordances and
Constraints of Peer-To-

Peer Screencast Feedback
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Recent research on written, audio, and screencast feedback
has focused on teacher feedback and student attitudes and
perceptions regarding the quality of feedback in the different
modalities. Unexplored in the literature is the use of screen-
cast feedback in peer-to-peer feedback. The objective of this
exploratory study is to discover how first-year writing students
from two separate research writing courses use a range of
semiotic resources to provide feedback; determine whether
students prioritized higher-order (i.e., audience, purpose, or-
ganization) or lower-order (i.e., word choice, syntax, grammar)
rhetorical concerns in their feedback; and understand student
attitudes and perspectives about feedback in written and
audio/visual modalities. Results show that students used multi-
ple semiotic resources to meet their communicative goals. In
the analysis of lower and upper classmen in one class, findings
show that upper class students were more advanced in their
feedback strategies. In the second class in which the feedback
from two essays was compared, majority of students addressed
higher-order concerns in generic terms and focused on low-
er-order concerns; however, students demonstrated a modest
improvement in feedback quality. Survey results reveal that
students valued receiving screencast feedback initially, citing

it as more personal and comprehensive; however, as a resource
for revision, screencast feedback presented various limitations.
Although students preferred the written modality for revision,
it was predominantly within the audio/visual modality that
students addressed higher-order rhetorical concerns, although
in generic terms. This study aims to expand our knowledge
about peer feedback and explore the limitations and affordanc-
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es of screencast feedback.

Les recherches récentes sur les feedbacks réalisés par écrit

ou par des moyens audio ou vidéo se sont intéressées aux
feedbacks opérés par les enseignants ainsi quaux attitudes et
perceptions des étudiants quant 4 la qualité de ce feedback en
fonction des différentes modalités. Mais I'usage de la vidéo
dans les feedbacks entre pairs n'a pas été exploré. Lobjectif de
Iétude exploratoire que nous présentons est de découvrir com-
ment les étudiants de deux cours distincts d’initiation a Iécrit-
ure de recherche utilisent une gamme d’outils sémiotiques pour
fournir un feedback, de déterminer si les étudiants priorisent
les éléments rhétoriques de haut niveau (par exemple: audi-
ence, but, organisation) ou ceux de bas niveau (par exemple:
choix des mots, syntaxe, grammaire) dans leurs feedbacks, et
de comprendre lattitude des étudiants et leurs perspectives

au sujet des modalités écrites et audiovisuelles. Les résultats
montrent que les étudiants ont recours a de multiples ressou-
rces sémiotiques pour atteindre leurs objectifs de communi-
cation. Dans I'analyse des meilleurs et des moins bons d’une
des classes, les résultats montrent que les meilleurs étudiants
sont plus avancés dans leurs stratégies de feedback. Dans
lautre classe, dans laquelle les feedbacks de deux essais ont été
comparés, la majorité des étudiants ont exprimé des remarques
concernant les éléments d'ordre supérieur dans des termes
génériques et se sont focalisés sur les éléments d’ordre inférieur.
Cependant les étudiants ont fait preuve d’une légere amélio-
ration de la qualité de leur feedback. Les résultats de lenquéte
montrent que les étudiants apprécient de recevoir d’abord un
feedback audiovisuel, le considérant comme plus personnel et
plus global. Cependant, en tant que ressource pour procéder

a la révision des textes, le feedback audiovisuel présente de
nombreuses limitations. Bien que les étudiants préferent la
modalité écrite pour la révision, c’est majoritairement par la
modalité audiovisuelle qu’ils émettent leurs remarques de haut
niveau rhétorique, méme si cest dans des termes génériques.
Cette étude vise 4 améliorer notre connaissance des feedbacks
entre pairs et a explorer les limites et les intéréts du feedback
audiovisuel.

1. Introduction

Recent research on multimodal assessment has discussed the pedagogical im-
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plications of student-generated criteria to evaluate multimodal composition
(Adsanatham, 2012). Scholars agree that assessments should focus on a rhe-
torical understanding of composition (Borton & Huot, 2007; Odell & Katz,
2009; Shipka, 2011); and instructors as well as students should use Web 2.0
technologies in assessment to improve students’ metacognitive skills and “[re-
cast] assessment as integral to the learning process ...” (Wyatt-Smitt & Kim-
ber, 2009, p. 86). However, unexplored in the literature is discussion about the
method of assessment itself as a multimodal activity. In digital environments,
whether through marginal comments in Microsoft Word or Google Docs,
rubric assessments, progress reports, email exchanges, or discussion forums,
alphabet text has been the predominant modality used for formative, summa-
tive, or self-assessment of student projects. By only focusing on print-based
discourse or face-to-face oral communication, we ignore the affordances of
making meaning and connections across different multimodal and multime-
dia contexts. We also fail to see the limitations of face-to-face oral commu-
nication as governed by the temporal and sequential logic of speech (Kress,
2005), in which students are not able to go back and “hear and see” their
thinking in time, whereas in other modalities like audio or audio/visual dig-
ital recordings, students can experience their thinking as a tangible learning
artifact that could be reflected on, analyzed, archived, or repurposed. Framing
assessment as a dynamic multimodal activity allows instructors to re-imagine
traditional forms of assessment such as teacher feedback and peer-to-peer

(P2P) feedback.

1.1 Research on Multimodal Teacher Feedback

For decades, teachers have experimented with providing feedback in multi-
ple modes with mixed results. A face-to-face teacher/student conference is
arguably the most optimal method of teacher feedback (Lerner, 2005) where
teachers can elaborate on their goals and expectations and students can re-
spond (Frank, 2001). However, this method of feedback is not ideal for large
class sizes, contingent faculty working at multiple locations, online distance
education courses, non-traditional students, and students with divergent
learning needs.

Research on teacher feedback has found that students frequently fail to
understand teacher comments and expectations (Thaiss & Zawacki, 2006).
In a meta-analysis of feedback, Hattie and Timperley (2007) conclude that
effective feedback must answer three questions: “Where am I going? (What
are the goals?), How am I going? (What progress is being made toward the
goal?), and Where to next? (What activities need to be undertaken to make
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better progress?)” (p. 86). The three questions correspond respectively to the
terms feed up, feedback, and feed forward. The most common form of teacher
response is feedback, which often functions as a rationale for the summative
grade (see also Glover & Brown, 2006), rather than feed forward, which in-
cludes strategies and instructions for further revisions or subsequent writing
tasks. Feedback is powerful so long as students actively engage with it and do
not overlook the feedback in search for their grade (Dean, 2007). Feedback in
the form of praise, on the other hand, seldom addresses the three fundamen-
tal questions for eftective feedback.

In recent years due to the integration of audio-recording software on
smartphones, laptops, and desktop computers, audio feedback has become
more popular with instructors. However, audio feedback is nothing new. In
the form of analog cassette tapes, it dates back to the early 7os (Coleman,
1972). Anson (1997) found that teachers valued this mode of feedback because
in less time they could provide more comprehensive feedback. For instance,
teachers could reference the class context (e.g., past assignments and class
discussions), provide helpful strategies, and answer students’ concerns about
their writing. In more recent studies on student attitudes about (digital) audio
teedback, researchers found that students valued personalized and compre-
hensive feedback (Gould & Day, 2013; Merry & Orsmond, 2008; Rotheram,
2007; Trimingham & Simmons, 2009). In online courses, researchers found
that the use of audio feedback not only personalized feedback, it created a
social presence and sense of community online and increased student involve-
ment (Ice, Curtis, Phillips, & Wells, 2007).

Research in audio/visual feedback in the form of video files (i.e., screen-
cast feedback) is relatively new, as screen-capture software (e.g., Camtasia)
prices continue to be relatively high for the average person—available at
http://www.techsmith.com for $299 (Windows) or s99 (Mac). Free alter-
natives have become more popular (e.g., Jing and Screenr); however, the
s-minute limit can deter some from considering these alternatives. Fur-
thermore, limited Internet speed and storage space for large media files are
everyday constraints for many instructors. Screen-capture software, such as
Camtasia, allows users to record audio as well as all screen movement and
activities, such as scrolling, typing, clicking, and web surfing. Early adopters
of these technologies, however, have reported positive results regarding stu-
dent attitudes and perceptions about screencast feedback (Brick & Holmes,
2008; Marriott & Teoh, 2012; Silva, 2012; Stannard, 2008; Thompson & Lee,
2012; Vincelette & Bostic, 2013). One possible reason that students have
responded positively to audio/visual feedback is based on Mayer’s (2009)
principle of multimedia learning, which asserts that students learn better
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from words and images than from words alone.

In one study on student expectations of video and written feedback in a
large undergraduate course, Kerr and McLaughlin (2008) found that students
valued the quality of screencast feedback better than those who had only
received written feedback. Thompson and Lee (2012) explain that screencast
teedback allowed instructors to provide in-depth explanations and that stu-
dents responded more to global issues in their writing (see also Silva, 2012).
Vincelette and Bostic (2013) also found that students made more macro-level
changes in their writing and communicated a preference for screencast feed-
back for micro-level issues as well.

1.2 Research on Peer-to-Peer (P2P) Feedback

Research in P2P feedback indicates that with proper training, students can
provide constructive and descriptive feedback (Beach & Friedrich, 2006).
In one study of high school students, Simmons (2003) reported that after
students obtained proper training, which included modeling and discussions
about constructive feedback, students no longer defined editing as peer feed-
back. However, Simmons also found that students continued to praise text
without substance. Based on the findings of a study on forward-looking writ-
ten feedback, Duncan (2007) reported that students focused more on sur-
face-level issues and provided vague praise “at the expense of clear practical
advice on how to improve the quality in subsequent work, or at least clarify
issues in the students’ minds” (p. 278). Hovardas, Tsivitanidou, and Zacharia
(2014) also reported that less experienced peer reviewers provided less critical,
descriptive feedback and more positive commentary.

'There are several pedagogical benefits to concentrating efforts to improve
P2P teedback. First, students learn to perform the simultaneous roles of read-
er and writer. Nicol (2010) contends that when students construct feedback
rather than receive it, students learn to actively engage with multiple texts
(i.e., peer texts, assignment guidelines, rubric, etc.) and construct their own
assessment criteria. Hovardas et al. (2014) add that students engage in a pro-
cess of triangulation in that they must review their own feedback, their peers’
teedback, and expert feedback. This process of triangulation could facilitate
metacognitive thinking and transfer of learning in students. Moreover, stu-
dents learn to gauge their weaknesses and strengths among a community
of their peers, thereby allowing students to develop their self-efficacy and
agency as writers.

Much of the research on P2P feedback has examined student feedback in
written modalities. There is scant research on P2P feedback in audio or audio/
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visual modalities. In one study on P2P audio feedback, Reynolds and Russell
(2008) compared audio feedback to written feedback. They wanted to assess
whether students who provided audio feedback focused more on higher-or-
der concerns (e.g., content, organization, audience, purpose) than those who
gave written feedback. Lower-order writing concerns related to surface-level
issues such as grammar, spelling, punctuation or word choice. Results of their
analysis of student audio feedback show that students addressed higher-order
concerns more and gave more specific comments. However, students preferred
to give written feedback, expressing that it was easier, more comfortable, and
more eflicient to organize their thoughts and communicate in writing. In
addition, it took longer to process audio feedback. Although Reynolds and
Russell reported success using audio feedback, Trimingham and Simmons
(2009) found that some students did not listen to their feedback with draft in
hand, which could be problematic, particularly if reviewers leave visual cues
in their feedback to assist with revision. This problem would not be an issue
in screencast feedback.

Excluded from research on screencast feedback is an exploration of the
affordances and constraints of particular semiotic modalities (Kress, 2003),
such as vocal inflections, cursor and scrollbar movements, highlighting, and
recorder pausing. Furthermore, literature on student use of screen-capture
software to administer P2P screencast feedback is non-existent. One objec-
tive of the present study is to explore the interrelationship between the mode
of feedback and higher and lower-order concerns in P2P feedback. The pres-

ent study answers the following questions:

1. When students provide screencast feedback, what do students priori-
tize: surface-level issues (lower-order concerns) or macro-level rhetor-
ical issues (higher-order concerns)?

2. How do students use the semiotic resources available across mul-
timodal/multimedia environments (i.e., Camtasia, Google Docs,
computer) to construct their peer feedback?

3. What are student attitudes and perspectives about the use of
screen-capture software to provide peer feedback?

2. Methods

2.1 Participants

A mixed method design was used to conduct a semester-long descriptive
study of student use of Camtasia to provide P2P screencast feedback on
drafts produced in Google Docs. Participants (N=19) were from two parallel
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classes from a second-semester first-year research writing course at a private
college in New York. In Class 1, the majority of student participants were
second-semester freshmen and sophomores (first and second-year students);
however, a junior (third-year) and senior (fourth-year) were enrolled and par-
ticipated as well. In Class 2, all participants, but two juniors, were freshmen
and sophomores.

2.2 Task

During the first half of the semester, students reviewed two separate source-
based essays using Camtasia. The peer review of each essay occurred approx-
imately three weeks apart. In class, students received two non-consecutive
days of training on how to provide effective feedback and received a set of
questions to guide their feedback for each essay. With Camtasia, students
were advised to pause the recording while reading. At the end of the semester,
a total of 19 student participants completed a satisfaction survey online about
the use of Camtasia and Google Docs to conduct P2P feedback. The survey
also asked students to reflect on their roles as reviewers and writers and to
comment on their priorities within the different modes of feedback.

2.3 Data Analysis

Data analysis was an iterative process of reviewing video and audio data,
marginal comments on drafts, survey results, and field notes. Thirteen stu-
dents submitted 34 videos totaling 137 minutes and averaging 4 minutes with
a range of 11 minutes. Each video was transcribed in Google Docs and coded
for higher-order concerns and lower-order concerns. Reynolds and Russell
(2008) define higher-order concerns as comments that address macro-level
rhetorical issues (e.g., content, organization, audience, and purpose). Low-
er-order concerns are defined as comments that address writing mechan-
ics and surface-level issues. Using a grounded theory approach (Glaser and
Strauss, 1967), higher-order and lower-order concerns were further divided
into two sub-categories: specific versus generic comments. Specific com-
ments engaged with concrete claims and evidence in the text and offered
concrete steps or strategies for revision. Higher-order generic comments al-
luded to rhetorical matters, such as audience, purpose, ethos, and logos, yet
were not associated with specific claims or evidence within the student text.
For instance, students often asked peers to “provide more examples and elab-
orate more” without linking the comment to any given claim. As for low-
er-order generic comments, students might say “proofread for grammar er-
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rors” or “double-check your sentences.” In addition to higher and lower order
concerns, evident in P2P screencast feedback was evidence of modeling (i.e.,
verbally communicate corrections or modifications), summarizing (i.e., sum-
marize the student writer’s claims and evidence), and praise (i.e., compliment
the student writer’s general effort or specific rhetorical move).

A total of 225 comments were coded. The unit of analysis was determined
by triangulating three streams of multimodal discourse. First, a great majority
of the time, students paused the video recorder in order to continue reading
and conclude oral commentary. Second, students highlighted or scrolled to
relevant text. Last, the content and purpose of each comment demarcated
the boundaries between comments. A single screencast comment often in-
cluded a combination of codes, in other words, higher-order specific (HOS),
higher-order generic (HOG), lower-order specific (LOS), lower-order ge-
neric (LOG), modeling, summarizing, and praise. However, for statistical
purposes, each code was only assigned once per comment (see Appendix for
sample coding sheet). Unlike electronic feedback in which a single comment
is determined by conspicuous boundaries such as a Microsoft Word com-
ment bubble, or written feedback, in which summative commentary may be
represented as a single paragraph, determining the boundaries of screencast
comments is far more subjective and unexplored in the literature.

Within Excel the total number for each of the seven codes was calculated
and graphed across the two classes. With the first data set, a comparative
analysis of lower and upper classmen feedback was conducted (n=7) because
the majority of HOS and modeling commentary (a more advanced form of
feedback) came from the junior and senior students in the course. In Class
2, class standing was not a marker for advanced forms of feedback. For this
data set, a comparative analysis of P2P feedback between Essay 1 and 2 was
conducted.

3. Results and Discussion

In both data sets there was evidence of advanced forms of feedback (i.e.,
higher-order feedback and modeling). In the first data set of lower and upper
classmen (Class 1) in which the junior and senior students produced a total
of 60 comments combined and the 5 lower classmen produced a total of 6o
comments combined, findings show that the upperclassmen were nearly three
times more likely to provide HOS commentary and six times more likely to
provide modeling commentary (see Figure 18.1). These findings are not too
surprising since we would expect upper classmen (i.e., juniors and seniors) to
have more reading and writing experience; however, the two juniors in Class 2
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did not demonstrate advanced forms of feedback. A number of reasons might
explain the differences, such as choice of field of study, prior coursework or
preparation, student motivation, student confusion about the goals of P2P
teedback, and/or unfamiliarity with Camtasia.

Class 1

Junior and Senior
2 Students 60 Comments
Total Words=4700

Freshmen and Sophomores
5 Students 60 Comments
Total Words=3906

Figure 18.1. Types of Feedback in Class 1

Because class level was not relevant in Class 2, commentary from Essays 1
(n=49) and 2 (n=56) were compared instead (N=105 comments). Results show
a positive shift, with students providing HOS commentary 24% of the time in
the first essay and 48% of the time in the second essay (see Figure 18.2 for total
number of feedback types for each essay). There was a modest improvement
in modeling, from 16% to 20%. What was common in student feedback of Es-
say 1 was emphasis on lower-order concerns, such as syntax, sentence clarity,
and word choice, even within a visual/audio modality. Half of the feedback in
Essay 1 consisted of HOG commentary and LOS commentary. On the other
hand, students equally prioritized higher-order concerns, such as purpose, au-
dience expectations, structure, rhetorical appeals, and assignment guidelines;
student discussion of these rhetorical matters, however, was non-descript,
and generalized. In Essay 2, only 32% and 25% of total feedback consisted of
HOG and LOS commentary, respectively. A slight decrease in HOG and
LOS commentary may suggest improvement in student feedback as well as a
slight shift in students’ priorities after several weeks of class instruction. Stu-
dent praise also decreased from Essay 1 to Essay 2, from 80% to 77% of total
teedback. Unlike written modalities, where praise is represented in comments
like “Good Job,” with audio/visual feedback, praise often involved summary
of the students’ major claims, evidence, and objectives, all positive signs of
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students managing their reading of text. In general, a decrease in praise in the
same allotted time would indicate that students now prioritize higher-order
concerns. In longer more focused screencast videos, however, it could illustrate
that it is important for students to position themselves as facilitators rather
than as evaluators. In fact, in Class 1, the junior and senior students provided
praise commentary 62% of the time in their data set. Within an audio/visual
modality, praise may be one way in which students attempt to personalize
feedback, establish a social presence (Ice et al., 2007), and mitigate the expec-
tation to “criticize” student writing. Students can exploit semiotic resources,
such as vocal inflections, speech tempo, hedges, gestures, and pauses to reduce
the social discomfort of a critique and communicate empathy, all of which are
not accessible to students within the margins of a Word document.

Class 2

Essay 1 49 Comments
Total Words=3154
10 Videos

Essay 2 56 Comments
Total Words=4129
8 Videos

” Praise

6 Students Total from
Section 3

Figure 18.2. Types of Feedback from Essay 1 to Essay 2 in Class 2

3.1 High-Order Generic and Higher Order Specific Comments

Reynolds and Russell (2008) report that students in the written modality
were more apt to focus on lower-order concerns; while in the audio modal-
ity, students discussed higher-order writing concerns. Reynolds and Russell
conclude that the audio feedback was “better” than the written feedback even
though students preferred the written modality. The present study reveals
similar findings in that students discussed higher-order concerns in the au-
dio/visual modality and preferred written feedback in the end due to conve-
nience. However, when student comments in the audio/visual modality were
examined more closely, results show that students predominantly gave ge-
neric feedback that lacked direction and clarity for revision. Rather, students
frequently made blanket statements about wanting more details, examples,
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sources, or “flow” without linking these statements to specific claims or evi-
dence in the text. Odell and Katz (2009) discuss the problem with feedback
that simply asks students to “elaborate.” They ask,

How much and what sort of information is the student sup-
posed to provide? Where does he or she look to find that
sort of information? How much elaboration is enough? How
does the student decide whether a particular bit of elabo-
ration (a detail, a quotation, a reference to an authority) is
appropriate? (p. 200)

In the present study, when students repeatedly asked their peers to elaborate
or give more examples, it is possible they were shadowing the type of feedback
received in the past by instructors. For some students, this form of feedback
proved to be unhelpful (none of the students asked for further clarification
with the screencast feedback I had provided throughout the course). Further
research is needed to determine if concentrated efforts to improve first-year
writing students’ feedback skills would result in higher quality feedback (feed
up, feedback, feed forward--Hattie & Timperley, 2007) in the audio/visual
and written modalities.

Higher-order specific (HOS) comments were not common or consistent
in student feedback. In Class 2, only 37% of the total comments were HOS.
In Class 1, the junior and senior students provided HOS feedback 97% of the
time. The freshmen and sophomores in Class 1, similar to Class 2, provided
HOS feedback 37% of the time. The following student excerpts illustrate the
ways in which peer reviewers attempt to contextualize the feedback and pro-
vide concrete steps for revision:

Student 4: “Find some examples of how companies are ad-
vertising for the experience not just the brand. I'll give you an
example, in my essay I found something on Google Scholar
that broadcasted that companies are manipulating the con-
sumer by photo-shopping celebrities by making them look
better which furthers my argument and it just brings up a
different point. The more points you have in your essay the
better and more convincing it will be to your audience.”

Student 5: “First, you need to make your statement a little
more clear [highlights 2 sentences] Do you think what a
man’s job is changing today? I know you said that the defini-
tion of a man has been changing. Is that what you’re leaning
toward? I think a man’s job is changing today.
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I thought you brought in this [highlights the bottom of a
paragraph with an external source] about how the toys have
changed from scrawny to buff. That’s true. I know my Ken
Barbie definitely had muscles. I think at the end of this, you
need to bring in your own opinion rather than say that you
only think that they’re tough but they need to be smart.

In the above excerpts, both students engage with the ideas of the text and at-
tempt to provide specific support through cursor gesturing, modeling, asking
relevant questions, and responding to student claims. Unlike written modal-
ities in which students do not have the physical space or technological affor-
dances to elaborate on their interpretation of a text, the audio/visual modality
affords students the time and space to do so.

3.2 Lower-Order Specific and Lower-Order Generic Comments

In Class 1, LOS comments were evident in 37% of the total comments by the
junior and senior. In their feedback, students focused on word choice, syn-
tax, grammar, and punctuation errors, often providing a brief rationale and
modeling possible modifications. As for the freshmen and sophomores in
the class, 33% of the total comments were LOS comments. In Class 2, of the
total comments across the two essays, 36% of the comments focused on LOS
concerns. Unlike student feedback that addressed higher-order writing issues
in generic, vague terms, LOG comments were not as common, accounting for
14% of total comments in Class 2. In Class 1, LOG comments accounted for
3% of total comments among the junior and senior and 8% of total comments
among the freshmen and sophomores. Although student feedback in written
modalities was not the objective of the current study, there was no evidence
of students articulating a rationale for any sentence-level corrections or rec-
ommendations.

Evidence of LOG feedback was not an indicator of weak reviewing abili-
ties. For several students, LOG commentary functioned as a summative state-
ment based on prior feedback. In the video data, it was evident that strong
reviewers, who had provided ample HOS and LOS feedback throughout the
video, would make general summative recommendations about proofreading
for sentence-level issues. Moreover, all students were mindful of time con-
straints and did not want to produce videos longer than 6-7 minutes. On the
other hand, weaker reviewers did not always contextualize their LOG feed-
back; students either did not know how to correct the problematic sentence
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or felt compelled to alert their fellow classmate of the problem, because they
had been instructed to focus on higher-order concerns.

3.3 Survey Results

'The survey results show that students did not perceive video feedback from
peers as an affordance because it was not perceived as a necessary tool to aug-
ment their peer review activities. During revision, they admitted that revising
with the screencast feedback proved to be more of a challenge because they
had to re-watch the video several times to locate points in the video timeline,
whereas within Google Docs, they could begin to work immediately. The
convenience of written feedback also correlated with some of the technical
challenges that occurred in student attempts to give audio/visual feedback.
Only 3 of 19 students reported no technical problems with recording, saving,
converting, and uploading video files. Students did comment on the value of
personalizing their feedback, as most students were quite concerned about ap-
pearing too harsh or critical; however, the technical difficulties of screen-cap-
ture software and inconveniences for revision deterred most students from
considering screencast feedback in the future. Interestingly, students valued
receiving screencast feedback, appreciating its conversational elements and
comprehensive explanations.

A common theme that emerged from the student responses was student
sensitivity about sounding too harsh or critical in the audio feedback modal-
ity. When students received peer feedback, they valued the personable and
conversational quality of the commentary. However, when they themselves
were the reviewers, several felt self-conscious about appearing too critical or
negative. Some students compared the audio modality to the written, believ-
ing that written feedback was neutral, therefore safe:

“I feel like when I make a video, the peer I am reviewing
may think I am being mean because we’re not in person for
them to see that I do not mean my comments to be mean
or especially negative. Whereas on Google Docs, there is no
emotion whatsoever; it is just a comment.”

In this next response, the student felt that writing allowed for revision, which
could control for the tone and affective intentionality of the feedback:

“I found that it was sometimes hard to explain myself well
and get across a tone of constructive criticism and not arro-
gant correction. It was good to be able to write something
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and re-write it and not worry about communicating it well
the first time.”

On the other hand, one student acknowledged that she did not like to cri-
tique other’s work, yet felt that screencast feedback allowed her to communi-
cate her affective intentions:

“I always claim to be very bad at peer reviewing and that’s
because I don't like to critique other’s work. However, with
the audio I learned that it is easier to talk to someone about
their essay without sounding too judgmental.”

Student sensitivity about appearing too harsh may explain the high frequen-
cy of praise comments in the screencast feedback. According to linguistic
studies on politeness and peer feedback, students employ linguistic and miti-
gation strategies to reduce the directness of their criticism (Leijen & Leont-
jeva, 2012). Within a multimodal environment, having the option to employ
linguistic and mitigation strategies, as well as hedge, apologize, and modulate
voice can either create anxiety and discourage full engagement or assuage
pre-existing anxieties about giving feedback.

Another prevalent theme evident in the survey results about screen-
cast feedback was experiences of cognitive overload (Mayer, 2009; Sweller,
2005). While reviewing, students must mitigate any anxieties about “sound-
ing harsh” or inarticulate, manage the functions of Camtasia, answer the
peer review questions, reread relevant passages, and recall their interpreta-
tion of the text. Although Camtasia afforded students the time and space
to elaborate on their reading of the draft and provide feed forward (Hattie
& Timperley, 2007), the live recording did not afford students the opportu-
nity to see and revise their feedback in real time. For example, one student
commented in the survey, “I am more comfortable when I can write because
I can take my time to develop an idea that I hadn’t thought about before
without being interrupted. Sometimes I strongly believe in points that I
have a hard time backing up with information.” For this student, the pro-
cess of writing feedback was a recursive thought process that made invisible
the hard work required to effectively communicate one’s understanding of
a text and the assignment goals. Some students also voiced concerns about
sounding unintelligent: “I really paid attention to what I was saying, be-
cause I didn’'t want to sound dumb.” In both situations, the students could
not edit their representational selves as articulate and intelligent reviewers
within the audio/visual modality. Thus, a multimodal approach to peer feed-
back may be too much for novice reviewers.
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3.4 Student Perceptions and Attitudes about Camtasia
and Google Docs

In the survey results and in my field notes, there was a clear shift in student
attitudes about receiving screencast feedback from peers and me. When stu-
dents received the first wave of videos, before revised drafts were required,
there was an overwhelming consensus that the peer and instructor screencast
teedback allowed students to hear the intentions of the reviewer and obtain a
more thorough explanation and rationale regarding problems in the text. The
survey results confirm earlier findings on student satisfaction with screencast
feedback (Marriott & Teoh, 2012; Silva, 2012; Vincelette & Bostic, 2013). Once
students were required to incorporate the screencast feedback into their revi-
sion practices, student attitudes about Camtasia shifted. Students expressed
frustration having to locate specific critiques within the video timeline and
identify specific problem areas within their draft. Thompson and Lee (2012)
report similar findings. Moreover, students grew increasingly impatient with
the peer videos, complaining that they were too long and unfocused.

Another common thread in student preference for written feedback
during revision was the importance to “fix” and “correct” localized problems
in the draft:

“I felt more key issues were talked about and better explained
in Google Docs, and they were easier to go back and fix and
see, because they were right there.”

“This is hard to say but I think I preferred to receive the
Google Docs feedback because I could get the correction
and re-read it if I needed to, and again re-read it after I had
made the correction to see if it fit with what the person was
telling me.”

These results are consistent with the results of my earlier study (Silva, 2012) on
student preference for Microsoft Word marginal comments versus instructor
screencast feedback.

In the above excerpt, both students can re-read the written comment mul-
tiple times as a visual artifact fixed in time and space. In this context, written
peer feedback could afford students the cognitive space to negotiate multiple
perspectives (i.e., assignment guidelines and other peer responses) and de-
velop criteria for effective writing (Nicol, 2010). In general, engaging in this
mode of thinking requires additional cognitive resources. Thus, being able to
“see” the response appears to link the text with formulating plans for revi-
sion, whereas having to locate feedback within a video while revising within
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a Google document may create a split-attention effect (Mayer, 2009), which
may leave some learners feeling overwhelmed or frustrated.

What written marginal feedback does not afford, however, is the space
for students to articulate criteria for effective writing and analyze a text’s
progress based on those criteria. The video data show students doing this
very thing—reading, synthesizing, and analyzing texts as well as verbalizing
commentary utilizing multiple semiotic modes, such as highlighting with
the cursor specific locations within a draft; scrolling from one paragraph
to another to discuss macro-level issues; summarizing student text aloud to
make inter-textual connections; modeling aloud modifications to the student
text; and modulating voice to reduce the social impact of criticism and offer
praise. The use of semiotic resources in screencast feedback functions as a
type of socio-rhetorical performance that positions students as critical and
engaged, yet empathetic and supportive. Although P2P screencast feedback
videos can lack focus, or students may struggle to relocate specific comments
in the video timeline, students can also experience anxiety and stress when
reading and managing lengthy and numerous written comments. Whether or
not students embrace screencast feedback or written feedback is a matter of
students acknowledging the affordances and limitations of the two different
modalities and using the semiotic resources necessary to meet their commu-
nication goals.

4. Conclusion

'The objective of the current study was to discover how first-year writing stu-
dents, as well as upper classmen, from two separate classes used the semiotic
resources available to them across multimodal and multimedia environments
and determine whether students prioritized higher-order or lower-order con-
cerns in their feedback when delivering screencast feedback. Moreover, this
study aimed to understand student attitudes and perspectives about the use
of screen-capture software to provide peer feedback. According to the video
data, results show that students used multiple semiotic resources to meet their
communicative goals. In one class, a junior and senior student demonstrated
more advanced feedback strategies, providing HOS commentary 97% of the
time and modeling commentary 50% of the time. Freshmen and sophomores,
on the other hand, focused more on HOG commentary, LOS commentary,
and praise. Although freshmen and sophomores were not as advanced in their
teedback, in the second class, freshmen and sophomores, including two ju-
niors (who were not strong reviewers), made modest improvements in their

feedback strategies. Students reduced the number of HOG, LOS, and praise
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commentary and increased the number of HOS and modeling commentary.
'The survey results reveal that students valued receiving screencast feedback,
appreciating its conversational elements and comprehensive explanations;
however, as a resource for revision, screencast feedback presented various lim-
itations.

Results indicate that first-year writing students require far more training
to provide effective feedback. For students hesitant to trust the quality of
peer feedback, Nicol (2010) suggests that teachers could comment on peer
teedback to validate it and establish confidence and trust among peers. This
is readily easy to do in Google Docs, where writing instructors can reply to
comments. Writing instructors could also incorporate on-going discussions
about various types of feedback and strategies for using feedback to improve
student writing and reading. To improve the effectiveness of screencast feed-
back during revision, students could highlight and annotate their draft in a
separate window while viewing their screencast feedback (Thompson & Lee,
2012). This would provide students with something more tangible to easily
locate and address problem areas in their writing during revision.

Reviewing pedagogical approaches to teaching different types of peer
teedback is often ignored in the literature because writing instructors assume
that there is a direct correlation between advanced rhetorical/critical thinking
and advanced feedback. If this were true, instructors would provide eftec-
tive feedback; research on teacher feedback, however, indicates otherwise (see
'Thais & Zawacki, 2006). Also ignored in the literature (excluding L2 re-
search) are discussions about the social and psychological implications of peer
teedback. According to the video data and survey results, students are acutely
aware of their social presence. Rather than only focusing on teaching students
how to improve a draft, perhaps we should be teaching students how to build
better connections with peers through their feedback in multiple modes.

In a medium such as Camtasia, students have the semiotic tools to point
to different text types (e.g., words, paragraphs, images, hypertext, video) using
their cursor; they can verbalize their understanding of the assignment, as well
as their objectives, progress, and revision plan; they can think-aloud the skills,
knowledge, and strategies that could transfer to writing situations across the
curriculum; moreover, they have a medium that can record the evolution of
their rhetorical and integrative thinking, which functions as a type of learn-
ing artifact that students could archive, analyze, reflect on, and/or repurpose.
Written modalities can serve the same purpose and should be used to achieve
similar goals; however, the constraints of print-based text open opportunities
for a multimodal approach to student learning.

Further research is needed to determine if the additional modal choices in
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P2P feedback, as well as training in P2P feedback, could shift students’atten-
tion toward more higher-order rhetorical concerns, allow students to engage
in assessment dialogues (Carless, 2006) with peers, and feed forward (Hattie
& Timperley, 2007) strategies and suggestions for revision.

Further research is needed in multimodal research to study alternative
modes of assessment not situated in print literacy. Framing assessment as
a dynamic multimodal activity allows instructors to re-imagine traditional
forms of assessment. Furthermore, screen-capture software like Camtasia can
allow researchers to better understand the interconnections between students’
digital behaviors and rhetorical decisions, particularly in the ways students
use semiotic resources and tools to position themselves as readers and writers
across multiple rhetorical contexts. Research in this area is greatly neglected.
One reason may be due to the lack of sophisticated data analysis tools for
processing multiple streams of dynamic visual, audio, and hypermedia data.
Although advancements in computing technologies have allowed researchers
to represent multiple modes of communication in their original form (e.g.,
NVivo) and collect, analyze, and visualize research data (e.g., eye-tracking
software, video screen-capture software, keystroke software), all of which are
paired with traditional qualitative and quantitative research methods (Get-
to & Silva, 2012), O’'Halloran (2009) argues that representations of research
in the humanities have been predominantly communicated in a reductive
manner employing few semiotic channels. For instance, in the present study,
the coding sheets (see Appendix for a sample) could not capture t