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ABSTRACT

This is a study of a) the nature and incidence of independent learning* in new entrant
classroom settings and, b) the nature of the teacher-child interactions associated with
such independent leaming.
Systematic observation was used at school entry and three months later, to identify
aspects of independent leaming and the associated teacher behaviours. Six categories
of child directed acts identified the range of behaviours from which independent leaming
could be infered. Each category of teacher behaviour that appeared to facilitate
independent leaming in children was developed as a "mirror image" of each category of
child directed acts. The teacher and four children in two new entrant classes were
observed over the whole day for five days during two observation periods, one at the
beginning of Term three and the other after 12 weeks. Each class was involved in normal
classroom activities that covered the whole curriculum.
The children were engaging in a considerable amount of independent leaming on entry
to school and three months later. Many facilitative teaching acts occuned in the
interactive style that was demonstrated in alt aspects of the curriculum. The teachers
spent a considerable portion of teaching time assisting children in one-to.one teaching
situations and in small groups, encouraging their responses and fostering and supporting
independence in their leaming. There was some difference observed between teachers
in the attention given to different categories and in the facilitative behaviour occuning in
one-to-one interactions and small group teaching interactions.
A way of teaching emerges that differs from a teaching agenda determined by didactic,
traditional instruction. The two teachers were deemed to be using the children's agenda

'Defined as "knowing how to g€nerate and direct the processes of leaming...' (see p.B).

to foster and support them in independent leaming in the various cuniculum areas.
Some of the practical and philosophical features of the New Zealand education system
that may contribute to this particular sgle of teaching are discussed.
The theories of leaming and teaching deriving from this study place a value on
independent leaming (as here defined) in new entrant children and on the teache/s role
in providing opportunities for it to develop. Independent learning a) ensures the
continuation of leaming at times when the teacher is directly engaged with other children,
and b) derives from a teacher expectation that children will be able to actively process
ideas and make some decisions about their leaming. lt engenders a power in children
that sustains the momentum of leaming.
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CHAPTER ONE

INDEPENDENT LEARNING:
AN INTRODUCTION

Nau te rourou
Naku te rourou

Ka ngawariake ngamahi
With your expertise and mine
the task will be easier

Nicl<y was sewing a gingerbread man shape drawn with

mateial.

maker pen on hessian

She was going to stitch around it with wool.

Nicky reached for a ballof yellow wool and threaded her needle with tfre loose
end. She then cut a long piece of wool off the ball, pulled it until the two ends
were together and tied a knot. She began sewing by pushing the needle in the
material and pulling the attached wool through. Then Nicky noticed that the knot
was on the wrong side of the hessian (i.e., on the front). She looked at the other
side, then turned back to where the knot was and looked carefully at it. Picking
up the scissors she cut the knot off and pulled the wool out. Nicky tied another
knot and started sewing again, carelully pushing the needle up from underneath
this time. After pulling the wool through she checked to see that the knot was on
the correct side, then satisfied, carded on sewing.
(5.3 years)

Five-year-old Nicky was engaging in independent behaviour. There are many different
ways in which children may indicate they are generating and controlling their leaming. In
this instance Nicky, working alone, spontaneously resolved a problem. lnitially she made
a mistake which she noticed, and then, by her own resources she sorted out the problem
and solved it successfully. Her behaviour shows that she thought it through by herself,
indicating a degree of cognitive engagement. Nicky was therefore working on her own
learning.

ln another example Anna's behaviour indicates the way she is attempting to make links
for herself by relating information and discovering similarities. The teacher is helping her
to understand the difference between what she had noticed from her knowledge of a
previously known word and the new word.
Anna was composing and writing a stoty to go with a picture she had drawn
about being scared. Anna had witten the word'we' herself. The teacher was
helping with the next word 'were' which she had written for her to copy.
Anna:

Maybe you wrote'we'there. lpointing to the letters'we'in'werel

Teacher:

No, no! That belongs there. I didn't write'we'. 'Were', the
beginning looks like'we'doesn't it? lt's longer. lt's got other bits
added. That makes it say'were'.

Anna:
Teacher:
Anna:

Ohhh! Oh, lthought...
lf we only wrote that much lcovered final'refwhat would it say?
'Wet.

Teacher:

Yes. [uncovered rest of the wordl But it's a longer word.

Anna:

'We'and'were'. Thafs... that's got'we'... you see... in it.
lpointing to \vere'l

Teacher:

It has. Yes. lt certainly doesn't say'we' any more, does it? lt

says'were'.
Anna:

Mmmm.
(5.3 years)

Independent learners know how to learn and are able to take their learning further. As a
result of their self-generated and self-directed actions their leaming becomes more
effective. They develop generic learning competencies and so may, it has been
suggested (Bruner, 1973), increase their power over their own leaming as further
leaming is generated. Their opportunities for leaming are enhanced as they gain greater
control over all types of learning.
To know and accept that young children entering school are able to engage in
independent learning (and thus contribute to their learning) could be an important step
towards ensuring that it will happen. By looking closely at children's early encounters
with school learning, it may be possible to recognize independent learning when it occurs
and to characterize some of the essential qualities involved. lt may also be possible to
identify the kinds of opportunities that are necessary for promoting and supporting such
leaming.

What is independent learning?
There has been a degree of vagueness about the notion of independent leaming. The term
"independenf'occurs frequently in educationalwriting but the word and its derivations
appear to be used in a varie$ of ways. Independence has been described by some
researchers as simply working without adult supervision (Bennett, Desforges, Cockbum &

wlkinson, 1984; Brailsford, 1985;Galton, Simon & Croll, 1gB0), and by others as acting
independently of adults (Glynn, 1981), or not depending on instruction (McNaughton,
1985). For Ferreiro and Teberosky (1982) independent leamers'can comprehend the
production mechanism of knowledge and consequently be creators of knowledge'(p.18).
Central to independent leaming in this research is the question of the nature of the
contribution that children make to their leaming (Clay, 1991a) and to the cognitive
processes being developed (Wertsch, McNamee, McLane & Budwig, 1980).

One can explore ways in which children may operate when they are teaming how to
leam for themselves by adopting a view of children as constructive learners who may
generate and extend their own learning. Within such a constructive framework,
independent leaming can be defined as:
knowing how to generate and direct the processes of leaming by working on
grouping things together and categorizing them, by linking new information to
what is already known, and by resolving inconsistencies white constantly atteing
and reorganizing ideas as expeiences increase.
There is a contribution of the teacher to this "knowing" process. In the school setting an
essential facilitating component in children's independent learning concerns the way the
teacher fosters learning and the nature of classroom management that provides the
opportunity for independent learning.
The study of independent learning may lead to an understanding of the way young
leamers move to building cognitive competencies and constructing some "inner
generating system" (Clay, 1991b, p.42) that allows them to further their leaming by their
own efforts. These mental activities generated by children are unseen processes. Hence
the nature of independent learning, like the concept of higher order thinking discussed by
Resnick (1987), is difficult to explain precisely. However, it may be possible to obserue
children engaging in certain kinds of behaviours that indicate that independent leaming
is taking place. The idea of inferring inner processing from behaviour may be illustrated
from two examples. Resnick (1987) suggested that higher order thinking can be
recognized when it occurs. For example, from various practical problem-solving tasks in

3

mathematics, it can be inferred that children who are regulating their own understanding
of procedures, checking for consistency and aftempting to relate what is known to new
material are "constructing meaning", that is, engaging in interpretive work, rather than in
mechanical manipulations. ln Reading Recovery (Clay, 1993), an early intervention
programme for young readers, inferences are made about the use of nonobservable
strategies from careful observation of the child's responses in reading. Described by
clay, and infened from text reading behaviour such as, for example, noticing and
conecting errors, is a range of in-th+head" strategies developed by readers who are
involved in searching, monitoring and self-correcting, which form'a selFextending
system of strategies" (1991a, p.3).
In the matter of independent leaming, it could be inferred from observed behaviour that
children may, by their own activity, be generating and directing some of the processes

involved in learning. Evidence of such active processing might, therefore, be gathered by
identifying specific behaviours which are thought to indicate that there is an opportunig
for children to learn more for themselves.

The brief episodes of Nicky sewing (p.1) and Anna and the teachertalking about writing
(p.2), provide illustrations of such activity. The wide range of verbal and nonverbal
behaviours that could indicate independent learning, would probably include hypotheses,
altematives, inventions and solutions that have both arisen from children's's own theories
and have led to changes in these theories. Children could be building individual thinking
power, and enhancing basic cognitive abilities.
Behavioural manifestations of features of independent leaming such as showing
relationships, checking on oneself, attending to errors, trying and testing, working at
difficulties and rehearsing and repeating (see pp.B3 to 95) indicate that the chitd is
leaming how to leam. The child then is likely to be able to generate further learning.
Looking for independent behaviour as children engage in activities and interactions in
the school setting may provide some insights into the way children actively contribute to
their own leaming.

Why independent learning is of interest
The argument being explored in this study is not that all children's leaming should be
independent, but that if increasing proportions of children's early learning were
undertaken from this perspective, there would be benefits. Children might be able to
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increase their learning power if they were oriented towards making some decisions about
their leaming, and if a proportion of leaming opportunities arose from situations in which
they were able to generate and direct their activities. By way of contrast, situations in
which children rely solely on didactically delivered instruction from the teacher would
appear to create dependence and limit opportunities for learning. Glynn (1981) claimed
that independent learning in classrooms can only occur when there are sufficient
opportunities to engage in academic behaviours outside the direct control of teachers.
lmproved education is an important issue. Schools have been given the task of
enhancing academic leaming. For the educational enterprise to be successful, schools
have a responsibility to enhance learning of the highest quality across the whole
cuniculum. The challenge of improving the effectiveness of early education and
promoting valuable leaming experiences in schools calls for continued attention to
children's active role in leaming. lt is essential to ensure that each child gets the best
start possible. Bloom (1964) suggested that early success leads to continuing success
and that early failures are multiplied, stating, *early achievement in schoot has a powerful
effect on later achievement" (p.41). lf children are independent learners who know how
to leam, and the environment is suitably supportive, they can get many opportunities to
engage in powerful leaming experiences. Such active, individualeffort may lead them to
be able to further their leaming. lt allows for going beyond teaching (McNaughton, 1985).

The active involvement of most children in some of their own leaming is alleged to be a
feature of learning in early childhood (DeLoache & Brown,lg87). By arranging forthe
availablity, within school, of some learning opportunities that capitalize on children's prior
leaming experiences and that begin with children's competencies, teachers would
provide for them to continue with some of their leaming. Clark (1991) has argued that
such a provision is similar to and consistent with the way in which they were leaming in
their preschool years. Such continuity of learning experiences could facilitate the
transition to formal schooling and the continued development of independent leaming.
Learning opportunities which involve active processing of ideas could, according to
Glynn (1984), enable children to be more responsive to the school system, and to gain
more from it. Being able early in formal education, to adopt a flexible problem-solving

approach to new situations, tasks and activities should lead to effective approaches to
new leaming, assuming the opportunities are there. The sequence should be right and
the meanings are likely to be sensible to the child, because the child is constructing
them. This does not imply only consistently correct responding, for integral to having the
confidence to initiate activity and take risks, will be the generation of errors. lndeed,

working constructively on errors could provide opportunities for independent solving
(Clay, 1991a).
Clay (1980) suggested that the power from making one's own statement, and getting
better at it, is self-reinforcing. When leaming is under the control of the child, special
inducements or extrinsic reinforcement are not required because such leaming supplies
its own reward and its own satisfaction (Glynn, 1981). Knowing how best to work on an
appropriately selected task or the solving of a problem provides selFreinforcement and
additional reinforcement may be superfluous or even restricting (ibid).
All children in a class should be helped by facilitation of independent learning. For
example, more selFsufficient children should be able to explore some activities
themselves and the teacher freed to foster similar learning with those children needing
extra attention because they have had less opportunity or incentive for such leaming
prior to school. lf the differences between children are likely to be greater at this time
than at any other (Clay, 1985b), focussing on each individual child in ways that
encourage independent leaming should provide a setting for maximum leaming in
classes. Being able to manage school programmes to reach individual children and then
to deal with them in ways that foster independence should allow the teacher to meet
more effectively the wide range of development levels that exist in first classes. Ctay
(1991a) argued that working more intensively in the ways described above with the low
progress children, and those needing guidance in particular areas, provides individual
assistance and support that is both effective and efficient.
Change in learning over time should be facilitated because, if the teacher were
effectively responding to each child, by adapting and adjusting their teaching to the
individual's particular responses, leading to higher levels of operating (Vygotsky,1g78), it
is possible that the child could be developing generic knowledge about how to learn. For,
it has been argued, and shown (Bruner, 1g7g; cray, 1gg1a; Grynn, 1gg1), that as the
child works on different kinds of information, generic competencies or facilitating
interrelationships that power subsequent leaming are constructed.

lncreasing independent leaming opportunities should also mean that children who learn
how to learn within school will be able to continue to learn for themselves in and out of
school. tran-Nejad (1990) argued that resourceful learners are very adaptive and able to
use their "dynamic and active self-regulating abilities", in order to leam effectively in
different environments (p.594). For Glynn (1984), the significance of independent

learning is that it allows children to control some of their own learning which results in
strong generalization into novel contexts, of what is leamed. Guthrie (1985) claimed the

impetus for continuing to acquire new knowledge outside school comes from children's
self-initiated and self-guided leaming that enables them in Bruner's (1966a) terms "to
develop a decent... and a proper confidence in their ability to operate independently"
(p.so).
The advantages of taking opportunities for engaging in some independent leaming
discussed in the previous section suggest that such activity is capable of enhancing the
quality of children's learning. What then does this imply for independent learning in the
beginner school context?

Independent learning and the school beginner
Independent leaming is frequently referred to as being something which comes later in
children's development (Holdaway, 1984), and so is not considered by those holding
such a view to be appropriate for early school learning. As well, young preschool children
have been thought to be unable to use strategies to problem-solve (DeLoache & Brown,
1987). Traditional views of education and schooling have held that, the younger the
children, the more dependent they will be on the support of adults and other children.
Recent literature, however, provides many examples of young children's competence,
and this has led to revised views (Cazden, 1991; DeLoache & Brown, 1987; Donaldson,
1978) of what was previously believed. The young child is now seen by many as an
active processor capable of selecting, organizing and utilizing information from the
environment and from interchanges with others. The child is learning how to leam.
Therefore, it could be expected, from the evidence described in the following paragraph,
that such activity could occur in children's initial encounters with learning in school.
Some theoretical and research support for the early existence of independent learning
comes from the area of reading acquisition. According to Clay (1991a), even novice
readers are able to demonstrate and gain a degree of independence in reading
appropriate texts. There is, however, another sense in which children become
independent. Clay's theoretical perspective is that children build up "a system of
behaviours which expands itself, i.e., a self-extending system," that allows them with
minimal teacher help to become better readers every time they read (p.199). Specific
data on independent behaviour is provided by McNaughton (1987). In studies of early
literacy behaviour, he observed evidence of independence in the form of independent
problem solving on text in the reading behaviour of good readers, after some teaching in
school. Although this support comes from literacy learning, it could be expected that

such independent activity may be evident in other areas of the curriculum. Whether this
is so will be one of the areas of inquiry for this study.
Children may vary in their demonstration of independent learning. Some children may
have had fewer opportunities for active (school style) learning prior to school and may
not generate their own leaming in the school setting. Although the early competence of
many young children is impressive, DeLoache and Brown (1987) claimed that a great
deal of difficulty may be experienced in harnessing their natural tendencies as active
leamers to extemal demands such as to the form of leaming required in schools. This
could imply that the programme offered by schools may not be appropriately designed
for those entering it. Of considerable importance may be receptiveness to the differences
among children, and the kind of leaming experiences available. Clark (1991) also
suggested that there are a number of conflicts facing children as they begin school
including a change in the notion of '\uork" and "play". Regardless of the programme that
school offers however, competent children can be expected to continue to be active
leamers. The other children may not or perhaps will not be constructive leamers in the
school setting, unless guided to continue, or helped in different ways to begin to engage
in such leaming (Brailsford, 1985; Ferreiro and Teberosky, 1982). This aspect is another
for inquiry in this study.

Teaching learning interactions
Integral to the provision of independent learning opportunities from the earliest days at
school is the view that leaming is something the child does, while the teacher arranges
for that child to continue to learn how to learn and thus be able to extend his or her
leaming. A significant link to the ways in which children can take their leaming further is
in the interactions that occur as teachers observe and interact with leamers engaged in
tasks and activities. According to Clay (1991a) and Wood (1988), allowing freedom for
children to explore and leam on their own, and avoiding limiting their scope for engaging
in such learning, can maximise effective cognitive development. But this is not always
sufficient. Recent evidence (Rogoff, t990; Wood, 1988), about children's early leaming
suggested that attention must be given to the contribution of the school environment, in
particular to the place of quality teaching in interactions for enhancing children's
oppportunities to gain more independent control.
Changing interactions between teacher and child allow for children to take increasing
responsibility for their learning (Mc Naughton, 1987). For this to happen, Clay (1991 a)
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suggested, requires teachers to develop a responsiveness to the child's initiatives when
creating learning contexts. Teacher:s need to be sensitive and perceptive observers of
what children can do, and able according to Rogoff (1990), to respond to their need for
assistance or for greater autonomy. Effective interactions are those that achieve a
situation for learning that is both challenging and supportive, and that adjust to the child's
developing understanding.
As well as effective interactions with teachers, Cazden (1988a) and Tudge (1990)
claimed that the opportunity to interact with peers may, in tum, provide additional

situations that foster a child's own leaming. The activities that children engage in with
others in the classroom can allow for a range of varied interchanges. To provide best for
such opportunities, it is claimed (Dyson & Freedman, 1990), that schools need to be very
social places where there are ample opportunities for children and teachers to interact
with one another. A further aspect of this investigation will be the context for leaming
available to children.
It appears that most children readily become effective leamers in the real-world
situations of early childhood. For example, Clay (1991a) has claimed they have already
constructed self-extending systems. Clay described two cognitive systems preschoolers

have built, one which generates and extends children's control over language, and one
which allows them to make sense of the world. lran-Nejad (1990) made a similar point
when he concluded that in order for children to continue learning successfully, school
leaming contexts "must be ananged in such a way that the dynamic or spontaneous
leaming approaches that woked so well for children before school continue to work for
them during school" ( p.594).
Facilitating independent learning in the first year of school would appear to involve
teachers identifying and then capitalizing on children's existing cognitive systems and
increasing the opportunities for them to build an inner generating system to power all
facets of leaming. lt should then allow children to function as resourceful and adept
leamers who know how to leam and who can therefore furthertheir own leaming.

The purpose of the study
This research was characterized by a theoreticalview that considers the effective child
leamer as an active constructor of his or her progress. The research was concemed with
the nature of independent leaming in early schooling and the contribution of the school
environment to such learning. The research also explored how teachens of new entrants
facilitate a child's development as an independent learner. The challenge was to
discover what occurs.

The research questions
The research questions concerned whether and how independent leaming could be
identified in the first year of instruction.
The first research question asked,

.

What is the nature of independent learning? How might this be observed in new
entrant classrooms?

The second question,

.

To what extent did children engage in the activities suggested by the definition?

The third question,

.

ls independent learning associated with particular classroom factors? For example,
are there teaching moves associated with an increase or decrease of independent
leaming? Do there appear to be different opportunities in different classrooms?

Thus the focus of the research was on devising a way of identifying and explaining
behaviour that might characterize independent leaming in classrooms of young school
beginners. lt was also concerned with exploring individual teaching-learning interactions
to discover how teachers effectively promote and support independent leaming.
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CHAPTER TWO

KEY ISSUES IN INDEPENDENT LEARNING
When asking whether, and how, children engage in independent leaming in school,
consideration needs to be given both to the ways in which children learn and the kind of
instruction that teachers provide to facilitate learning. The review in this chapter presents
some key issues associated with independent leaming in school, prefaced by a
theoretical framework for leaming and teaching. Five themes arising from the literature
are discussed and the implications for studying independent leaming identified.
This and the next chapter are presented in tandem. Chapter Three concems the
observation of independent learning and how it can be described and identified in the
first year classroom.

THEORETICAL PERSPECTIVES ON LEARNING AND TEACHING
Children's development as thinkers and learners has been a focus of developmental
psychology in recent decades. Theories have been formulated to explain the young
child's leaming processes with a major role being given to the achievement of children.
Over the last 15 years, however, emphasis has shifted from an almost exclusive focus on
the child working in isolation with cognitive development considered a "solitary
endeavoui' (Rogoff, 1990, p. viii). Bruner and Haste (1987) have spoken of "the quiet
revolution that has taken place in developmental psychology'(p.1). This revolution has
involved recognition of the significance of the responsive social context through which
children are learning to make sense of the world around them. The new perspective of
learning is one of assisted or collaborative venture.
Major insights into this new perspective on learning and teaching derive in part from the
work of Piaget, Vygotsky and Bruner. While all recognize that from an early stage
children engage in the active construction and reconstruction of much of their own
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leaming and development, there are some differences in their various theories (Rogoff,
1990; Wood, 1988). These differences have implications for the concept of independent
leaming and for how such learning may be facilitated in the schoolsetting.
Piaget (in observations of his own children and his work in genetic epistemology) set out
to discover what children could do in leaming and what they actually did. In explaining
his theory of the development of intellectual structures as a dynamic process of adaptive
interaction between the child and the environment, Piaget (1977'tfostered an awareness
of the young chib as an active leamer. Some of the early investigations of Piaget (1954)
which coincided with his initial theorizing about stages of children's thinking
(preoperational through to formalthinking) were in aspects of science, mathematics,
geometry, and natural logic and covered an age range part of which included young
children. In investigating the nature of the knowledge they had in these areas he initially
concluded (Piaget, 1971) that children leamed to understand aspects of the world
through their own actions and according to largely genetically determined sequences of
levels of thinking and understanding.
Critique of Piaget's constructivist theory arises from the apparent emphasis in his model
on the child as a lone scientist mastering the world. Wood (1988) suggests that, for
example, Piaget's perspective of the individual child's competence and development
omits the importance of co-operative activity, and that "adults, social interaction and
communication play a far more formative role in the development of children's thinking
and leaming than his theory allows'(p.15). Piaget was insistent at an early stage of his
theorizing about intellectual development that it was the child's mainly unassisted
activities that created intellectual competence. Subsequently, after Barbel Inhelder
reported at a 1956 UNESCO Child Development Conference (no reference available) on
the effects of Piaget's "clinical method" on some children's movement through his stages
of cognitive development, he acknowledged (Piaget, 1971) the possibility of a child
leaming to understand his world better and quicker in the company of a skilled clinician
asking a special kind of probing question about that understanding. This subtle change
implies an inquiring adult who creates "opportunities" through challenges appropriate to
the child's stage of development. Although Piaget had little to say about the education of
chifdren in school, Inhelder, Sinclair and Bovet (1974) and Duckworth (1979) have
studied ways of translating Piaget's clinical method into a method for accelerating
leaming. Since Piaget's theory is not one of teaching, educators have had to derive their
own implications from his theory.
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Vygotsky's (1978) theory focuses on the way social interaction with others can mediate
and stimulate the child's devetopment. He emphasized the notion of the relationship
between individual development and the child operating in a shared social context
arguing that learning is primarily a social process. lt is Vygotsky's concept of the "zone of
proximal development' (the ZPD hereafter) that has considerable theoretical importance.
To use his words, "the zone of proximal development is the distance between the actual
developmental levelas determined by independent problem solving and the levelof
potential development as determined through problem solving under adult guidance or in
collaboration with more capable peers' (vygotsky, 1978, p.86). lt is the zPD that
Vygotsky considered to be the area in which leaming takes place and to be crucial as a
context for cognitive development. The child can be helped or guided to reach a higher,
more conscious, more reflective level of functioning through the ZPD. "Thus', Vygotsky
stated, "the notlon of a zone of proximal development enables us to propound a new
formula, namely that the only'good leaming' is that which is in advance of
development" (p.89).
Tudge (1990) contended that the ZPD must be considered in its theoretical context. He
stated that "Failure to see the zone and the theory as a whole means that it is difficult to
differentiate Vygotsky's concept from any instructional technique that systematically
leads children, with the help of an adult, through a number of steps in the process of
leaming some set of skills" (p.156). The depth of the theory centres on the notion that
children's participation in activities supported by skilled assistance, allows them to
internalize the tools for thinking and subsequently to approach independently the
leaming with which they were initially supported. From shared and assisted activity the
child is able to construct some "inner generating system" leading to the child being able,
subsequently, to initate and manage such leaming. There is gradual movement from
interpsychic to intrapsychic processing as the child engages alone in tasks that
previously required assistance.
While instruction is placed at the centre of development, nowhere in Vygotsky's writings
is there a detailed explanation of exactly what the adult expert does to mediate the
child's engagement in activities so the child gains consciousness and control. Brunels
work, encompassing the active constructive child and the adult's role in scaffolding novel
leaming, creates a link between Vygotsky's theory of leaming and how effective teaching
might be carried out in the school setting.
In studies of thinking and leaming Bruner (1961) confirmed the child's active role in the
leaming process. He described this as an individual constructing knowledge by taking
input from the environment and organizing it in a meaningfulway. Bruner (1960 & 1980)
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theorized that as children work on different kinds of information they "construct generic
competencies or facilitating inter-relationships" that serve to power subsequent leaming.
In his 'Toward a Theory of Instruction" (1966a) he rephrased his ideas on the effects of
children's self-initiated and self-guided leaming in terms of enabling them to develop a
real confidence in their ability to operate independenily.
Within a framework of seeking to understand how children learn and how they can be
helped to leam in school, Bruner (1966a) drew attention to teacher assistance as an
important part of the leaming experience. Among a number of assumptions underlying
his theory, is his statement that "intellectual development depends upon a systematic
and contingent interaction between a tutor and a leame/' (p.189). This should not be
taken to mean that the direction of the interaction is necessarily coming from the teacher.
Bruner stressed the need for opportunities which allowed an approach to leaming howto

leam to be developed. He argued that "leaming should not only take [the chitd]
somewhere; it should allow [the child] later to go further more easily" (1960, p.171.
Evident in Brune/s work is a notion central to Vygotsky's theory; that children not only
internalize how to carry out specific tasks but that they also internalize the instructional
process. ln order to find out what makes it possible for a conscious level of functioning to
be accessed by the child, Wood, Bruner and Ross (1976) explored a notion implicit in
Vygotsky's theory, of a kind of scaffolding being erected by the teacher for the learner.

This metaphor was used to characterize ways teachers can assist children's leaming by
structuring children's involvement in learning situations through interactional support.
They described a scaffold as a "process that enables a child or novice to solve a
problem, carry out a task, or achieve a goal which would be beyond his unassisted
efforts" (p. 90). The expert shares or facilitates the problem solving of any new or difficuft
parts of the activity and gradually the child takes over more of the task, thus sharing
responsibili$ for producing a complete performance. As the child demonstrates more
independent control of the task, the scaffold is gradually withdrawn. This process is a
continuing one. The tutor keeps leading the child into new areas of constructive,
independent activity remaining, as Bruner (1986) put it, "forever on the growing edge of
the chifd's competence" (p.77) but continually stepping back as the child achieves
control. Bruner described how, in this "negotiable transaction " (p. 76) from the more to
the less competent, the child is achieving consciousness.
These theories about how children are leaming how to learn and the place of teaching
are of particular impo(ance when considering independent leaming in school. However,
Wood's (1988) caution about attributing too much to the effects of teaching and
overlooking what must be acknowledged as the child's achievement, a point stressed by
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Piaget, is important. Because independent learning concems the contribution of the child
to his or her learning and to the cognitive processes associated with it, the leaming child
must be the central focus of this study. Nevertheless, whilst the characteristics of both
leamers and contexts are important in determining what takes place, it is the nature of
the interaction between leamers and teachers in the school environment that is seen by
Bruner and others (see above) to be of particular significance for promoting independent
leaming. ln order to define and conceptualize independent leaming and its relationship
to teaching, and to identify the implications for studying the concept in classrooms, the
exploration of issues that follows will focus on how independent learning can be thought
about in school.
Five themes have been distilled from the literature, each containing an issue central to
the concept of independent learning in school. The themes in which the issues occur are:
(a) chibren leaming, (b) teachers and teaching, (c) the classroom setting, (d) child

initiated and teacher initiated leaming, and (e) transition to school.

ISSUES IN CHILDREN LEARNING

Children enter school to continue leaming rather than to begin. This raises the issue of
how children go about leaming early in school. Given the complexity of learning, how can
children leam most effectively in school?
Two different views about the nature of children's learning have dominated the literature.
On the one hand there is the perception of the child as a receiver of knowledge. The
otherview is of the child as a leamer who is actively constructing his or her own
knowledge.

THE CHILD AS A REGEIVER OF KNOWLEDGE
According to this view the young child is a relatively passive teamer in a learning
environment that is controlled by the teacher. In this perspective, that might be termed a
"traditionalisf' (although according to Wells, 1986, it has not yet gone out of fashion) view
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of learning, the child is considered more a receiver than a constructor of knowledge. The
direct transfer of knowledge is implied. The child has a non-initiating, receptive role in
leaming. According to Gagne (1965), learning is dependent primarily on the acquisition
of necessary skilts and associations leading to the acquiring of knowledge. The teacher
controls the introduction of new information and an ordered sequence of skills by
organizing both information and skills according to levels of difficulty. Simple associations
are built up into more complex configurations (Rosenshine, 1987). Learning from such a
viewpoint arises solely from the prior experiences a child has had. What the child leams
is added to what is already known, rather akin to building a tower of blocks (Tagatz,
1976). This position implies that the leaming of the child is controlled, as Tagatz puts it,
to assure that "the leamer has the 'right' experiences and will therefore make the 'right'
responses' (p.76).
Cazden (1991), in challenging this view of leaming, characterized it as that of "inscription
on an inert blank slate by means of the leame/s practice and the culture's reinforcemenfl

(p.al8). lt can be argued that when children's activity is not the result of making their
own contributions through their own actions, but is the result of teacher prescription of
what they should learn and under what conditions they will recall it, children are likely to
believe that the control of their learning lies outside their efforts. They may leam that
their task is not to initiate and therefore they are not in these circumstances intellectually
active leamers. This view of leaming has been rejected by cognitive developmental
psychologists according to Hughes (1989), Resnick (1989)and Wells (1986), for it is not
considered adequate to account for the active involvement of children as constructive
learners.

THE CHILD AS A CONSTRUCTOR OF KNOWLEDGE
ln contrast to the above is the view that most of children's leaming arises from their own
self-initiated interactions with their world. From their youngest days they explore their
environment intensively and purposefully, seeking to understand the things around them
by observing, experimenting, investigating and questioning. Donaldson (1978) described
the inquiring and striving of the young child as '\rvanting to know" and lruanting to do'
(p.86). Children actively interacting with their environment in this way, are constructing
understanding of their environment and experiences. They work persistently on
problems, attempting to sort out the complexity, to get things to fit together, to find
solutions, leading to the child being what Bruner (1973) has called "a 'natural' problem
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solver in his own righf' (p.157). By endeavouring to relate the unfamiliar to what the child
already knows, he or she is seen to be acquiring strategies for processing information
and for dealing with new situations. In Smith's terms, children leam by'testing
hypotheses and evaluating feedback" (1988, p.182).
The view of children as active leamers participating in their own learning, is supported by
a number of different sources. Early advocacy came from the work of the British
psychologist Susan lsaacs (1930) using systematic observations of children leaming

through exploring and discovering. For lsaacs, engaging with the realworld within the
school setting played a significant role in providing an extension of eady leaming
opportunities. Her work, and that of Piaget, Bruner and Vygotsky, suggests that they
agree about the importance of the child's contribution to leaming. They all perceive
children's leaming as a process of construction, in which information extracted from the
environment is given meaning. Children create a mental picture of the world around them
through their experiences. There is a considerabte difference between the notion of the
young learner as the receiver of knowledge that comes from outside and the leamer as a
creator and constructor of knowledge. Emphasis on the individual child has dominated
perspectives on cognitive development with a research focus on the child's individual
efforts in the process of learning. Ferreiro and Teberosry (1982) refer to thinking
children'(p.12).These are active leamers; children who contribute actively to their
leaming, working on answering the questions arising in the world around them, obtaining
knowledge primarily through their own activig. Studies have shown that when children
are engaged in interactive processes, their leaming is enhanced (Brown & Campione,
1 981 ; Karmiloff-Smith, 1 984; Rogoff, 1982).
The view of children as active constructors of their knowledge and thus the concept of
the " active leamefl, is now well accepted. clearly, learning contexts and the
circumstances that surround leaming influence what occurs in important ways. This leads

to a consideration of the effect of environments on a child's leaming and cognitive
development.

Language learning
lf one looks closely at natural situations outside the school, optimum conditions for
leaming can be identified. Language provides an example, for oral language leaming is
characterized by the participation of children in the process of tearning to talk. Almost all
children learn to become competent first language users in a natural environment by
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exposure to the constant use of language. ln such a linguistic environment, the children
initially produce "inventions" that change as they develop and modify their own
vocabulary (Bloom, 1964), learn a complex set of grammatical rules (Brown, 1973), and
leam to generate many other sentences different in context from the original sentence
they controlled (Bruner, 1962). As they construct their own language in this way, children
develop an understanding of the world and a resource for communicating to others. This
learning is an interactive process taking place in a situational context where there is a
systematic correspondence between what children hear and what is taking place around
them (Halliday, 1975).
The developmental changes which occur in the early mastery of spoken language are
considerable. As described by Brown (1973) they move from the simple to the complex.
Children produce in the early stages their own, unique language. This is rapidly modified
so that by school entry most children's speech approximates that of the adults in their
community (Cazden, 1972). Complex leaming has taken place and this successful
learning has been accomplished without a curiculum, without formal instruction, without

teacher control, and without a sequence provided by programmed materials. lt has taken
place in an environment where there are opportunities for interactions, where
approximatlons are accepted, where children regulate and monitor their own teaming
and proceed at their own pace. Children have been engaged in actively constructing
their own language processes.

Learning in the school environment
lf children leam to use language so effortlessly, one can then ask what this implies for all
other learning, in particular for leaming in school. Beginning school is a major new
experience for young children. lnto this novel and complex place for learning, they bring
a variety of experiences from a wide variety of different situations. The critical importance
of transitions between contexts in children's lives has been emphasized by
Bronfenbrenner (1979) who sees children's first encounters in this educational context
having considerable influence on their subsequent leaming. Clay (1985a) has suggested
that "at the beginning of schooling, when children enter formal instruction, the
foundations of all their future interactions with education are being laid" (p.48). The early

leaming experiences in this academic context should therefore provide optimum support
and challenge for children's continuing cognitive development.
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Considerable leaming has already been achieved by children as preschoolers. For much
of this leaming their efforts have been directed towards constructing a theory in order to
make sense of the world and "conducting experiments" to test this theory (Smith, 1988,
p.182).lndividual children leam for themselves through their own devices but also in
interaction with an environment rich with models. They have been actively involved in
developing their own leaming processes. Transition to school should provide
opportunities to continue this situation, to foster further the kind of active learning already
underway, and build on the strategies already developed in the preschool social context.
Wells (1986) suggested it is not to be expected that on entering school the child's
strategies should change immediately orthat the kind of adult support that most helps
the child alters. lt should be possible for the school environment to promote and extend
the kind of leaming that occurs so effectively prior to school.

ISSUES IN TEACHERS TEACHING

How learning might be best accomplished in school concerns the issue of how teachers
should manage instruction. The concept of the child as an active leamer leads to a
consideration of the importance of opportunities for leaming and thus to the role of the
teacher in providing these. Cazden (1991) asked, "how can the active child best be

helped by the active teacher?" (p. a20). An active learner is responsible for taking some
of the initiatives for, and hence for generating, some of his or her own leaming. What the
leamer can do may be facilitated or inhibited by what teachers do and by the
opportunities they provide.
There is a considerable divergence of view about how teaching relates to learning and
thus about teaching approaches conducive to leaming and cognitive development. At the
risk of overcimplifying the matter it may be said that teaching is either a matter of (a)
providing didactic instruction, (b) providing a rich environment, or (c) guiding and
facilitating leaming.
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PROVIDING DIDACTIC INSTRUCTION
One view of teaching defines the teacheds role as that of controlling the leaming
situation and prespecifying and then controlling what it is that the children should learn.
In this view, teaching is essentially didactic or systematic instruction based on detailed

specifications. Emphasis is on the teacher as the controlling figure and a provider of
information with the child as the recipient of instruction. Rosenshine (19S7) described
such teaching as "explicit, step-by-step instruction directed by the teache/' (p. 257). The
teaching proceeds from the simplest to the more complex kinds of learning in a logical
analysis (Becker, Englemann, Carnine & Rhine, 1981). ln such instruction characterized
primarily by teacher-talk, frequently followed by specific tasks to reinforce the instruction,
the teacher is imparting a body of knowledge to children.
Wells (1986), in a critical comment on this approach, suggested that "children are placed
in the passive role of respondents, obliged to accept the teacher's definition of what is
considered relevant'(p.28).Glynn (1981)claimed that as almost allthe teacher
behaviour in this model is of an essentially supervisory nature, the interactions able to be
initiated by children are limited. The leamer can only respond to what is controlled by
someone else and may well become dependent on this.

Current practice
According to Taylor (1989) widespread practice, if not tacit acceptance of this view, has
meant didactic instruction has dominated learning for many children in schools in the
United States. Cuban (1984), (studying teaching methods overtime), Langer (1984),
(when reviewing studies of literacy instruction), and Sirotnik (1983), (who examined
approaches to teaching across the curriculum), all argued that beliefs about instruction
appear to have adhered to the same principles for many decades. Evidence from recent
comprehensive research in United States schools indicates the continuation of such
practices. In a study of 1016 classrooms at all levels, Goodlad (1983) found didactic
pattems of instruction predominated with liftle variation across and within schools.
Langer (1984), summarized the "current" situation by claiming that the instruction
teachers provide limits the opportunities children have for reflective engagement. lt
focusses not on assisting children to extend their learning but more on checking the
accuracy of their responses.
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Research in schools
Evidence from recent research in primary schools in Britain (Bennett, Desforges,
cockburn & wilkinson,1984; Galton, simon & croll, 1980), also found what they
characterized as a traditionalist approach to teaching, though with some different
emphases. Their studies showed that teaching tasks were predominantly teacher
dominated and managed. Within social relationships, teachers showed responsiveness
to children's needs, but instruction was teacher directed and controlled. Routine practice
tasks were prevalent for academic leaming. lt was very rare for tasks to challenge
problem solving skills or enhance individual intellectual effort. Interestingly, Anderson
and Bums (1989) pointed out, in a recent comprehensive book on research in
classrooms, that the central, directive role assumed by teachers has even been widely
accepted by the vast majori$ of researchers studying teaching. Few have questioned
the way it permeates schooling.

The relevance of the large scale studies described above, carried out in elementary,
primary and secondary schools for beginning classes, is unclear. Teachers may
approach working with young children in different ways. Some information comes from a
study of teachers of first classes by Hughes and his colleagues (Hughes,1g8g;
Goldsborough, 1988; Gulliver, 1gB8) in Britain. The findings from interviews indicated
that the teachers appeared to hold a traditional view of children as passive, receptive
leamers, and did not contemplate the active engagement of children in their learning.
Whether teachers' stated beliefs reflect the way in which they carry out instruction is not
clear from the research. Desforges (1989), for example, found mathematics teachers of
five to seven year olds, who, despite holding constructivist views, assumed very
directive, dominant roles in the classroom. He suggested that the circumstances and
constraints under which teachers worked largely dictated the way they interacted with
children. Clearly the situation is complex, and may vary in different settings. Research to
date appears to suggest that forms of didactic teaching are fairly widely practised.
A focus on teacher control of instruction means children who submit to it have limited
control over leaming interactions and may become dependent on external controls.

McNaughton (1985) claimed that in reading, leaming arising from situations dominated
by adults' control is less effective than that occurring mainly under the child's control.
Clay (1991a), pointed out that teaching in a didactic way does not allow for children
being active, constructive leamers. lt would appear that under such teaching conditions
children's opportunities for grovth and development are narrowed.
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Alternatives to didactic instruction
The basis for concems about excessive amounts of didactic instruction for what appear
to be large numbers of primary of elementary school children seems in its extreme form
to lie in a number of questionable assumptions about the nature of the restraints there
are to young children engaging in independent leaming. For example, there is a view
that many young leamers on entry to school are incapable of furthering their own
leaming in each area of the primary cuniculum, and that they therefore need to be
instructed in "the logic" which is allegedly implicit in school subjects such as reading,
writing and mathematics. Such a logic is associated with the idea (Gagne, 1965) of a
"best ordei' for teaching the various components of, for example, reading (individual
letters and sounds, then words, etc.), and, writing should follow reading. School
beginners in particular are seen to need to be instructed according to such logical
sequences which are worked out by primary schoolteachers well before children anive
at school. There is also seen to be a best way of teaching that places considerable
emphasis on instruction and on the child as a receiver of knowledge and an obvious way
of planning the delivery of much of the cuniculum (whole class instruction, ability
grouping, annual or biannual school entry for beginners). lt follows that the most suitable
relationship between teacher and taught stands in contrast to the flexible and informal
quality of much preschool learning.
Altematives to didactic instruction have seemingly arisen out of, or are associated with,
different theories and philosophies of child development, learning and teaching; the
nature of individual differences, of social factors and the influences of contexts on
leaming; and with different circumstances, such as school entry at or about a child's fifth
birthday (as in New Zealand), and the relative homogeneity and smallness of the
population (again, as in New Zealand).

PROVIDING A RICH ENVIRONMENT
Contrasting with the view of instruction described above, is one where the teache/s role
is perceived as primarily to create conditions for children to teach themselves

(cambourne, 1988; Goodman & Goodman, '19g0; Graves, lg8g). The child's active
involvement is seen to require teachers mainly to withdraw from creating teaching
situations and to adopt a supportive role. lt suggests refraining from any direct attempt to
organize or manipulate children's behaviour, leaving each individualfree to move in
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almost any direction. The literature from this approach describes the central role of the
teacher as creating a rich, stimulating environment which provides the right conditions for
the children to both develop and leam in their own time.
Perceiving teaching in this way may arise from belief in the "growth from within" model
(Cashdan, 1976) or from belief in the need to provide for a democratic classroom where
the children organize all their activities (Bennett, 1978). King (1974) cautioned against
what she saw as misinterpretations of teaching in leamer oriented settings when writing
about informal learning. Seeing teaching as avoiding giving directions or having
expectations of the children, she argued, was in conflict with the teacheis responsibility
of furthering children's leaming. Those who share the view of Camboume (1988) and
others that the provision of a stimulating environment is paramount do not claim a
completely nonparticipatory role for the teacher. They do, however, appear to take a
stance on the place of instruction. In a discussion of the issue, Cazden challenged the

assertions made in Davidson (1988) that suggest instruction is "contrived, isolated and
inconsistent with development' (Cazden,1991 , p.42O). Cazden also pointed out that
there is still no research evidence to support the adequacy for a//children of just
immersion in a rich environment. A non-interventionist stance implies that all children can
teach themselves and will move forward in appropriate directions. While successful
leaming may occur for many children in this way there may be others for whom this is
u nl ikely without app rop ri ate teacher assistance.
There is increased awareness that allowing the child just to engage freely in seltdirected
and self-initiated learning is not sufficient in itself (Clay, 1991a; Dearden, 1984). Such an
approach can, it is argued, restrict the opportunities available to leam and may limit the
continued groMh of some leamers. Although encompassing the concept of the active
leamer, an indirect approach to teaching that leaves children to develop in their own way
may not allow for the potential in the contribution of an active teacher.

GUIDING AND FACILITATING LEARNING
lf attention shifts from thinking about teaching from these polarized perspectives and
moves instead to "emphasizing the joint problem solving in instructional communication'
(Rogoff, 1984, p 2B), teaching could become a part of an interactive process between
leamers and teachers where the child is considered an active leamer and the teacher
has an influential role in helping in ways that will lead to further learning and
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development. Wood (1988) supported this perspective when writing about collaborative
learning between teacher and child. When discussing Vygotsky's theory he stated that
"co-operatively achieved success lies at the foundations of learning and development"
(p.25). According to Wells (1986), the most powerful leaming takes place when the child
is actively involved in the process through sharing in the responsibility, with the teacher
as guide and facilitator. The teacher's function is to help children develop and organize
their leaming in ways that will lead to further learning. How is this shared instruction to be
managed?
Guidance in cognitive development is provided, Rogoff (1984) suggested, "through the
arrangement of appropriate materials and tasks for children, as well as through tacit and
explicit instruction, as adults and children participate together in activities'(p.38). The
importance of both the environment and the nature of the active role of the teacher within
it is clearly identified. Cazden (1991) wrote about the most favourable environments for
literacy leaming in school. She called for an optimal mix that includes within a rich
environment some instruction as required, using the metaphor of "instructional detours'
first proposed by Clay and Cazden (1990). The essential idea is of a slight detour from
the firmly established main road whenever needed. The main road is the active
environment that allows for child sponsored learning experiences, and the detour, direct
instruction.

Achieving a balance
Such a view is consistent with that offered by Sulzby, Teale and Kamberelis (1989). In
their conclusions about classroom teaching for literacy leaming, they suggested that

within a literacy rich environment there should be teacher guidance that may include
some direct teaching. The perspective is shared by Applebee and Langer (Langer,
1984), who developed an altemative model of literacy instruction in response to concem
about the limitations of didactic teaching. Their proposed approach "permits a fusion of

the need for direct instruction in new skills with the recent concern with reading and
writing processes' (p. 1241, thus involving both teacher and child in "instructional
interaction" (p. 128).
While these comments are directed towards literacy learning, there is no reason to
believe that they do not apply to instruction in other aspects of curriculum even though
the nature of the learning required in each aspect is different. Following a study of
mathematics practice in schools, Desforges and Cockbum (1987), discussed fostering
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higher order skills in mathematics teaching with young school children. They pointed to
the importance of the availability of an environment with interesting tasks that have
mathematical potential, and stressed the vital role of the teacher for engaging in
exchanges. ln their words the teacher "clearly plays a significant steering role' (p. 153).

The perspective outlined is not a novel one and may be characteristic of teaching for
some children. Research in infant classrooms in New Zealand documents supportive
teaching in both literacy and mathematics, occuning in an environment that is rich with
varied learning experiences (Clay, 1985b, 1991a; McNaughton, 1987; McNaughton and
Ka'ai, 1 990; Rapin, 1991 ; Watson, 1980; Yeoman, 1 987; Young-Loveridge, 1987).
Teachers in these studies were observed to work in a variety of ways with children in
whole class, small groups, and with attention to individualchildren. They did so by
observing what children were doing and facilitating leaming in a programme that aimed
to provide flexible and diverse opportunities for leaming.
The perspective on teaching described as guiding and facilitating learning appears
promising for influencing cognitive development in important ways in the classroom
(Rogoff, 1990; Tharp & Gallimore, 1988; Wood, 1988). lt provides an account of school
leaming that allows for both the provision of a range of learning experiences in a rich and
stimulating environment, and forthe teacher to play an important role in assisting
children to learn. The active teacher is arguably best able to help the active child, by
ananging for optimum leaming opportunities and by guiding children's cognitive efforts
so they can increase their control over, and understanding of, the meanings of their
world.

The interactive nature of teaching
Considering the teacher as a facilitator of leaming places emphasis on the nature and
level of teaching-learning interactions between teacher and child.
Shared activity has been shown to enhance problem solving and this has led to greater
awareness by cognitive psychologists of the role of interaction with others (Rogoff,
1990). Social encounters between the novice and more knowledgeable others provide
for joint problem solving with guidance. Rogoff used the concept of "apprenticeship'to
describe the way young children achieve their cognitive competence through guided
participation in cultural activivity. The collaboration that occurs with family members in a
child's early leaming was emphasised by McNaughton (1991a) who considered family
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"active agents" in the child's construction of literary. lt seems that one way young
children can learn is through observation, and trial and error. As they interact with peers
and adults and their environment, their cognitive development is enhanced (KaE, 1987).
lnteracting with children in ways that will encourage leaming requires tearning about how
children learn. lt is one of three significant aspects that theorists suggest are required for
teaching (Gelman & Greeno, 1989). Two further aspects are explained by Wood, Bruner
& Ross (1976). They suggest that the teacher needs to provide optimum opportunities
for leamer competencies in order to display and stretch these competencies. What the
leamer can do must be taken into account for the starting place will be where the child is.
\Mth such knowledge the teacher can better respond to present individual competencies.
Thus, close observation of children while they are engaging in leaming, and analysis of
and sensitivity to their growing competencies is required (Clay, 1991a). Teachers need to
note critical changes and to be aware of opportune times to extend leaming. They can
then judge when it is appropriate to give increased responsibility to the child. This is not
to say the teachers await the "teachable moment" before interacting with a child, but that
within interactions they seek to utilize the actions and responses of the child to greatest
effect.
The teacher must also, wood, Bruner and Ross (1976) noted, have a theory of (or
hypothesis about) the nature of the task or the problem from the child's viewpoint and
how it might be addressed. Teachers need to know what it is the learner is trying to
leam. Awareness of the next steps that might be taken can produce decisions that are
most beneficial to the child's development of strategies. lt is more likely that leaming for
each individual will be encouraged in appropriate directions if the teacher understands
sufficiently the acquisition of reading, writing, oral language and mathematics as well as
in other aspects of the cuniculum. This would seem particularly important for teachers of
young children who are engaging in the acquisition stages of important aspects of
learning, for these directions will be different for different chifdren. The attention and
response of the teacher to the child's present understandings and competencies, and
knowledge of the sequence of development required for effective progress in any
particu lar cu rricu la area, become interrelated.

A knowledgeable and observant teacher would appear to be critical to ensuring that the
leaming that takes place for most children before school, continues to be accomplished
and extended in school. As a facilitator and guide the teacher can assist young children
to be active learners, particularly by engaging with them in quality interactions.
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ISSUES IN THE CLASSROOM SETTING

The role of activi$ in leaming and the way teachers might help children become active
leamers lead to the issue of the kind of environment in which leaming and teaching are
carried out. What comprises a responsive environment? As with the kind of teaching
available, the way in which the classroom setting is managed may facilitate active
leaming of the child or may preclude such learning. lt may also affect the kind of
teaching the teacher can offer.
When considering the continuum of classroom environments described in the research
available on leaming and teaching, some distinctions can be made within two
perspectives identified. These are described here as the classroom as a structured social
context and the classroom as a responsive social context.

A STRUCTURED SOCIAL CONTEXT
lf the school environment is seen as a structured social context the organization of the
classroom setting is usually such that the teacher plans and determines most of what
happens in the classroom. A number of characteristics can be identified. Bennett,
Desforges, Cockburn and Wilkinson (1984) in describing such settings suggested the

interactions are mostly structured and managed by the teacher. The teacher attempts,
Cazden (1988a) noted, to allow for only one person at a time to speak. Classrooms are
typically organized so that most of the instruction occurs in the whole class situation or in
ability groups (Slavin, 1987). Decisions regarding placement in groups are usually made
on the basis of some form of assessment. Once classified, children most often remain in
these groupings throughout the year (Goodlad, 1983). Assigned "seatwork" activities,
intercpersed among whole class and small group teaching, are frequently designed to
complement instruction and to provide practice in skills (Emmer, 1987). The children may
be engaged in similar tasks to each other for much of the time. Opportunities for
interaction with the teacher and with peers throughout the day may be rare.
The style of classroom organization described may affect the way in which children can
interact with the environment. In such settings there are often restrictions on the
opportunities children have for language development (Tizard & Hughes, 1984), for
interaction with peers (Cazden, 1988a), and on the kinds of activities to which children
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have access (Clark, 1991). Thus, opportunities for children to be active leamers may be
constrained.

A RESPONSIVE SOCIAL CONTEXT
A different perspective on organization of the environment involves a setting that
provides many possibilities for enhancing learning. Teachers usually create and design

conditions that involve opportunities for children to have access to a wide range of varied
and engaging tasks and activities, involving interesting and challenging material (Glynn,
1984). Such activities and materials are intended to provide worthwhile content and
focus for interactions. A range of organizational patterns pertain with none of them being
used exclusively. There are varied opportunities for children to work in different ways
throughout the day, ranging from individualteacher-child interactions, peer dyads and
small groups, to larger groups and whole class settings (Hiebert, 1991; McNaughton &
Ka'ai, 1990). These different situations form, Hiebert suggested, "multiple classroom
contexts" (p.138) and teacher skill in their use is crucialto their success.
Varied patterns of organization in a responsive social context, provide in different ways
for teacher input related to content and processes, for the application by children of new
learning, and for opportunities for exploration and creativity by each child. A style of
interaction referred to above, (and elaborated on pp.184 to 197) between teacher and
children and among children, can be fostered. Supporters of this view consider
opportunities for interactions an essential aspect of the quality of the child's education.
Clay (1985b) discussed the importance of identifying classroom situations in which
opportunities for interactions with children are optimised. The suitability of the context for
leaming has to be considered in relation to the developmental levels and needs of the
children (Corno & Snow, 1986; Wood, 1988).

Contexts for development
The notion of teachers creating contexts in which children can be active, constructive
leamers, has a long tradition (Katz & Chard, 1989). Examples of environments where
very young children were engaged in self activating leaming are provided in the
preschool traditions that reflect the influence from child development on the study of the
individual child. Nursery and kindergarten situations in the United States organized to
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permit personal involvement for each and every learner have been described (Weber,
1970). Developments in preschooling in Britain have had similar emphases, essentially
focussing on the child as a whole person and accentuating the importance of
"spontaneous play". Access to leaming was by way of active experience and
experimentation (Chazan, Laing & Harper, 1987). These developments showed that
young preschool children were leaming in environments where the emphases, which
evolved from claims of a developing understanding of children's development, fostered
what was described as each child's "naturaln capacity for leaming in a wide varieg of
situations. There were individual leaming opportunities, and the content of the curriculum
was mainly the "world of the child" which included the experiences and things the child
brought into the situation and those that were already there.
However, the principles of preschools are often markedly different from the principles of
primary school practices, although procedures established to foster active child learning
in the school setting can be found in infant and primary classrooms. The innovations
focal to child-centered education referred to as "informal education'were first worked out
by a number of infant schools in Britain much influenced by practices in the progressive
nursery schools described above (Gardner & Cass, 1965). These innovations were given
acknowledgement and reaffirmation by the Plowden Fteport (HMSO, 1967). The
publication provided an important summary of the previous 30 years research, and
described "informal'or "child-centred' education, presenting its practices and apparent
premises. lt gave strong impetus to what was claimed to be the established
developmentaland child-centred tradition of the British Infant school (which was
subsequently adopted in various forms in other countries including New Zealand). In
reporting on the Plowden recommendations Tough (1982) alleged that, "it supported the
view that learning would be improved by teaching methods that focussed on the needs
of individual children, and by a "discovery" approach that would not only motivate
children through greater involvement in their own leaming, but at the same time place
leaming on a sounder conceptual basis' (p.SS).

The report placed emphasis on the needs of each child and stressed that because of the
wide ranging differences in children, class instruction was not satisfactory.
lndividualization of attention and work was proposed. ldeally it was considered that
attention should be individual, but because sharing out teacher time was a major
problem, some teaching of small groups of children was also proposed. Further it was
suggested that children could often be engaged in individual work, not requiring the help
of the teacher. ln stressing the importance of fostering a'discovery" approach to leaming
in each individual child's activity, the report suggested that teachersi were responsible
through constant dialogue to encourage children in enquiries which would lead them to
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find out for themselves. They were to encourage questioning, probing, pursuing and
exploring, and to guide children unobtrusively. Emphasis was on the child's sustained
involvement in leaming. These practices became known in the United States as the
"open education" approach to teaching and learning (Dearden, 1984; Katz & Chard,
1s89).

The stress on individualization both of attention and of work has received strong criticism
backed by high quality research in Britain. Gallon, Simon and Croll (19S0) suggested
that individualization is widely implemented but not in the way it was recommended,
because teachers either misinterpreted or ignored the possibilities for increasing
interaction between teachers and children and for small group activities. The researchers
claimed that individualized teaching was not progressively oriented in the sense
described as integral in fostering a'discovery" approach but was "overwhelmingly factual
and managerial" (p. 157). The teachers' interactions with individual children were mainly
related to task supervision. The researchers argued that the teacher'does not have time
to devote her mind to, or engage in, the kind of interaction with individual pupils that the
Plowden Report described" (p.157). They did describe some teachers who had high
levels of, in their terms, quality interaction with individual children. Teachers achieved this
by very effective organisation which allowed them the extra time for dealing with children.
Nonetheless, it was concluded that teachers still had not been able to organize their
programme in ways that would realize what they saw to be the aims of the Plowden
Report.

However, this research was done at the third through seventh years of teaching and may
not apply to new entrant teaching. There are likely to be many differences between how
a teacher organizes the classroom and works with children at the entry level and how a
teacher who is involved with older children in the upper classes operates. The case study

analysis of a first classroom in Britain (Hamilton,1977) supports this assertion.
The classroom context is a "complex entity" (Hiebert, 1991, p. 134). lt is consistent with
contemporary theories of the nature of the child as a constructive learner, that for active
leaming to occur the child requires access to purposeful activities, varied materials and
ample opportunities for interactions with others. This implies a context that is flexible and
responsive. What children leam depends in part on the learning contelrt they are in (lranNeiad, 1990; smith, 1989). The way the classroom setting is managed allows to a
greater or lesser degree for children to be proactive in their leaming.
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ISSUES IN CHILD INITIATED AND TEACHER INITIATED
LEARNING

What specific features of the environment enhance active leaming?
Contrasting views are held as to what comprises appropriate opportunities for leaming
for children moving into the school setting. The contrasting views can be identified as
child initiated or teacher initiated leaming opportunities.
An attempt is made to provide a distinction between child and teacher initiated
opportunities for learning. Frequently used terms such as progressive, activity, or
integrated day methods; formal and informalapproaches;structured and unstructured or
open and traditional education; do not always give sufficient indication of the actual
opportunities available to children to initiate or enhance their learning. In addition,
various meanings and interpretations have been attached to these terms with resulting
confusion. However, the making of the distinction described above does not suggest that
opportunities for leaming can ever be neatly categorized. Clearly this would be an
unrealistic and over simplified view of the complexity inherent in leaming and teaching
interaction. lt is the implications of these types of leaming opportunities for the active,
constructive leamer, that is the main area of interest here.

Teacher initiated opportunities for learning
Where the leaming opportunities are primarily teacher initiated, activities and
experiences are almost allselected, presented, directed and monitored by the teacher.
Learning tasks are frequently organized in a linear, and strictly sequenced manner
(Chall, 1983), with a predetermined and often relatively inflexible cuniculum. When
discussing teacher-initiated activities, KaE and Chard (1989) suggested it is too often
assumed that children need to be led step by step through a planned curriculum or
prescribed activity. The outcomes are frequently defined in terms of the information to be
gained and the skills to be developed. Wells (1986) claims that in order to succeed in
activities that are tightly compartmentalized, children are expected to follow the intentions
of teachers and the teaching priorities on their agendas.
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Instructional materials and curricula designs will often identify the content that should be
taught and in what order, and with learning activities simplified and broken up into small
units. These are often referred to as teacher-proof curricula (Clay,1991a; Wells, 1986).
Bereiter (1980) is one of several curriculum theorists who criticises the way that this
approach involves the reduction of the conceptual and problem solving demands of eady
school learning. Justification for what is a teacher-initiated organization of the curriculum
in a lock-step fashion is in terms of avoiding errors at all costs. This notion allegedly
relies on the theory that learning is best achieved by avoiding incorrect responses.
Hence, preventing wrong responses appears to be part of the teachers' function (Katz &
Chard 1989). Correct responses need to be retained and incorrect ones eradicated.
When the teacher initiates the majority of the tasks, there are limited opportunities for the
child to make open ended responses or decisions or choices, or to follow individual
interests, for what is to be leamed is predetermined. According to Yetta Goodman (1990)
the children have to meet the teacheis programme; they have to adapt to the curriculum
rather than the curriculum being adapted to them.

Child initiated opportunities for learning
While there may be some overlap here with the earlier section on how children operate
as active learners, it is important to explore what it means for children to have the
opportunity to initiate learning tasks. When activities that can be initiated by the child are
available in the classroom, the child may become the prime agent in the leaming
process, especially when the starting points come from the child. Determining what will
be attempted some of the time provides children with the opportunity not only to initiate
tasks but to tackle ones where there is a personal challenge, tasks that require them to
explore, to test out hypotheses, to seek creative solutions and to make discoveries
(Bruner, 1986; Clay, 1991a; Wood, 1988). Experiences such as these are alleged to
provide opportunities for reasoning, problem solving, analysing and self-monitoring
(McNaughton, 1991a). Children are active participants engaged in creating their own
meanings out of encounters with the school environment. When provided with choices
and options they may then assume responsibility for some of their own leaming. Interests
and abilities provide a starting point for deciding what activities in which to engage. A
proportion of these decisions are the child's.
Access to tasks, resources and materials that are interesting and which children like or
seem to enjoy, as noted earlier, are obviously likely to stimulate and sustain interest, for
they allow children to engage in personalways. But, more importantly, if chitdren are able
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to take initiative for choosing some of their own activities some of the time, the building of
cognitive processes could be facilitated Clay (1986). Clay considered that a considerable
number of opportunities should be available for children to make their own responses to
tasks, and cautioned against stultifying such development. The opportunities available for
learning may affect the kind of leaming that can occur. Within an environment where

children are able to initiate some of their own leaming, the freedom to investigate different
ways of leaming through active exploration and discovery may provide them with some
opportunities to be leaming more for themselves.

A balance of learning opportunities
A clear distinction has deliberately been made between opportunities for engaging in
tasks in the school setting that are child initiated and those that are teacher initiated.
However, there may well be quite a range within the broad grouping defined as teacher
initiated activities. Perhaps "teacher directed" learning opportunities is a better term for
the position characterized above, leaving teacher initiated opportunities to apply more
generally to situations set up by the teacher, but that have opportunities for the child to
have considerable control over the tasks within them. When discussing language in the
cuniculum, Cashdan (1986) emphasised the need to think about the "reconciliation of
direct and indirect approaches in teaching', but strongly cautioned against getting "the
balance wrong" (p. 15). A balance of child initiated and teacher initiated leaming
opportunities may well provide for the most effective leaming situation for active leamers.

ISSUES IN TRANSITION TO SCHOOL

lf the teachers' role in optimizing children's development in school requires them to attend
closely to children and their competencies in order to foster change in appropriate
directions, the issue of teachers'understanding and knowledge of new entrants emerges.
Does how children are perceived on entry to school contribute to their opportunities for
learning? Beginning school signals an important transition in children's lives. The provision
of an environment in which teaching is designed to address children's abilities, and thus
allow for continuation of child initiatives, involves understanding and knowledge of school
beginners.
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In the literature available, two contrasts in teacher expectations of new entrants can be
identified. One is that school beginners have similar needs and the other is that needs
and starting points are very different.

EXPECTATIONS OF SIMILARITY
Chall (1983) claims that educators for whom the curriculum is central appear to work
from a belief that all school beginners should be expected to start in almost exactly the
same place and move through similar learning sequences. They assume that this will be
appropriate for individual children. In addition, a widely held belief that young children
entering school are incompetent leads inevitably to a need for them to be led point by
point through a planned curriculum of directed activity to be told what to do and to be in
an environment that reflects order, regularity and consistency. A standard beginning for
children entering school with a wide variety of leaming needs seems a contradiction to
some. Equally contradictory is the concept of readiness (Carll & Richard, 1977r. A
teacheis programme that results in each child encountering a common set of
instructional activities, and that has children joining into existing programmes regardless
of what they can already do, may restrict opportunities for leaming to which the child
ought to have access, and may well delay the development of some children. In some
cases these procedures may be associated with annual and bi-annual admission of new
entrants.

VARIETY OF NEEDS AMONG SCHOOL BEGINNERS
The alternate view holds that children of a particular age are unequal in their mastery of
skills and Duckworth (1979) claims that one can assume that in any class group of
children, "there will be enormous variations in levels of understanding and in the breadth
and depth of knowledge already developed" (p.311). Research points to the wide
variability found at school entry (clay, 1966, 'lg8sb; Goodlad & Anderson, 1gB7;
Hammond, 1986; McNaughton & Ka'ai, 1gg0; Yeoman, 1gB7). Indeed, the differences
between children entering school for the first time may be more pronounced than at any
other time (Clay, 1991a). For example, there is marked diversity in the concepts they
have developed, the vocabulary they have built up, their control of the structures of
language, the nature of the drawings and writing they produce, and in the ways they
engage in classroom life. Such individuality among new entrants should, Clay believes,
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be regarded as an asset rather than a liability. Smith (1978) argued that the fact that
children are individuals and therefore will learn at different rates may be seen as an
administrative inconvenience but one on which education must capitalize.
Accepting and building on the individuality among children can be an opportunity to
celebrate the diversity inherent in cultures. ln an appraisal of individual leaming, Goodlad
(1983) argued that increased knowledge of individual differences and individuality
necessitates a high value being placed on recognising and responding to varying
differences in children. As a result the programme for each child can start from where the
child is and work from the child's personal strengths. By making it possible for each
child's leaming to build on particular competencies, the leaming of individual children
should be facilitated.
lf, as it is claimed by some educatos, all children do not come to school highly
motivated, eager and ready to leam, then a start in school that builds on what each child
knows and can do on entry would seem to be essential. Two research studies may
provide some support for the importance of addressing differences. From a study of the
development of literacy of preschool children, Ferreiro and Teberosky (1982) claim they
can now assume that well-prepared children will keep on progressing by themselves and
ill-prepared children will falter. When observing five year old kindergarten children,
Brailsford (1985) found that while "high print aware" children made progress, this did not
occur for the "low print aware" children. ln neither of these studies were children in an
instructional programme but there still may be implications for leaming in school. Some
children will be likely to need to be taught how to generate their own leaming when they
enter a school setting.

Maximising access to learning in school
Research findings indicate that many children begin school with considerable skills,
knowledge and cognitive capabilities (Hughes, 1989; McNaughton & Ka'ai,1990;YoungLoveridge, 1987). There may of course be a considerable difference between the
evidence from developmental research and the views held by some teachers of young
children. In an interuiew study in Britain reported by Hughes (1989), it was found that the
teachers generally did not view children on entry to school as more competent "than
previously considered". The teachers' beliefs focussed on children's deficiencies in the
intellectual, linguistic and social areas, and on the perceived negative influence of the
home. Many of these beliefs were not based on teacher observations of the children and
the home setting. The implications of such perceptions may be very influential. ln a
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comprehensive appraisal of early education, Clark (1991) pointed out that the beliefs
teachers held about children's competence determine to a great extent not only the
challenges set, but also expectations of their attainment within these.
Following Clay (1993a), Gould (1981) has suggested that by developing tools and
procedures for observing behaviour closely and becoming aware of, rather than just
assuming what each child can do, teachers should be better able to help each child
move forward as they leam to do more for themselves. Some children might need more
individual help than others, thus calling for greater responsibility on the teacheds part to
see that she knows what the important behaviours are to look for, and the appropriate
sequences of leaming to foster (Clay, 1991a).

THE PHENOMENON OF INDEPENDENT LEARNING

Consideration of the prior problem of how the concept of independent learning can be
thought about in school prompted the analysis of key issues in independent leaming.
Examination of the issues concerning processes of learning and teaching and the
contribution of the learning environment was integral to a consideration of the
phenomenon of independent learning in early schooling. At this point important aspects
regarding the concept of independent learning emerging from the literature are drawn
together.

ACTIVE LEARNERS AND ACTIVE TEACHERS
The natural situation of first language leaming and the observations of psychologists who
have made a significant contribution to the study of leaming in young children point to
the kinds of procedures that may be necessary for promoting and supporting leaming in
school. New understandings about new entrant learning that have been refined by recent
insights from developmental and cognitive psychology have led to the notion of the child
as an active leamer and to the context for leaming as an active environment. Such an
environment requires (Cazden, 1991) an active teacher who has a critical role in
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furthering children's leaming and for both organisational and educational reasons that
the children who have some control over generating and sustaining some of their own
learning. Teaching moves in interchanges with individualchildren could be made in
relation to their understandings. lt is essentially an interactive view of teaching and leaming.
Such a perception, it has been argued, is at variance with a context for leaming where
the encounters are predominantly teacher controlled and the learning process therefore
directed almost continually by a teacher who also prejudges or predetermines the fine
details of what the child will learn.

IMPLICATIONS OF STUDYING INDEPENDENT LEARNING
IN SCHOOL
What are the implications then of these issues for studying independent leaming and
what hypotheses about ways of facilitating independent leaming eady in school may
need to be investigated?
lmplications for the study of independent leaming are summarized under:

(a)

the child as a leamer

(b)

the teacher of school beginners

(c)

access to engaging activities

(d)

continuity of development.

The child as a learner
An appraisal of abilities of young children and what they bring to school has led cognitive
and developmental psychologists to a review of images of how young children leam. The
notion of the child engaging in some independent leaming early in schooling deserves
further investigation. Smith (1988) claims that most children have active ways of making
sense of the world of schoolwhen they firct encounter it. There is also, in the research
and comment of such as Clark (1989); Hughes (1989); KaE and Chard (1989), a basis
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for considering the proposition that an optimal leaming situation is one where some
opportunities are available for individual children to explore activities, develop ideas,
discover new things, solve problems and thus extend their existing ways of leaming.
Therefore a classroom programme where each school beginner has some opportunities
to leam about the things of personal interest to them and where at the same time value
is placed on thinking and questioning, doing and testing, could provide a productive
setting for individual development. ln addition, interacting with real situations in a flexible
environment and acquiring new strategies could facilitate children learning how to learn
for themselves.

The teacher of school beginners
The ways the teacher fosters opportunities for children to operate as active leamers
appears to be centralto the promotion of independent learning. One requirement of an
environment suitable to development of some independent leaming is a setting that is
rich in possibilities for learning. The second is for teachers who are available to each
child to stimulate, assist and support leaming in a variety of ways. A particular mix of
these combined ingredients could well, it has been argued (see p.37), maximise and
facilitate opportunities for independent leaming.
The differing effects of different kinds of individual attention could also be examined
between one-to-one teacher-child interactions (child alone) and interactions with
individual children in small groups. The learning context may be structured in a way that
allows for individual initiatives. lt would require teachers to be knowledgeable and well
trained in understanding and observing how children leam, as well as how they can be
helped to be more independent.
A classroom organised for a wide range of activities and a teacher readily accessible to
each child could be examined for the effects of the provision of opportunities for
independent leaming. Before the teacher can get to individual children to engage in
individual interactions and provide appropriate guidance in any effective way, the wider
spectrum of the class has to be addressed. Flexibility in organization and a less formal
style of programme would be factors which may facilitate the opportunities for individual
teacher-child interactions. The organization of an activig programme where children are
working independently (yet productively) for some of the time could free the teacher to
work with individuals and small groups. Such a management pattem Clark (1991)
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pointed out, spreads the limited adult attention available in the classroom. At the same
time the development of productive independence is likely to be a sound investment for
future leaming.

Access to engaging activities
lf the programme allowed for sufficient interest and stimulation and provided
opportunities for fostering problem solving and learning to think, it is hypothesised that
optimum leaming opportunities should be available to support the whole enterprise of
increasing independent learning. The chance for children to be actively involved in some
of their own leaming in the school situation suggests that for all kinds of children the first
infant classroom should have a variety of enriching activities and opportunities for
learning in a constructive mode. A wide range of learning activities could provide the
learning opportunities to suit the multiple entry points in level of skill and knowledge of
school beginners. Being able, for some of the time, to select what to do and how to do it,
would allow scope for the child's active involvement.
Various factors could preclude the child being an active, constructive leamer, such as
over-emphasising any one approach to learning, imposing specific ways of leaming or
constricting the opportunities available. Conversely, if there is little guidance or control
children may move in diverse and maybe inappropriate directions. They may fail to gain
competence with early strategies and may practice or learn inappropriate behaviours
(Clay, 1993b; Dyson, 1985).

Gontinuity of development
Before school the child has leamed many things (Resnick, 1989;YoungLoveridge,1987). Even so, much of the particular learning required in order to profit from
and respond to the formal education of the school will be novelto the school beginner
(particularly in reading, writing and mathematics). lt might therefore be appropriate to
consider as an hypothesis that if new learning could be approached in a manner
continuous with the style of a child's earlier leaming (which will differ from child to child),
then the shift from preschool to school leaming may enable each individual child to
respond successfully to the programme in their own way.
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The wide gap recognized among children on entry to schoolshould be considered in
relation to the competencies that are required in schools. All children should be able to
gain the necessary skills and knowledge from the opportunities the school system
provides, whatever their starting levels. The teacher would need among other things to
support those children who are not well underway as self-generating and self-directing
leamers in the school setting. ln first classes there could be the risk of activities being
presented that do not meet individual children's needs or competencies at the point at
which they are introduced (Taylor, 1989). Children may become baffled by the tasks and
a discontinuity of experience could be created possibly leading to the development of
inappropriate functioning (Clay, 1993b; Cullen, 1991a). Teachers'attending to individual
children's competencies, and avoiding interruption to learning, should allow school
beginners to profit more readily from the leaming experiences available.

Summary
Relevant to studying independent leaming are factors which may contribute to children
generating and directing some of their own leaming in the school sefting. Arising from
the above the following points may be considered salient to the concept of independent
leaming.
lf children entering the novel school situation have the opportunity actively to participate
in a programme flexible enough to allow them to:

(a) build competencies and achieve success by engaging in stimulating and varied
tasks and activities that interest them, and that provide support and challenge for
cognitive development

(b)

have opportunities for engaging in interactions with the teacher and others, and to
have access to teaching learning interactions whereby the teacher helps children to

complete tasks initially, gradually withdrawing help as their control increases,
allowing them to achieve similar learning by themselves

(c)

be able to initiate and explore some of their own leaming activities, i.e., to initiate
interactions with people or material, in a flexible environment
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(d)

start from past learning, build on personalstrengths and move in appropriate
directions by various routes at their own pace
then, they could have opportunities to leam how to learn and take their own leaming
further.

The provision of an appropriate school leaming context in which children can generate
and direct some of their own leaming creates many challenges for teachers. lt requires
the efficient management of the learning of individuals in classes, ln Holdaway's words
"to teach is to maximise the opportunities for learners to learn" (1984, p.11). On the other
hand, as Cazden (1991) has intimated, very little is known about how active learners can
be helped by active teachers. In specific terms, Corno and Snow (1986) suggested that
research needs to address the question of ways that'individud teachers can best adapt

to individual students" (p. 625).
lf it is accepted that leaming how to leam arises out of social interaction (Rogoff, 1990;
Vygotsky, 1978), the opportunity to engage particularly in quality one-to-one interactions
may be an important link in attempts to provide for the most appropriate instruction for
children entering school. In such encounters, active teachers could foster in school the
kind of leaming that could help each child function as an independent leamer, able to
contribute to his or her own leaming.
These encounters are deemed to be of continuing importance and worthy of further
investigation.
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CHAPTER THREE

CAPTURING INDEPENDENT LEARNING
IN THE CLASSROOM
There are two aspects to the identification of independent leaming in the classroom.
The first is a matter of deciding how independent learning in children can be described,
identified and analysed in the classroom context. The second is how to capture the
teacher behaviour that is related to the independent leaming observed in teacher-child
interactions. The latter part of the chapter describes coding schemes used in studies of
one-to-one interactions and discusses their relevance to the present study.

DESCRIBING AND IDENTIFYING INDEPENDENT
LEARNING

THE CLASSROOM CONTEXT
All observations of young children's learning were made in classroom settings and an
analysis made of all the activities and interactions and the contextual factors associated
with that learning. Valsiner (1985, 1988) stressed the importance of studying cognitive
development in what he described as a "context-bound'approach, where both the child
and the environment are explicitly analysed.
He contrastecl this with "context-free situations" which are unspecified environments not
including the context of the child's ac'tions. Valsiner claimed that "the meaningfulness of

the environment within which children develop has been largely forgotten as an
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important aspect of the study of children" (1985, p.132). This view is shared by others. In
relation to literacy leaming, Hiebert (1991) pointed out that the usual literary study
concentrated on the acquisition or instruction of a process without addressing the context
of occurrence. Gamer (1990) argued that consideration of the setting was essential for
the productive study of leamers' use and lack of use of leaming strategies. She
proposed a'theory of settings" to capture the variations in contexts and what might occur
within them (p.522).
The complex environment of the school classroom may influence the way children
operate. Evidence from studies canied out both in laboratory playrooms and homes
indicates that the nature of the strategic activity often alters with variation in settings
(DeLoache, Cassidy & Brown, 1985; Ceci & Bronfenbrenner, 1985). Laboratory studies,
therefore, have limitations for studying leaming in school because of the difficulty in
relating their findings to classroom settings. Wood (1988) claimed in relation to research
on learning that the outcomes often found in laboratory group studies rarely occurred in
school.
Glynn (1984) has emphasized the contribution of classroom factors to children's
opportunities for taking their own leaming further. He wrote about the classroom leaming
context and how it contributed to the child's opportunities for independent leaming.
Glynn claimed that it was within responsive social contexts, "that individuals acquire not
only specific skills, but also generic knowledge about how to leam. lt is this generic
knowledge that allows individuals a measure of control over, and hence independence
in, these social contexts" (Glynn, p.1). He argued that the way the learning context is
arranged can affect whether or not children become autonomous and independent
leamers. Drawing on an accumulation of research, Glynn indentified some characteristics
of the classroom context that he considered essential for independent learning. These
were: (a) self-initiated access by chitdren to varied, engaging materials, (b) involvement
in shared activity between novices and experts, (c) enhancement of reciprocity between
learners around tasks, and (d) the provision of feedback contingent on responses rather
than on accuracy.
McNaughton (1987) has in relation to reading acquisition identified "setting events'as
those events that function to intensify the "opportunities, resources and encouragement
to engage in independent reading" (p.141). These setting events were identified as: (a)
the support of an interactive leaming context, (b) the modelling of independent reading
by others, (c) being able to choose to read, (d) access to texts of a suitable level, and (e)

the opportunities to engage in writing.
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The environmental factors for independent learning, considered important by these
authors in particular, complement in part those which arose from the analysis of key
issues associated with independent leaming (see Chapter Two). There is an emphasis
on the provision of an environment rich in vaded activities to which children have
individual access, as a basis for independent leaming. Katz and Chard (1989) point to
activites that "engage children's minds" (p. 43). Equally important (McNaughton,1985) is
the place of the teacher and the quality of the interactions occurring. Along with shared
experiences with peers, these aspects of the learning context can be identified as
important opportunities for children to take their own learning further.

CONSTRUCTIVE COGNITIVE ACTIVITY
Resnick (1987) wrote about the complex thinking processes central to effective leaming
at all levels. She identified the importance of higher order skills stressing that such
processes as, "elaborating the given material, making inferences beyond what is
explicitly presented, building adequate representations, analyzing and constructing
relationships - are involved in even the most elementary activities" (p. 45).The message
contained within this statement has to be seen, according to Resnick, as the most
significant from recent research on the nature of thinking and leaming. Resnick also
pointed out that there is clear evidence that, while particular knowledge is required,
"many aspects of powerful thinking are shared across disciplines and situations" (p. 45).
The implications for instruction, she suggested, are that from the beginning class on, in
every branch of leaming, higher order thinking needs to pervade schooling. For the child
leamer, such complex cognitive engagement involves the effective development of
cognitive strategies.
The development of "in-the-head'strategies that form a self-extending system for
leaming to read (Clay,l991a), was described in the first chapter. lntegralto this concept
of how the child becomes independent as a reader, is the notion of the child constructing
a network of strategies which lead to increasing leaming power. According to Clay, the
child "leams how to instruct himself'(1991a, p.48). Clay's concept of a self-extending
system was applied to both oral language acquisition and learning to make sense of the
world, as well as to reading. Boocock (1991) proposed a similar self-extending system in
writing, and set out to capture changes in the developing writing processing system.
Ferreiro and Teberosky (1982) pointed to research evidence of young children
understanding the underlying operations in mathematics, and acquiring a kind of
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knowledge that had "great powers of generalization" (p.14). Gharacteristic of the
acquisition of all the systems described appears to be the building of an inner network of
strategies that powers and extends the child's leaming. This is similar to what both Clay,
(1979a) and Holdaway (1984) called a "self-improving system", and Stanovich (1986)
termed a "bootstrapping process". Clay's subsequent term (1991a), a self-extending
system, implies that literacy activities can become "self-managed, self-monitored, selfcorrected and self-extending" (p.3a5).
The definition of independent leaming developed in Chapter One indicates the complex
processing involved. lt encompasses the development of a system of strategies that form
an inner generating system. The notion of developing knowledge about how to leam,
which in turn can lead to further leaming, would appear to be supported by the research
of McNaughton (1985). He studied how children achieve independence from instruction

in reading. Clearly identified was the child's contribution to the process. Problems
encountered during reading provided opportunities for self-directed leaming to occur.
McNaughton pointed out that specific descriptions of the solving and leaming outcomes
could not be generalized to other populations of readers. What he did claim however,
was that the phenomenon of independent learning is general, and generalizations about
its attributes can be made" (p.9).
As discussed earlier, it is the nature of the child's contribution to independent learning
and to the cognitive processes involved that are key emphases in this research. Close
observation of the child's behaviour could lead to inferences about the "unseen" set of
strategies children could be using as they engage in independent learning. Behavioural
evidence of independent learning could be obtained from children's actions and dialogue
as they are involved in the tasks and conversations that are integral to the daily pattem
of classroom life. The description of behaviours from which independent leaming could
be inferred would arise from identifying the cognitive activity, that is, the mental
processes that could be involved. The development of a system of generative strategies
(Bruner, 1973) that allows children to take their own learning further involves such
constructive cognitive activity.

Problem solving activity
There are many different processes in problem solving (Bruner, 1966a). According to
Rogoff (1990), problem solving is a global definition of cognition that emphasises the
active nature of thinking. lf, in learning and thinking, children are working on processing
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information in the course of problem solving with varying degrees of skill, gradually
acquiring greater expertise, then according to Wood (1988) they can be said to be
engaging in constructive cognitive activity.
Much of the research in the area of early cognitive activity has been concemed with how
young children perform when confronted with an experimental task situation that requires
them to function by themselves. Tasks have generally been set up in undetermined
environments and thus have taken place in the context-free situation discussed earlier
(Valsiner,1988). Such studies of aspects of early cognitive development provide
increasing evidence of the way that young children leam through active experimentation
(DeLoache & Brown, 1987), testing theories and altering their ways of problem solving as
a result of experience (Karmiloff-Smith & Inhelder 1974175). But these studies have
controlled (or sought to control) the influence of variables in order to be able to
generalise about cognitive development.

Self-generated learning
Self-generated leaming can be considered a key integralto independent leaming. The
self-generated nature of children's thinking and learning is illustrated by the learning that
is generated by the child without any requirement to change or without external
reinforcement. The active nature of very young children's self-generated leaming has
been illustrated by studies of mainly preschool children setting up and solving problems.
Research conducted by DeLoache, Sugarman and Brown (1985), Karmiloff-Smith
(1979), and Karmiloff-Smith and Inhelder (1974175), in a series of laboratory-type
studies, used data gathered primarily by describing individual children's activity in detail,
and also from spontaneous comments. lt showed young children generating goaldirected leaming and constructing and generalizing theories about ways to deal with
errors. Children allegedly searched for data in order to test and adjust present theories
and hypotheses about how things work (Brown & Palinscar, 1989), creating "theories-inaction" (Karmiloff-Smith,1984) as they worked on altering their theories on their own
initiative. According to Carey (1985a) it is a well-established partialtheory that is one
factor that frees children to try to extend the theory to other phenomena thus allowing
them to construct new theories.
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Self-directed learning
Self-directed learning is a second key facet of independent learning interrelated with selfgenerated learning. Children have to direct, that is, to continue to manage or regulate,
their own thinking, in any effective problem solving situation. Self-regulation is a complex
organizational concept which occurs in both cognitive and social development. lt involves
the general cognitive processes by which people manage their cognition. According to
Diaz, Neal, and Amaya'Williams (1990) "self-regulation is the child's capacity to plan,
guide, and monitor his or her behaviour from within and flexibly according to changing
circumstances' (p.130). This definition appears to represent ways the construct is
generally perceived (e.9., DeLoache & Brown (1987); Kopp (1982); Wertsch, McNamee,

Mclane & Budwig (1980)). However, authors describe the processes involved

in

somewhat different ways and may use a variety of terms interchangeably. One factor
influencing the use of different terminology is whether writers are discussing social or
cognitive learning. lt is important to this study that the focus should be on the notion of
the child's self-directed leaming.
Self-regulation has been studied extensively with older children and adults. Recent
research into the cognitive self-direction of young children has ranged across activities
such as active memory strategies that involve planning (DeLoache, Cassidy & Brown,
1985), and research studies indicating early intelligent searching (Haake, Someruille &
Wellman,1980). Studies such as these draw attention to the active nature of children's
leaming as they direct or manage their own learning opportunities and experiences. lt
can be expected that because the activity is their own, children are likely to be learning
and generalizing processes of self-regulation (Wood, 19BB).

ldentifyi n g self-generated

an d self-d

irected learn i n g

Self-generated and selFdirected leaming are central to the definition of independent
leaming developed for this research. An important question at this stage is whether and
how these facets of the phenomenon can be identified in the classroom context.
DeLoache and Brown (1987) discuss the nature of young children's cognition and
leaming from the perspective of child generation and direction. They claim that evidence
of the child's self-generated and self-directed leaming can be observed. Along with other
researchers, they have identified active, inventive and systematic behaviour in
laboratory-type situations where tasks were at a level that enabled the underlying
processes to be tapped. The behaviours indicating such learning may be more difficult to
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identify in a relatively uncontrolled classroom environment where the tasks and activities
have to meet wide ranging needs.
While it is expected that young leamers will become more articulate about their
behaviour over time, it would appear to be inappropriate to require that conscious and
articulated self-analysis is necessary proof of young children's involvement in their own
leaming. Vygotsky (1978) described how preschoolers can often initially do more than
they can understand. "Rule-governed" behaviour has been applied to language leaming
when children appear to use what they know and apply it initially indiscriminately without
being able to articulate a rule. The child is not, suggested Clay (1991a), engaged in
conscious problem-solving activity. Children able to correct their own errors
spontaneously may be unable to explain what they did or why they did it. Karmiloff-Smith
and lnhefder (1974175) stressed the need to recognize a difference between children
successfully acting and being able to explain what they had done.
According to DeLoache and Brown (1987), situations in which children are operating
spontaneously on problems without external influence or instruction provide some of the
best evidence of self-generated and self-directed learning. There are of course
limitations in this view. lt does not fit with the perspective that interchanges between the
young child and an adult are crucialto development and learning (Bruner & Haste,1987;
Cazden, 1991; Vygotsky, 1978). lt emphasises self-directed leaming but does not take
social learning into account. Thus, in relation to school learning observation of the child
in a solitary situation does not provide for recognition of the effects of context on
behaviour. Restricting observations to situations involving only the child leamer while
effectively controlling particular variables reduces the opportunities for discovering more
about how children might engage in self-generated and self-directed leaming, for what
purpose and in what circumstances.
The work of these researchers contributes to a theoretical model of the child as selfgenerating and self-directing. lt draws attention to the presence of numerous selfregulatory skills in the behaviour of very young children, providing various kinds of verloal
and nonverbal evidence of their ability to originate and guide their learning. But because
of their particular nature the implications of such studies for school beginners are difficult
to determine. While advancing our views of cognitive development, laboratory-type
research provides limited guidance as to how to describe and identify the manifestations
of such learning from all the activity that is occurring in the ongoing stream of behaviour
in varied leaming situations with class-size groups of children. There is a challenge for
people involved in classroom research to identify evidence of independent behaviour
during interactions and engagement in tasks in that context. lt might be argued as
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Stenhouse, MacDonald, Humble and Verma (1970) and Stake (1973) have done that
detailed descriptions of context and children's and teachers' behaviour within it, can
provide teachers with a means of generalising from these situations to their own.

STUDYING INDEPENDENT LEARNING IN EARLY SCHOOLING
In this study the task of identification and analysis of independent leaming is to be done
by observing independent behaviour from which independent learning can be inferred. A

conceptual analysis of the essential qualities and processes involved in the selfgeneration and self-direction of leaming drawn from the literature and observed in
preliminary trials resulted in the identification of six aspects including; showing
relationships, checking on oneself, trying and testing, attending to enors, working at
difficulties, and rehearsing and repeating. An elaboration of each of the aspects follows.

Showing relationships
Children may be seen to make links with what they know and in the process they may
discover relationships. They manipulate concrete objects, directly or in their heads, as
well as manipulating the relationships of ideas. As children engage in new experiences
they may use their images from the past and actively try to make sense of the new
experiences, creating new leaming (Piaget, 1977; Wood, 1988). Understandings of
abstract environments and relationships are seen to be developed following
opportunities for observing, comparing, sorting and classifying (Cannella,1985). Such
processes involve searching for connections as children link up to prior leaming and
knowledge, forming categories and rules about the world (Bruner, 1980; Bruner,
Goodnow & Austin, 1956).

Checking
Monitoring processes can be considered a form of self-managed activity. Self-monitoring
or checking behaviour involves the child attending to what he has done and doing
something about it (Clay, 1991a). When they are given the opportunity to do so children
will often monitor their actions as they interact with materials and others in their
environment, and they often operate with a range of checking strategies. They notice
conflicts, when what is known does not match with what is observed (tnhelder, Bovet,
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Sinclair, 1974). Self-monitoring plays an important role in reading development (Brown,
1982; Clay, 1985a), in writing development (Boocock, 1991 ), and indeed for all
educational processes in schooling.

Trying and testing
Building a knowledge resource that is available for use on new situations requires
developing a system of generative strategies for use in novel problems (Clay, 1991a;
Desforges & Cockbum, 1987; McNaughton, 1987). Through these processes children
leam how to work out things for themselves, using searching strategies to draw on
previous knowledge, to predict, to make inferences, to note connections, all in order to
construct meaning. The strategies generated by children allow them to problem-solve
novel text, to construct and produce their own writing, to reason about real problems in
mathematics, social studies and science, and to create products in arts and crafts. They
develop flexible use of a range of strategies amongst which they search for those they
might use.

Attending to errors
McNaughton (1985) and Holdaway (198a) identify self-regulatory performance as self-

conection behaviour in reading. A strong body of research points to the importance of selF
conecting strategies in early reading behaviour (Clay, 1991a; McNaughton, 1987). The
concept of self-conection was first applied to reading by Clay (1966). tt has been used in
otherareas such as writing (Boococ(1991), mathematics (Desforges & Cockbum, 1987)
and construction activities (DeLoache, Sugarman & Brown, 1985), and has been described
as'self-repaif'in language studies (Karmiloff-Smith, 1986). Children are managing their
own behaviour when they spontaneously attempt to conect errors they have made and
attempt to find some way to'right the wrong". They are rejecting their initial response and
are, by raising eyes, pursing lips, frowning and the like, or by attempting a further response,
clearly searching for information with which to make a better attempt. When self-conecting
their own errors, children are often able to confirm the attempt in different ways. There is in
such activity, an opportunity to leam more about how to leam. However, it is not only
successful responses that create this opportunity. Partially correct attempts may prove in
effect to be productive processes.
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Working at ditficulties
When working at overcoming practical difficulties or obstructions, children reorganize their
levels of understanding and develop multiple access routes to their knowledge (Duckworth,
1979). Trying to get past obstacles promotes the kind of innovative behaviourwhich often

helps to solve problems and thus enhances problem-solving skills (Chazan, Laing &
Harper, 1987). Difficulties encountered while engaging in many different tasks in diverse
situations provides for such challenges.

Rehearsing and repeating
SelFgenerated rehearsal and practice involves the child in doing the same things and
getting better at it (Holdaway, 1984; Smith, 1988). Practising an activi$ until the child
has gained control of it can be seen to allow it to be done easily and with fluency. Fast,
fluent responses of the familiar can also be seen to help to free attention to attend to
new aspects of tasks and to make links to things known (Smith, 1988). Purposeful
retuming to and repeating of tasks may be later observed to have fostered developing
processes. In early reading it has been shown to provide children with opportunities to
practice reading strategies and to put complex activities into smoothly operating
sequences. In early writing it allows for extending control over the words that can be
written and the ability to attempt new words from what is known. ln beginning
mathematics number skills are reinforced. Revisiting the familiar provides opportunities
for children to bring more knowledge to something they have done before, to work on
material that is easy for them, and to orchestrate behaviours they have learned
previously (G!ay,1988). The notion of rehearsing also involves the opportunity to explore
very early forms of literary and numeracy activities (Goodman, 1990).
In the independent learning of young children any or all of the behaviours described herc
within the processes of self-generating and self-directing may be apparent. ldentifying

these processes that are implicated in independent learning should follow from recording
examples of relevant behaviours and suitably categorizing them. Observing classroom
behaviour from which inferences can be made about how children are engaging in
independent leaming (see Chapter One), provides a means of studying it.
To this point the essential qualities and processes that account for all the independent
leaming observed in this study have been identified and explained. From this analysis six
categories describing the independent behaviour from which independent leaming could
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be inferred were developed. These categories of child behaviour are presented in
Chapter Five.

IDENTIFYING INDEPENDENT LEARNING IN THE CLASSROOM
Very little classroom research is available on the incidence and nature of independent
leaming of young children. No early school studies were found that investigated the
general nature of independent leaming across all aspects of the curriculum. However,
the way children achieve independence in early reading has received some research
attention. ln three reading studies based in Auckland schools, McNaughton (1984
looked at how teacher assistance led to subsequent independent performance. He
argued that a feature of successful beginning readers was the way they were
contributing to their learning. McNaughton sought to describe changes in two indicators
of readers' independence, namely self-regulation of performance (defined as selfcorrection) and problem solving activities. These had been found to be related to
leaming in previous studies (McNaughton, 1985;Wilson & McNaughton, 1983).

This research provided evidence of the occurence of independent leaming in the
specific context of independent reading. As a result of these studies of early readers,
McNaughton (1985) made several generalizations about leaming. He stated these as:
"Active leaming arises from solving problems. Such leaming promotes development. lt is
achieved via idiosyncratic (programme specific) solving strategies. Finally, these
strategies and leaming become increasingly effective and independent" (p.24).
In McNaughton's (1985) research children's contribution to their own leaming was
apparent. However, McNaughton pointed out the seemingly paradoxical nature of the
situation. He stressed the importance of the teache/s contribution to this ability of the
child to "go beyond teaching". lt is clear from this research that while independent
leaming involved the independent processing of the child, the potential contribution of
the teacher was an integral factor to the way in which a child's self-generated and selF
directed learning was effectively promoted and supported. This view is reflected in
Vygotsky's (1978) theory that the child leams to manage or regulate his or her own
leaming process initially through interactions with adults who, as the child gains some
control, gradually allow the child to take over the process. The child is being helped to
leam how to leam.
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This set of studies provided clear evidence of young children's independent leaming in
reading acquisition. These children were taking their own leaming further. lt was their
capacity to engage in processes of self-correction and problem solving that were
explored. These processes are encompassed in the framework of self-generated and
self-directed learning. The studies were carried out in the classroom setting and thus
were context bound and directly related to school leaming.
They were, however, concemed with learning in just one curriculum area. A question
remains regarding opportunities for independent leaming across different aspects of the
curriculum. As well, the observations were confined to individual children engaging in
oral reading. There is no information available about behaviour that might occur during
the different kinds of learning experiences that occur in classrooms. And finally, as with
the studies of cognitive development, the observations were of children working alone on
a task, and the behaviour was not identified from the ongoing stream.
It is the nature of the active, ongoing new entrant classroom that has to be addressed
when behaviour is to be observed throughout the school day in that setting. Within the
leaming activities available, engagement in tasks interspersed with interactions between

teacher and child and between children are all part of the operation of the typical
beginning classroom. The activities and interactions can, in certain circumstances, create
a stream of behaviour made up of sequences of events. These dynamic aspects of
interactive behaviour (Bakeman & Gottman, 1986) needed to be captured for this
research in a way that allowed for the preservation of the features of both child and
teacher behaviour in interactions and activity.
The phenomenon of independent learning in the classroom has to be studied by both
researchers and teachers within such a framework in order that it may be better
understood. Central to understanding how children might be contributing to and
extending their own learning is the identification and analysis of independent leaming
through observing behaviour. Analysis of the ways in which particular forms of teacher
behaviour might be providing appropriate settings for the development of opportunities
for independent leaming is also necessary. Attention is now given to ways of identifying
teacher behaviour in teacher-child interactions that might contribute to the development
of independent learning.
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STUDYING TEACHER-CHILD INTERACTIONS

To research the role of interactions in independent learning it is necessary to identify
both the teacheis and the child's behaviour. Appraisal of coding schemes for observing
teaching moves that have been developed for studies of interactions could provide
guidance for designing a way to categorize teacher behaviour which might foster and
support independent leaming.
The social situation being studied is the'on+to-one" relationship between an adult and a
chif d, or between the teacher and a small group (see Chapter Four, p.n).lnstruction,
considered as joint problem solving with guidance, is that which has the potentialto take
children beyond what they can achieve independently at that time (Brown & Ferrara,
t 985; Rogoff,

990; Vygotsky, 1962). Teachers guide, but it is the children who are
considered to monitor and integrate their own leaming. Hence, instruction in this special
sense is deemed to help the child engage in independent leaming and interactions are
multiple connections between teacher and child. Studies of one-to-one interactions
illustrate cunent theories conceming the joint participation of adult and child in early
1

leaming. The studies add to the understanding of the practical implication of these
theoretical perspectives and contribute to the rationale of the present research.

RESEARCH STUDIES OF INTERACTIONS
While there are few studies focussing on teacher-child interactions in early school
settings, there is considerable research investigating interactions in the informalsetting
of the nursery school or kindergarten, in the home and with older children in school.
Preschool studies are of interest, for there is some similarity between how preschools are

organised and the informal type classroom environments new entrant children encounter
in New Zealand (Renwick, 1984). While there is some overlap, studies of interactions can
be summarized under those concerned with: (a) children's language development, (b)
the role of language in thinking (i.e., the effect of teachefs questions and statements on

the child's cognitive development), and (c) the kind and styles of teaching interactions
between adult and child.
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Children's language development
The only studies located on the contribution of one-to-one teacher child interactions to
the language development of children (all five year olds) in beginning school settings
were those of wells (1986) in Britain, and clay (1985b) and Kerin (1986) in New
Zealand.
Wells (1986) attempted to discover "how the one-to-one interaction between child and
adult was contributing to the child's language learning' (p.t 2). His coding scheme
identified potentially facilitating features of utterances being used by the adults and
children. lt identified the language experience of five year olds as they made the
transition from home to school. The utterances were coded into seven categories:
context of activity; speaker and addressee; communicative function; semantic content;
temporal reference; syntactic complexity; and incorporation. Analysis of the data showed
that teachers dominated the conversation, initiating most of the interchanges. Children
were mainly in a respondent role. Wells found that teachers provided significantly fewer
opportunities for "learning through talk' than did parents.
With the exception of Wells'first two categories which are setting events, the use of the
categories in this system appear limited to studying the development of children's oral
language. The teacher behaviours identified are not used in a way that make them
relevant to fostering independent leaming.
More specific detail of the teachers' actions was identified in studies about oral language
in new entrant classrooms in New Zealand. While focussing on language learning, a
number of the categories captured teacher moves that promoted and fostered leaming.

These behaviours are of interest because of the attention to teachers' supporting and
facilitating behaviours that are not specific to language development or to a particular
curriculum area. The coding scheme developed by Clay (1985b) and replicated by Kerin
(1986), was designed to "show the kinds of teaching interactions occurring" (p.62). The
teacher behaviours were analysed into categories of teacher moves and consequences
for children. These categories applied to teacher verbal and nonverbal behaviours and
were labelled: talk-more; restate; model; support; link; shape; and add. Also coded were
teachers' control statements, initiation of contacts and their acceptance, rejection and
reward of children's behaviours. The category system documented in a detailed way how
teachers were working with children, how they used teaching opportunities, how teacher
attention created differential opportunities for continuing language development and how
patterns of distribution differed across groups of children.
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The role of language in thinking
A number of studies on the role of language in thinking were concerned with cognitive
demands and responses. They have drawn on category systems that originated in the
schemes devised by Tough (1977, 1979) and Blank, Rose and Berlin (1978). Both of
these schemes concemed instructional process and were designed to be used by
teachers to facilitate individual dialogue with children to assist them in leaming to think
and to extend their cognitive leaming.
From a project which analysed language samples from three, five and seven year olds,
Tough (1979) developed a classification of the cognitive uses of language and dialogue
strategies. She offered this as a framework to guide teachers in examining how their
comments and questions " help the child think and express his thinking through the use
of language" (p.91). Teachers were guided to distinguish between "open-ended"
questions and comments which called for reasoning, for comparisons to be made or
other action conceming thinking to be taken, and "closed" ones where responses were
determined by the question and for which a single word answer or gesture would be
sufficient. The broad category headings used were: orienting (inviting the child to think),
enabling (to pursue further) using follow-through, focussing, checking, informing,
sustaining and concluding.

The Blank et al. (1978) scheme was directed to the essential facets of language required
to stimulate the child's intellectual activity and to the "tutoring" role of the teacher. They
were interested in facilitating higher level intellectual activities in the preschool setting
with three to five year olds. The essential elements in productive teacher-child
exchanges were identified and systematized to present \ruhat we believe the teacher can
and ought to be saying to the child in the effort to have that child gain maximally from the
(pre)school experience" (p.3).The categories for teacher behaviour were grouped into
four levels: a) matching perception; b) selective analysis of perception; c) reordering
perception; and d) reasoning about perception. The work led to the presentation of ways
in which instructional processes may be adjusted to respond better to the child's level of
proficiency in conversation.
Cognitive demands seen as specific requests for the child to use certain defined
cognitive skills are integralto the two classifications. Both have been drawn on to
develop coding systems in a number of studies particularly those of Tizard and her
colleagues as indicated below. The framework Tough (1979) provided is relevant to this
study in that it described how the teachers' behaviour allowed for open or limited
responses by children.
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Interest in the talk of preschool teachers and of mothes as they interact with young children
has led to a number of studies in Britain over the last decade. The coding schemes used in
some of these studies identified the content of the conversational interactions in relation to
cognitive demands by looking very closely at each teacher move in preschool settings.
They provide an effective way of identifying how teachers can foster children's thinking. As

they cover a wide range of cognitive processes they would be applicable to observing how
teachers interact with school beginners and to the relative effectiveness of teachers actions
and subsequent interactions. Tizard, Hughes, Pinkerton and Carmichael drew on both the
schemes described above to develop coding systems for their research of the
conversations of four year olds in home and nursery school settings. Their sets of findings
are reported in several publications (Tizard et al., 1982, 1983a, 1983b).

The report most relevant to this study concerns the examination of the use of cognitive
demands by teachers and mothers. Tizard and her colleagues used a coding scheme
they considered included "important thinking skills and represent the kind of questions
included in pre-school educational programmes" (p.107). The following categories, which
increase in complexity, were used for coding the types of demands made by the adults:
labelling; attributes and simple descriptions; recall and narration; explanations and
generalizations; and 3R knowledge. Tizard et al. found that while more cognitive
demands relative to other kinds were made at school, they were of a different kind and
occurred at a higher rate in the home, because there was more talk there.
A very simple categorization system used by Wood and Wood (1983) for analysing
cognitive demands and responses in conversations was based on that developed by

Tizard and her colleagues. They reordered and combined Tizard et al.'s (1982)
categories to identify the demands made by a teacher in conversation as: high demands
(Tizard et al.'s explanations and generalizations); medium demands (allTizard et al.'s
other categories); and low demands which Wood and Wood added to the system (i.e,
two choice questions and tags, p.l53). Their analysis was aimed at exploring the
relationship between children's cognitive performance and teacher demand. The study
confirmed previous findings that while high level demands did lead to high level
responses, question after question strung together by the teacher limited the children's
talk.

The coding schemes used in these studies provided a way of categorizing each teacher
move in relation to requesting certain defined cognitive skills in interchanges with young
preschool children. As teacher behaviour is coded independently of child behaviour the
schemes are applicable to identifying teacher behaviour in other settings. However, as
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the studies concerned preschoolerc, only one type of cognitive demand (defined as 3Fl
knowledge) concerned literacy and numeracy. As well, teacher behaviours related to
fostering early, formal instruction were not included.

The kind and styles of teaching interactions
While interactions with older children may differ from those with younger children it is of
interest to examine the category system developed to observe teacher conversations in
the large scale observationalstudy refened to earlier. This was carried out in British
primary school classrooms (7-11 year olds) by Galton, Simon and Croll (1980). The
observational instrument was designed to allow detailed analysis of the type of questions
and statements used by teachers so that the qualig of teacher-child interactions could
be determined. In six major conversational categories, questions were separated from
statements. They were each coded as either task, task supervision or routine. ln addition
the questions were classified (by children's responses) into those resulting in recalling
facts, closed solutions, or open solutions. Using this coding scheme, Galton and his
colleagues found that the interactions with individual children were primarily of a task
supervision or routine type and thus in what they labelled the'lower level." The dialogue
which furthers a child's own learning was very infrequent.
The complex scheme used in this study allowed for a comprehensive analysis of
interactions across all subject areas in many different classrooms with older children.
Particular emphasis was given to the analysis of open questions as these were seen to
relate most closely to "encouraging enquiry and discovery leaming" (p. 8). As the coding
of teacher questions was determined by the child's response the use of this aspect of the
scheme is limited for this study.
The category systems described above were all devised for one-to-one interactions in
individual situations. However, a study by Rapin (1991) of interactions within the group/
class situation is of interest as it was undertaken in New Zealand new entrant
classrooms. Rapin developed a system of coding the interactions from classroom
observations as a basis for studying whether and how teachers used activities which
individual children could enter and perform at different levels. The teacher behaviours
within the interactions were coded as extend: simplify; collaborate; model; independent;
praise; reorient; correct; question-open; question-closed; and other. While the analysis
indicated that teachers provided flexible, adjustable activities more often than nonadjustable ones, both types were considered complementary for flexible instruction.
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Rapin's coding scheme (c.f. Clay's (1985b) system but for studying oral language) for
use in the classroom setting categorized distinct teacher moves in all curricula areas
related to facilitating or possibly limiting children's learning. lt also identified ways in
which teachers fostered open and closed responses.

IDENTIFYING FACILITATIVE TEACHER BEHAVIOUR
Each of the coding systems used above was devised to fulfil the purposes of the
investigator. Bakeman and Gottman (1986) emphasized that researchers should
determine what they think is important and what they want to extract from the passing
stream of behaviour, and to use a tightly focussed coding scheme to achieve this. Some
of the category systems developed to analyse adult behaviour in interactions have been
summarized under three main groupings. These concerned; children's language
development, the role of language in thinking, and the kind and styles of interactions
teachers use. As each has a particular emphasis, the behaviour and distinctions thought
to be important for exploring the problem are reflected in the decisions made regarding
the coding scheme. In the studies on oral language learning, the category systems
identified the opportunities that were available in interactions for fostering children's
language development. The emphasis in schemes and research related to extending
children's cognitive leaming was on identifying the elements in conversation that assisted
children in leaming to think. The coding schemes for analysing particular styles and
quality of interactions that occur in the general classroom teaching of this study reflected
the investigatols orientation and were designed to identify the full range of teaching
moves among the interactions taking place.
The aim of the analysis of teacher behaviour in the present study was to explore the
nature of teaching acts that enhanced children's opportunities to take their leaming
further. The coding scheme needed to embody the behaviours and distinctions is
important for exploring this problem. The underlying assumption was that supportive
teacher behaviour which encouraged and stimulated children's thinking and leaming
would facilitate independent learning more effectively than would teacher behaviour not
directed toward this end. Given this assumption the question was: To what extent and in
what ways will facilitative teacher behaviour affect the nature and incidence of
independent leaming in children?
The perspective is compatible with aspects of many of the coding systems developed for
the research studies summarized above. Teacher behaviour that is categorized broadly
as either "open" or "closedn can be abstracted from the schemes devised and from many
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of the sub-categories within them. The schemes concerned with developing children's
thinking and the studies on cognitive demands have these features documented. The

notion of open versus closed is also incorporated in ditferent ways in the research on the
style and kinds of teaching interactions, although Galton, Simon and Croll (1980)
considered a response from a child was required to make such a distinction. In the study
reported here a child response was not required in order to distinguish what is here
called facilitative teacher behaviour (see p.95).
For this study it was decided that a finer distinction than open or closed was required in
order to ensure that all aspects of supportive and facilitative teacher behaviour that could

create increased opportunities for independent leaming were taken into account.

Categorizing teacher behaviour
A selective coding scheme (see pp.99 to 105) was developed to categorize all aspects of
teacher behaviour that were deemed to promote and suppoft independent leaming. The
six categories developed in order to code independent leaming in children were used as
a basis for identifying teacher moves that were considered facilitative of independent
learning. Using Wood & Wood's (1983) term, the categories of teacher behaviour were
the "mirror image" of the classification of examples of independent learning in children
(see below). A similar procedure was adopted by Wood and Wood. They used Tizard et
al.'s system for classifying teacher cognitive demands and then took the mirror image of
these to classify the child's cognitive responses.

Categories
lndependent learning in children

Facilitative teacher moves
(for independent leami ng)

showing relationships

showing relationships

checking

checking

trying and testing

trying and testing

aftending to errors

attending to errors

working at difficulties

working at difficulties

rehearsing and repeating

rehearsing and repeating
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All teacher behaviour related to creating opportunities that might facilitate child behaviour
in any one oJ the six categories of independent leaming was described as a facilitative
teacher move (see Chapter Five, p.95).The coding scheme of facilitative teacher
behaviour was applied to both children's actions and their talk in classroom settings. The
analysis was intended to show what kind of teacher behaviour might assist the
development of independent leaming. The details of the coding scheme used for
analysing teacher behaviour in teacher-child interactions are in Ghapter Five (p.99).

Summary
The purpose of the review in Chapters Two and Three was to clarify the nature of the
concept of independent learning and how it was to be studied in the classroom setting.
The essential qualities and processes involved have been identified and explained to
provide a conceptual formulation that seeks to account for examples of independent
leaming by school entrants. Category systems for both children's independent behaviour
and teacher behaviour associated with facilitating independent leaming were described.
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CHAPTER FOUR

METHOD

This chapter presents an introduction to the features of new entrant classrooms in New
Zealand schools, followed by sections on the outline of the study, the selection of
teachers and children and a description of the research setting. The final sections set out
the observational and recording procedures, describing how the child and teacher
behaviours were recorded for later analysis.
The next chapter will include a detailed description of how these data were analysed into
a series of categories designed to capture independent leaming and associated
facilitative teacher behaviour.

NEW ENTRANT CLASSROOMS
From their first encounter with school, New Zealand five-year-olds are involved in
academic matters. Teachers provide children with extensive opportunities for talking and

listening, for reading, writing and numeracy leaming, for developing science, nature
study, social studies and health concepts, for engaging in art and craft, music and
movement, drama and physical education. These opportunities are provided in a context
of integrated activities which span a broad national curriculum. Children are exposed to a
literacy based programme in which they are immersed in oral language and book
language and in which early writing tasks form an integral part. The environment is rich in
print . A wide range of varied mathematical apparatus and environmental materials aims
to foster the development of early numeracy concepts and skills. Other experiences
through environmental studies and expressive activities using different art forms, craft
construction, acting, and musical activities are also available. Together with literacy
activities, these experiences are often incorporated into topic, interest or thematic
studies, creating opportunities for integrating activities. The expressive work and creative
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exploration in which the children engage, can be seen on walls in classrooms, foyers and
corridors.
Children in New Zealand begin school on their fifth birthday (Birch and Birch, 1970), so they
enter school at any point in the school year, except that following school holidays, a small
cluster of children may start together. The first or reception class is usually refened to as
the new entrant class. Children stay in this class forvarying lengths of time, for the
organizational pattem of the junior school over the first three yeats is flexible and relatively
unstructured. While the school day is from nine a.m. to three p.m., children starting scfrool
sometimes go home an hour earlier than the others for the first few weeks, as they adjust to

the new environment.
The early aftention to academic matters means children are being helped to acquire and
to improve literary, numerasy and other school-related learning. lt does not imply a
formal approach to teaching or to the learning context. The classroom setting is best
characterized as informal and flexible. Children move around the room or even outside it
when involved in tasks in small groups or alone. Working in this way, they frequently talk
with those working near them so there is a constant hum of chatter. The teacher may
work with the whole class, with small groups in various parts of the room, or she may
move among the children as they engage in tasks, setting up individualteaching
interchanges. These are classrooms where the intention is to have chlldren working
within a social context of interaction and involvement that fosters independent leaming'.

DESCRIPTION OF THE STUDY
Young children's early learning opportunities and the teaching-learning interactions they
engaged in with the teacher were explored in an intensive observational study in two
new entrant classrooms. In this research, systematic observation was used to identify
and eventually to understand the nature and correlates of independent leaming as it
occuned among the activities and interactions of new entrant classrooms.
Observations were required that allowed for examination of all those child and teacher
moves that provided evidence of and contributed to independent leaming. \tVhile it is
difficult to focus on both sets of behaviour at once, it is necessary to consider both in
terms of social interaction. Preliminary trials provided the opportunig to explore
procedures for recording individual children's behaviours and for taking observations of
teachers' behaviour while teaching.
'Such a term has an accepted meaning in the New Zealand educational scen€.
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The nature of the learning experiences to which the children had access were important
in examining how independent leaming might occur. For young children entering school,
a distinction can be made between two different kinds of observable leaming
experiences that are relevant for this study. The first is engaging in activity noninteractively (i.e., engaging in action without talking with others), and the second is
participating in interaction (i.e., engaging in talking with others). These two situations
however, overlap in the continuous 'stream of behavio/' (Bakeman & Gottman, 1986). A
feature of this research design was that during each ten minute observation period the
observe/s attention changed from the observation of all behaviours occurring as a child
engaged in activity, to observation of child and teacher or child and peer talk in any
interaction with that child, and vice versa. This procedure aimed to record the stream of
behaviour.
The collection of behavioural data on the ways children engaged in activity allowed for
possible identification of instances of children taking their own leaming further. Teacher
and child interactions were recorded so that an analysis could be made of those
contributions within teaching interactions between teacher and child which might support
and promote such independent learning. Collectively then, an observation record was
made of (a) children's activity that arose out of both self-selected learning situations, and
out of learning situations which were initiated by the teacher, and (b) the leaming
opportunities occurring within teacher-child and peer interactions.
Aclditional data were also gathered to provide information about the individual and
environmental contexts of independent learning. A selected range of tests was used to

assess differences among children on entry to school, and to capture change over time
in children's literacy and oracy leaming. These tests were administered at the beginning
and at the end of the study. To gain an understanding of the children's perspectives on
how they leamt, they were interviewed informally, and asked uHow do you leam?"

SAMPLE
Selecting the teachers
Optimum learning situations were sought forthis investigation of independent leaming.
As very close and detailed observation of the educational context in which teaching and
leaming were occurring was required, a sample of two new entrant classes was
considered sufficient for the study. Selection criteria were required for both teachers and

64

the learning situation. As these might have created considerable difficulty with teacher
selection, as large a pool as possible of candidate teachers was initially obtained. Senior
educators of the Department (now Ministry) of Education, advisers to junior classes,
University and College of Education early childhood lecturers and principals of schools
were asked to nominate suitable teachens from permanent teachers with a minimum of
three years teaching experience at the new entrant level in schools in metropolitan
Auckland. Selection guidelines included teachers who provided programmes that were
considered to foster children's independent leaming. lt was also suggested that
indications of such a programme might be the providing of opportunities for children to
initiate or select some of their own activities (drawing, constructing, writing, reading etc.),
and provision for the occurrence of 'quality' one-to-one interactions with the teacher.

A necessary requirement for selection was that the teachers have, in their classes, a new
intake of at least four, but preferably more, five year olds who had started school at the
beginning of Term three (early September). Another factor in selection was that the
children involved in the study would not be likely to be transfened out of the new entrant
class before the end of the schoolyear (December) when the research would be
completed. This criterion was met and no children were lost from the study for this or any
other reason. In addition, the teacher was to be the only person teaching that class (i.e.,
was not released by another teacher for any part of the day). Of necessity therefore, the
classrooms had to be conventional one teacher rather than multi-teacher situations.
Selection criteria for teachers were applied strictly and, as Table 4.1 shows, only two
teachers in the sample met all the criteria. lt is important to note that Miss Cox and Mrs
Sengler,* the teachers selec-ted, were regarded as particularly able and talented. They
were trained in New Zealand. Mrs Sengler had 15 years teaching experience with new
entrant children. She had been teaching this age group at Kumin for three and a half
years. Miss Cox had moved to Bruntlee at the beginning of the previous school year.
She also was very experienced having taught new entrants for a total of 11 and a half
years. Both teachers had engaged in inservice training. In particular, they had completed

the Early Reading lnservice Course (ERIC) which focussed on early literacy behaviour
and approaches to teaching (Slane, 1979), and had participated in a research project
concerning children's engagement with the new entrant programme of instruction and in
12 post-research discussion sessions (Clay, lgg5b).

*

Pseudonyms were used for the schools and teachers to resp€ct confidentiality. Permission was willingly
granted by parents and the schools to use allthe children's names. The use of their real names was impoilant
for describing some examples ol independent leaming.
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Table 4.1

Description of research sample: teachers

Totalteachers recommended (on basis of independent leaming criteria)

20

Teachers not teaching new entrant children
Teachers regulady released by another teacher from teaching the class
Glass taught by other teacher(s) during part of the day (cross-grouping)
School population not suited to the project (non-representative:
very high socio-economic area)
Insufficient number of new entrants entering at the beginning of Term 3

3

Research sample

2

Selecting the children
Since it was important to be able to analyse each child's actions and conversations with
the teacher very closely, a sample of only eight children was selected for the study. Two
girls and hvo boys from each ol the two classes were selected from the newly entered
five year olds. At Kurnin school, where Mrs Sengler taught, the four subjects were
randomly sampled from the seven most recent new entrants. The girls were Anna and
Renee, and the boys were Toby and Adam. Only four children were available for
selection at Bruntlee school in Miss Cox's new entrant class. These were two boys and
two girls, Phillip, Lyle, Rachael and Nicky. Allthese children were considered by their
teachers to be typical of the new entrants in their classes.
At the first observation time the children were five years old. Observations began within
three weeks of the children's fifth birthday (the range was from 6-19 days at Kurnin and

10-21 days at Bruntlee). At the beginning of the second observation time the average
age of the children was five years, three months.

66

The new entrant class size in the two schools was similar. Over the course of the study
the classes changed as a result of the continuous entry poliry for five year olds. A small
group of children was moved out of each room during the term. The number of children
in each class at observation Time 1 and Time 2 respectively, was 25 and 30 at Kumin

and24 and 28 at Bruntlee. There was an ethnic mix of children in the two classes
including children from European (Pakeha), Maori and Pacific lsland families. At Kumin
approximately two thirds of the children were European and one third from the other
ethnic groups. The school population was highly transient in a community where the full
range of economic groups was represented, from economically advantaged to
economically disadvantaged. At Bruntlee there were almost equal numbers of Maori and
European children with one child from the Pacific lslands. Both the school population and
the community were described as stable with the families in the area considered to be in
the middle to low economic range.

SETTING
The features of classrooms described above, which reflect general practice in New
Zealand junior school classrooms (Department of Education, 1985), were appticable to
the two new entrant classrooms in the study. There were many leaming opportunities
created by Miss Cox and Mrs Sengler in an environment where the children worked
without close teacher supervision for parts of the day. Children were encouraged to take
considerable responsibility for their own activity and the programme was supportive of
their endeavours. Each teacher worked closely with the children, helping and guiding
their leaming as necessary while, at the same time, building self-reliance. The
classrooms were rich in opportunities for observing and analysing both children's
behaviour as they engaged in learning opportunities, and teachers' behaviour as they
assisted them.
There were numerous occasions during the day when the children were participating in
tasks or action related to reading, writing, mathematics, science orsocial studies, health,
art and craft, music and drama. They could be reading interesting and well illustrated
little story books from the wide range available in New Zealand schools; composing and
writing their own stories about, for example, a current interest such as spiders, a recent
beach trip or a favourite book charactec exploring with science equipment, water or
sand; seriating a range of items, or sorting and matching varied natural and
manufactured materials; painting with dye over a crayon drawing of a ghost they had
created; or using other resources in many ditferent ways.
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Throughout the day children were either able to select for themselves the kind of task
they wished to engage in or were asked to do particular tasks by the teacher. The
majority of these tasks allowed for the product to be created individually by the children,
allowing them to represent their own ideas in their own way. For a significant proportion
of the time the children were able to explore, to attempt new things, to problem solve and

to initiate novel resoonses.
The two main kinds of leaming experiences discussed above, namely activities and
interactions, often occurred in tandem. Children might talk to their neighbour about what
they were doing while engaged in some action; a group of children might talk as they
worked on a task; or the teacher might spend time talking with an individual, discussing
the work in progress. Thus, interactions often emerged out of the activity being
undertaken. Children were encouraged to interact with their peers and were free to talk
to each other over the day as they wod<ed around large tables or indeed anywhere in the
room, engaged in particular activities or participating in drama, role playing or music
making. lt is important to note that opportunities to talk freely did not create excessive
noise levels, because both teachers had good classroom management and
organisational skills and the children were encouraged to take responsibility for their own
behaviour.
There were many opportunities for individual teaching interactions throughout the day.
The teachers sat alongside children and worked with them, helping and guiding them in
their tasks. They moved around the children, while they were at low worktables or
wherever they were located inside or outside the classroom. The teachers might work for
quite long periods with any one child but they spread their attention across all children
over time. They appeared unhurried in these interactions, concentrating their attention on
the children with whom they were talking and the task in hand. (See p.103 and Appendix
8.3 for examples of this type of teacher activity.)
However, while there were many opportunities for both peer and teacher-child
interactions, much behaviour was nonverbal. Within the opportunities children had to
engage in a wide range of interesting activities, they were able to use what they knew

and could do from their actions without having to put these actions into words. They
often worked for long periods alone at an activity, fully engaged in what they were doing
(see Appendix 8.2), while painting a picture, reading a book, working on a story, sewing,
making an elaborate construction or viewing aphids on roses through a magnifying glass.
In the two new entrant classrooms there were four main organizational pattems used

throughout the day. Children were sometimes gathered alltogether as a whole class,
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sitting on the carpet in front ol the teacher; sometimes they were part of a small group
working with her; sometimes they were engaged in varied individual tasks sitting at large
group tables; and sometimes they joined with others or worked alone in areas set up for
mathematics, science, drawing, construction, writing, reading etc. or engaged in such
tasks in free spaces around the room. Except for the times when teachers were with the
total class or were teaching a small group, they moved around the room interacting with
individuals, ofted for extended periods of time, or talking and working with small, informal
clusters of children (see p.98).
The ways in which the teachers and children worked and used the environment over the
period of the day in the new entrant ctassroom had to be accounted for when planning
the behavioural observations because of the freedom and diversity that was apparent.

ASSESSMENT
Children are very different on entry to school (see p.35 and p.40). They have learned
many things from a wide range of preschool experiences. Individual children's starting
points, as well as the way teachers respond to individual differences and build on each
child's strengths, are of particular interest in a study of independent leaming.
The children's knowledge of and control over some of the competencies required in
school was measured at the very beginning and at the end of the study. Reading, writing
and oral language were probed. No appropriate mathematics assessments normed for
New Zealand were available at the time data was gathered for this study.
The following tasks were considered appropriate in that they assess performance and the
nature of change in literary and oral language leaming reflecting some of the emphases of

the programme in initialschooling in New Zealand (McNaughton & Ka'ai, 1990).
Assessments used were: Concepts About Print, Letter ldentification, Writing Vocabulary
(Clay, 1985a, 1993a) and Record of Oral Language (Clay et al., 1983).
An informal interview with the children asked them to describe how they thought they
leamt.
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OBSERVATIONAL PROCEDU RES
Observations were planned for two different times so that the behaviours of both the
children and teachers were observed near school entry and after the children had been
with their first teacher for almost three months. This meant that not only could a range of
behaviours be observed at each time but also change could be inferred over that period.
In September, when this study began, the third and final term of the schoolyear was
starting, and a few children were waiting to enter school. Some 15 weeks later the school
year ended, just prior to Christmas.
Observations focussed on the opportunities children had for working by themselves, with
others or with the teacher, on tasks across all curriculum areas and on all the interactions
occuning. Occasions when the whole class was together with the teacher were excluded
from the systematic obseruations, because it was not possible to tape-record the
contribution of individual children within the frequent collective responding prevalent in
this situation. lt was also difficult to ascertain the level of attention and involvement of
any particular child within such a large group. lnformal descriptions were recorded of this
part of the day, as part of gathering information about the classroom context.
The first set of observations was made when the children had been at schoolfor up to
two weeks (Time 1) and the second took place after about 12 weeks at school (Time 2).
Thus, observations were made from mid September to early October and from mid
November to early December. ln all there was a total of 20 school days used for
observation. Data were gathered for five days in each classroom at each observation
time. Observations were carried out over the whole school day. The length of the school
day varied for these children. At Time 1 it was from 9 am to 2 pm and for Time 2 from 9
am until 3 pm. Excluded were the periods of the morning interual (15 minutes), lunch
time (one hour) and the short aftemoon break (five minutes).
Both observation one and observation two were scheduled to be made in the two
classrooms over a two and a half week period. Obseruations of the equivalent of a

school week were made by observing in half day blocks.
Schools were visited alternately, where possible, so the observations were spread
across the period scheduled and were on different days of the week. Each day of the
schoolweek was not sampled. Attempting to achieve this would have spread the
observations overtoo extended a time period. As well, in an earlier observation study of
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ten new entrant classrooms in Auckland the researcher found there was no significant
difference between what occurred on any day of the school week (Watson, 1980).
Making observations over the whole school day enabled the full range of leaming
experiences the children encountered to be sampled. However, as the children had
shortened aftemoons, at Time 1 fewer observations were made during the aftemoon
programme. Opportunities for leaming to do and to make things, and teaching
interchanges occurring with the teacher, were known to take place more frequently within
the context of what is variously referred to by new entrant teachers as theme, unit or
interest studies, or'developmental" or'free choice" activities. Cuniculum time devoted to
the above aspects would often occur in an aftemoon session of school as considerable
attention was given to the acquisition of early reading and writing behaviours in the
morning programme in New Zealand classrooms (Clay, 1985b; McNaughton & Ka'ai,
1990; Watson, 1980)

.

ln order that the normal life of the classrooms continue without change a tentative
programme for observing was developed and finalized after consultation with the two
teachers. Particular school organization required different arrangements. Flexibility was
required so that special school events, teacher commitments, illness and various other
interruptions that are part of school life could be accommodated. Mrs Sengler and Miss
Cox were asked to keep to their normal programme. Every effort was made to ensure
that the presence of the observer did not create any disruption. Experience gained from
the earlier observation study carried out by the researcher, and from informal observation
in these two classrooms suggested that it would not be difficult for the observer to remain
uninvolved. lt was explained to the children before the observation commenced, that the
researcher had to keep writing on her papers and to work the tape recorder, and so
could not help them with their work or talk to them. No difficulty was experienced.
Observations were made within the classroom itself and did not continue if the class
moved outdoors for activities such as physical education, to visit the school library, to go
to movie film viewing, school assemblies or to combine with another class. On the other
hand, observations continued if target children went outside to continue the tasks they
were engaged in.
One child at a time was the focus of the observations. For ten minutes, continuous
observations were made, allowing for sequences of participation in activities, and
interactions with the teacher and other children to be recorded. Pilot observations had
indicated that a ten minute sequence of behaviour provided a substantial sample of any
activity being engaged in and also allowed for recording sustained portions of
conversation. Such a length of time also provided opportunity to observe children
changing tasks.
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CODING PROCEDURES
Developing a coding scheme is the initial move in observational research, according to
Bakeman and Gottman (1986) in their comprehensive account of observing interaction.
The success of the study hinges on such a coding scheme, for if the 'lens is thoughtfully
constructed and well formed (and aimed in the right direction) a clearer view of the world
should emerge" (p.19). Three coding schemes were used in this study to try to identify
independent leaming and the teaching moves associated with it. The first involved a way
of segmenting the stream of observed behaviour into the two kinds of leaming
experiences being studied, namely, engagement in activity and engagement in
interaction. The second and third coding schemes reanalysed these data. The second
coding scheme concerned the categories which were developed to identify instances of
behaviours, called 'child directed actsn, considered to be indicators of independent
leaming. The third scheme was devised to identify'Tacilitative teacher moveso associated
with independent leaming. The latter two schemes are pivotal to the analysis of
independent learning. The detail of the construction and application of these two coding
schemes is in the next chapter.

Learning experiences
The recording procedure adopted allowed for detailed observations of the two main kinds
of leaming experiences relevant to this study. To differentiate between actions and
interactions, the behaviour of each observed child was divided into activity episodes,
interaction episodes (further classified into two categories; teacher-child and peer), or
into non-episodes for situations deemed as not providing a leaming experience .

Episodes of activity
At various times throughout the day, children were working on individual or, sometimes,
group tasks such as reading books, writing stories, drawing, building or using

mathematics equipment. The period when an observed child was involved in such tasks,
without talking to others, was identified as an episode of activig. Activity was defined as
all noninteractive behaviour (i.e., it included talking or reading aloud to oneself but not to
others) which related to any task being undertaken by an observed child. lt involved
observations of target children as they engaged in activities that were (a) initiated by
themselves, (b) initiated by the teacher, (c) initiated by peers, or that (d) occuned
fortuitously.
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Episodes of interaction
During the many occasions when children were working on the tasks described above,

the teachers moved around the room to work with individual children, with small clusters
of children that had formed, or to gather small groups together around them for particular
teaching purposes. The children also frequently talked to each other as they worked. The
involvement of a target child* in any conversation was identified as an interaction
episode. An interaction was defined as allverbal and nonverbal behaviour occuning in
interchanges that included the observed child. lt involved obseruations of the target
children as they participated in, (a) teacher-child interactions (one-to-one interchanges
with the teacher, and, interchanges with the teacher and additional participants) and, (b)
peer interactions.

Non-episodes
Occasionally a child would not be engaged in either of the above situations as they were
perhaps between tasks or upset for some reason. A non-episode was therefore defined
as all behaviour that did not fit episodes of activig or interaction as described. This
included, for example, such behaviour as (a) a child waiting for the teacher, (b) crying or
otherwise upset, (c)tidying up work completed, or (d) aimlessly wandering around the
classroom.
All the behaviour was divided into episodes. The episode $pes were mutually exclusive
and exhaustive. Considerable variations could occur in the length of episodes. For

exampfe, episodes of activity ranged from a brief encounterwith apuzzle to lengthy
participation in composing and writing a story. Episodes of interaction could include short
interchanges in response to a question by a child or a long and detailed dialogue about
how to make a Japanese kite. lf a child changed from one activity to another it was
recorded as a new episode. The description of how episodes began and ended and the
classification system used for identifying the sub-episodes within the learning
experiences are described in a later section of this chapter (p.76).

Making the observations
Two kinds of recording were used to obtain as much behavioural data as possible about
what the teacher and the identified children were doing in the classroom. These
recordings covered both child engagement in activities and interactions. Detailed written

*

One ol the eight children in the study.
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records were made of all engagement in activities, using procedures which are described
under the later section called Observation Records (p.76). In addition all non-episodes
were included in the writen records.
For the second type of behavioural observation, engagement in interaction, all
conversations were recorded verbatim by audio recording using radio microphones,

supplemented with written notes of as much nonverbal behaviour as possible. The
attempt to record allverbal behaviour in interactions can be difficult (see Gazden 1988a;
Clay 1985b), so audio recording was considered to be the only sure way to gain a
precise record of the teacher-child and peer interactions, even though this meant time
consuming preparation of transcripts (Tizard & Hughes, 1984). Audio and written
recordings were selected in preference to video recording as the children were
constantly moving around the classroom and on occasions outside it. Attempting to
follow them closely with video equipment was impractical. However, at Time '1 and Time
2 in both classrooms, a sequence of observations that included each child in the study
was videotaped to provide a record of the classroom setting and a visual record of some
of the leaming activities available.

Audiotape recordings were made of all interactions that involved the target child currently
being observed and the teacher, and that child and any other children. The teacher wore
a radio microphone throughout the observations. Recordings were made on cassette
tapes on a tape recorder system set up to allow for intermittent recording. When, at any
time during an observation sequence, the teacher had contact with a target child, the
recorder was started by remote control by the researcher. lt ran until the interaction
ended when it was tumed off by remote control. This system avoided the recording of the
large amount of teacher talk which was unconnected with the child being observed. As
well, later transcribing of the tapes was facilitated by this editing procedure.
A separate audio recording system was used for each target child's conversations.
Cassette tapes were used to record the full ten minutes of observation for each child. A
radio microphone attached to a small storybook was placed close by the group of

children of which the target child was part, or nearby if the child was alone. (Radio
microphones record everything within about a three metre radius.) lf the child moved
position, the researcher picked up the book and small device and replaced it near the
new location. (The cassette recorder was moved if necessary.) The children appeared to
take little notice. lt had been explained that tape recording of talk going on in the
classroom would be taking place using the same kind of microphone the teacher was
wearing. At the end of the study some examples of the tapes, recording interactions,
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were played to the children. They were very interested to identify members of the class
and listen to the teacher. Some of the videotaping described above was also replayed.
Recording the conversations on this two-way system had particular advantages.
Interchanges between child and teacher were recorded on both audio-taping systems,
providing some protection against any technical problems that might occur and
alleviating concern over recording in classrooms with a potentially high noise level. lt was
expected that this would occur when all children were engaged in and talking about a
wide variety of different tasks. Few problems were encountered and reasonably clear
recordings were obtained.
Photographs were taken by the researcher of all the target children's individualwork as
well as of classroom displays which included their products.

The ten minute observation samples
The four children in each class were observed in sequence. When the first ten minute
observation sample was completed for child one the researchels attention shifted, after
a one minute pause, to the next child. Observations of the four target children were
rotated. A ten minute behaviour sample for each of the four target children in one class
(allowing a minute for the changeover) meant a full observation sequence took 43
minutes. The observational sequence for the four children was determined randomly and
prepared in advance for each day of observation. lf a target child was absent the next
child in the order was observed. Missed observations were made up on subsequent
observation days, maintaining a balance for each child across each part of the school
day.

The total observation time was 36 hours spread over four and a half hours for each child.
At Time 1, 16 hours were recorded. There was a minimum of one and a half hours of
observation on each of the ten days. At Time 2, when observation totalled 20 hours, two
hours were recorded on each observation day.
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OBSERVATION RECORDS
The observation records provided a detailed account of each ten minute observation
sequence segmented into episodes of activity, episodes of interaction and non-episodes.
They were compiled from the written field notes and the transcription of the taped
interactions. They also contained additional information gathered about the situations in
which the episodes occurred. These records formed the data for further analysis of child
behaviour into the categories of child directed acts and of teacher behaviour into
categories of facilitative and other teacher moves. The analysis procedures for coding
these records are presented in Chapter Five.

ldentifying episodes and non-episodes
The written field notes recording engagement in activity and notes related to the context
of engagement in an interaction were written on to a Field Observation Record Sheet
(Appendix A.1). When the tape recordings were transcribed, all these data were
combined to form the written record of a ten minute behaviour sample.
The following section describes how activity and interaction episodes were identified.

Activity episodes
An activity episode began with a starting move which could be a target child's action, a
teachels direction, non-verbal action, or comment by peers. For example, a child could
decide to paint a pic-ture or the teacher could suggest that the child choose to read, to
write a story or use the water tray. An activity episode ended when the task was
completed, interrupted or disbanded (see Appendix A.2). Activity episodes were divided
into three sub-episodes according to their origin. These were further differentiated on the
basis of the opportunities they offered the child.

1.

Child initiated activity occurred when the child selected the task from an (a) openended choice, (b) limited choice, or (c) teacher provided options

2.

Teacher initiated activity occuned when the teacher initiated the task and it was (a)
indirect (element of choice involved), (b) assigned open, or (c) assigned limited
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3.

Incidental activity was that which occurred fortuitously.

More detailed descriptions are provided on Appendix A.2.

Interaction episodes
Starting moves for interaction episodes came from the teacher, the target child or were
"outside starts" involving other children. They could be verbal or nonverbal. For example,
a target child could ask the teacher for help with story writing. The end of an episode was
marked by the conclusion of the interchange, an intervention of some kind or the
interaction ceasing. There were two types of interaction episodes labelled teacher-child
interactions and peer interactions.
1.

Teacher-child interactions
Four sub-episodes were used to distinguish the kinds of teacher-child interactions
occurring. The way the interaction was initiated determined the classification. Sub-

episodes were those when the teacher (a) engaged in an interaction with an
individual target child alone (individual), (b) interacted with a target child within small
group teaching (embedded), or (c) interacted with an individualtarget child in an
informal group. Small group teaching (d), involved interactions where the target child
was present but was not engaging in interaction with the teacher individually. These
interactions could be started by either the teacher, or the target child.
2.

Peer interactions
Peer interactions were those where either the target child was interacting with one
other child or with a group of children. They were started by either the target child or

another child.
Details of both the starting and ending moves and the sub-episodes for teacher-child
interactions are in Appendix A.3 and for peer interactions, in Appendix A.4.

77

Setting data
A Field Observation Record Sheet (Appendix A.1) was used to record the details of the
setting once an episode had been identified. Specific information was recorded about
organizational settings, classification of the cuniculum area and tasks, location of the
child, and the materials being used, for each episode.

Organizational settings
The kinds of organizational situations in which the children were participating were coded
into five categories. They were (a) teacher-child alone, (b)child working alone, (c) informal
group, (d) small group teaching, and (e) incidental. Definitions of the organizational settings
are in Appendix A.5.

Curriculum areas and tasks
A broad classification was given to the area of the cuniculum that the teacher had
specified as taking place at particular times during the day. Three terms were used
synonymously by the teachers to describe times when children could work from a range
of varied tasks that covered all curiculum areas including science, social studies and
health activities. They were choosing time, developmental activities, and theme-based
activities.
Areas identified separately were reading, mathematics, and story writing; art, craft,
construction and sewing were classified together and physical education was the final
curriculum area noted by the new entrant teachers. Each task within a curriculum area
was identified to indicate the varied range of tasks available in each classroom. The
curriculum areas are to be found in Appendix A.6 and the list of tasks is in Appendix A.7.

Location and materials
Where the child was positioned was noted by identifying the part of the classroom in
which the child was working (e.g library, worktable, carpet area). The materials and
equipment being used were briefly described to provide an indication of the resources
available.
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Summary
At this point the description of the study and procedures are summarized. The framework
outlined provides an introduction to the detail of the coding schemes used to identify

children's independent behaviour and teacher behaviour which are presented in the next
chapter.
Categories of behaviours involve instances of behaviour which contain identifying
features that indicate that children in some way may be initiating and directing the
processes involved in learning for themselves, classified into categories. Examples of
behaviours are illustrative examples of instances of the identified behaviours.
Characteristics of independent leaming involve the identification of some aspects which
appear to be associated with independent leaming. Facilitative teacher behaviours
concern the teaching moves within teaching interactions, that create opportunities for
independent learning. The types of leaming experiences available and the independent
leaming opportunities teachers initiated are classroom factors. Individual differences in
teachers' behaviour relative to one another and the children relate to both teaching
interactions and creating a context for leaming.
Chapter Five presents the comprehensive category scheme of both child behaviour and
teacher behaviour associated with independent leaming.
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CHAPTER FIVE

CODING THE OBSERVATIONS

The aim of the analysis was to identify in the observation records, incidences of child
behaviour which exemplified independent leaming, and to capture the teaching
interactions associated with such activity. The first part of the chapter describes how
independent learning was identified by child directed acts. The second part explains how
the teacher moves in the teacher-child interactions were analysed.

IDENTIFYING INDEPENDENT LEARNING IN CHILDREN

On the basis of the definition developed in Chapter One (p.3) behaviours were identified
indicating that the child may be initiating and directing processes involved in leaming.

Child directed acts
The form of independent leaming described as child directed acts was defined as
follows:
child directed acts are instances of behaviour containing identifying features
indicating thatthe child in some way may be generating and directing by his or
her own activity the processes involved in leaming.

To identify and analyse the independent learning shown by new entrant children
observation data from written records were analysed and coded as child directed acts.
Independent learning was inferred from these behaviours (see p.3).
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The notion of independent learning was based on a conceptualframework which drew
on the theoretical perspective of a constructivist approach to leaming. Tentative
categories were devised a priori. These were tested on transcripts of interactions and
written field notes of episodes of children's activity observed in classrooms during
preliminary observations. The detailed classification of child behaviours was revised and
expanded as a result of further observations.
The six categories (see definitions pp.83 to 95) were:

1. showing relationships

2. checking
3. trying and testing
4. attending to errors

5. woKng at difficulties
6. rehearsing and repeating
While the categories were primarily designed to specify what was observable, there was
also an attempt to interpolate mental processes. The categories were not inclusive of all

cognitive processes but they focussed on behaviours that were considered centralto
young children's leaming in early schooling. As they were being used in new entrant
classrooms they had to be applicable to a wide range of behaviours occurring in many
varied tasks and situations, across all curriculum areas. The behaviouralcodes within
each category attempted to reflect this variety. Gharacteristics of independent leaming
were identified from the data coded as child directed acts.

The form of the data
Out of the total behaviour observed and recorded as either episodes of activity or
episodes of teacher-child or peer interaction (see Chapter Four, p.76) only those
episodes which yielded child directed acts were noted for further analysis and
interpretation. An overview of the analysis of child directed acts (CDA) is shown in
Table 5.1.
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Table 5.1
Analysis of child directed acts

Tohl stream ol behaviour

Non-episodes

Episodes

Activity

Peer lnteractlon

I

I

CDA

Non-CDA

CDA

Teacher-child interaction
I

CDA

Non-CDA

Non{DA

The instances of behaviour containing identifying features indicating a child directed act
were selected from the stream of child behaviour. Usually only part of an episode was
analysed because child directed acrts occurred intermittently. However there could be a
number of child directed acts occurring in any one episode. A single category coding
system was used and any instance of behaviour containing features of child directed
acts was identified according to one of the six categories which were therefore mutually
exctusive. Behaviours that could occur in more than one category were made mutually
exclusive by definition. All attention to errors and action taken was coded in category
Iour: aftending to errors and text reading and writing were excluded from category five:
working at difficulties. The identification of complex behaviours required very
knowledgeable and experienced observers. Considerable advantage was obtained by
having written records from which to work.

CODING CHILD DIREGTED ACTS

Instances of behaviour that contained identifying features of a child directed act formed
one unit of analysis. The stream of behaviour in an activity episode or teacher-child or
peer interaction episodes was analysed according to moves the children made. A child
move was defined as any action taken by the child related to the task they were engaged
in or any contribution to an interaction. A single move or sequence of moves to which a
child directed act was assigned:
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1.

Began with the first child move having identifuing features that conesponded with
one of the six categories.

2.

Ended when either:

a)
b)

the naxt cfrild move had identifring fealurcs bdonging to a different cdegory

in the next child move the quality of the action or interaction changed and no
longer fitted the category

c)

the child completed the task or the interchange ended

d)

the child stopped the task or changed to another task (i.e., a different kind of
activity was coded as a new episode)

e)

the observation ended.

Each child directed act was assigned in relation to all of the previous information in the
ten minute period. While the fullcontext was not specifically categorized in the coding
scheme, it was important that it be taken into account so that it was possible to interpret

the behaviours within the ongoing situation.
Child directed acts were assigned into the six categories designed to identify the
independent learning that was occurring as follows. lf any one of the following
behaviours was observed the instance was considered a child directed act. The
definition of each independent child behaviour category is followed by descriptions of the
codes and behaviour, and illustrations of child directed acts occurring within examples of
both activities and interactions.

Category 1: showing relationships
Showing relationships is defined as making links or connections between objects or
ideas, discovering similarities and regularities, detecting patterns, or relating and
grouping information from different sources.
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A child directed act occurs when a child:

1.

ldentifies or relates information, ideas or objects which fit a concept or category, that
is, (a) linking of information, or (b) relationship of ideas, or (c) relationship of
concrete/man ipu lative objects
(e.9., says "that bit's from a pig'- pointing to a pastebrush's hairs; says They are
playing rugby because that ball is on the ground"; draws a dog as something the

child is frightened of; matches objects to a pattem; matches language to print i.e.,
points while teacher reads).

2.

Discards information, ideas or objects which do not fit a concept or category
(e.9., says 'No, that one fietter] doesn't fit"; says These shorts ffor the dolll are far
lartar too small').

3.

Attempts to identify a relationship between information, ideas or objects but is not
necessarily correct
(e.9., says "Joy Cowley! Joy Cowley!" [author] as teacher holds up The Three Little
Pigs'book, a traditional tale).

4.

Makes links with something known to make a new response
(e.9., finds something to use to depict an object e.9., a cardboard box to make a
fridge; represents in own way something known e.9., creates a caterpillar).

The following examples from the behaviour records illustrate the kinds of child directed
acts categorized as showing relationships.
There were a number of different ways in which the children attempted to identify or
relate information. Sometimes the relationship was one of ideas which fit a concept, as in
this example of Anna's drawing. Here Anna's behaviour indicates she is relating ideas. A
cat was chosen to represent something of which she was frightened.

lAnna was working on a task following the introduction and reading of a little book "l am
Frightened' [Storybox]. She had been asked to draw something she was frightened of.
She chose to draw a cat.l

Anna:

Using a red crayon she drew the cat's face, put eyes and ears
then drew a long oval shaped body. She started to colour the
body in red, making lines that looked rather like fur standing up.
Then she drew a tail. With a white crayon she began to colour

overthe top of the body. She continued the task until completed.
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At other times children clearly indicated the way they were relating objects. Nicky makes
the connection between the uses of pig's hair discussed earlier and the product, a

pastebrush in this instance. The comment followed a farm visit.

Nicky;

Do you know what? That bit's from a pig! [ltointing to the bristles

on the pastebrushl

Sue:

\tVhat?

Nicky: That bit is from a pig. Miss Cox told us this moming.
Toby drew on what he knew, supporting this knowledge with evidence from the
illustrations to make links in the following discussion.
little storybook was being introduced in preparation for individual reading to a small
group of children. The teacher held the book so they could see the pictures.l

lA

Teacher: What does Bill like to play?

Marcel:

He likes to play soccer because he's got soccer boots.

Teacher: Yes he has. Indeed.

Toby:

'

Kim:

Nol He's going to play rugby!
Look at...

Teacher: Oh! Rugby! How do you know it is rugby?

Toby:

Course it's rugby, because that ball is on the ground. Wointing to
the oval rugby ball in the picturel

Teacher: Okayl lsmilingl...

Category 2: checking
Checking is defined as checking on oneself; being aware of processing and/or
performance including planning, rehearsing and mediating through nonverbal or selfverbalizations; monitoring, com paring, conf i rmin g, and eval uating.
Child directed acts occur when the child:

1.

Spontaneously comments on what the child can achieve or plans to do or needs
prior to undertaking the task
(e.9., says'This is going to be a butterfly'; says "! could cut out that first ").
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2.

Makes a spontaneous verbal or nonverbal evaluation of self in relation to
performance while engaged in, or on completion of a task, i.e., how well or poorly

the child can do, is doing or did, or what the child knows or needs
(e.9., says'This isn't hard"; says "l need two more counters'; says'l can't! "; nods
firmly when sees a difficulty is solved).

3.

Comments on what the child knows or doesn't know, can or can't do, is doing or
needs to do in general
(e.9., "l like reading stories!; I know about dinosaurs").

4.

Explains to others what happened or consequences of what could happen, or how
to do something in relation to what the child is doing, plans to do, or has done

(e.9., "l am going to have to make it flat before I cut out the stars').

5.

Indicates checking on the task in progress or on completion
(e.9., by re-reading aloud [i.e., repetition in reading]; by counting to check quantity
etc; by commenting on the task, e.9., says This isn't a long book; I'm tipping it out

now'cause it's full").

6.

Indicates that product or performance is unsatisfactory
(e.9., screws up a painting and starts again).

7.

Appeals for help when identifies something novel or unknown and realizes that it
cannot be solved
(e.9., a word in the text [verbal or nonverbal]).

8.

Flegulates attention while counting by pointing, or while reading by pointing to a
continuous text (without reading aloud).

Among the examples of children checking on their own performance was how they
commented on their success.

lRenee was doing an alphabet task, matching alphabet cards by making a pile for each
Ietter.l

Flenee: Iadded letters'n' and'b'eorrectly to existing piles and then did
the same with'g'; tumed to Marilyn the child beside hefl
I'm getting some nghtl lproudlyl
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Sometimes the children monitored their performance in more than one way. Toby
commented on his own achievement, as well as identifying what he thought he did not
know, asking for help.

lAfter he finished reading his new story book Toby went to the teacher who was sitting
near the group.l

Toby: lcan read itl
Teacher: Hmm mmm.lsmilingl

Toby: lbegan

reading accuratelllWho's going to lick the bowl ladded
in an extra word'no', then readll am.lcontinued to read
accuratelyl
No, I am! | aml lam! | am! lam! Stopl said Dad.
lstopped and said to the teacherl What's that word? [ltointing to
'l

am\

Teacher: I am.lpointing to each word as she said it slowlyl

Toby: lreafll

am.

ln other instances children were monitoring by commenting about what they were doing.
In yet others they were evaluating their performance. The following example illustrates
these behaviours.
lAnna had chosen to paint

Anna:

-

her picture was a buftertly.l

Anna painted some of her picture then put her paintbrush down
and folded one third of the paper over onto the painting.lthe
teacher had introduced this technique earlier in the weelf,
[said aloud to herselfl Like that. Put that bit over.
She opened the paper out then folded it back again, pressing it
hard with her hand. She opened it out again, looked at it
carefully, then screwed it up and put it on the floor in the comer.
She reached for another piece of painting paper.

Category 3: trying and testing
Trying and testing is defined as searching for altematives, exploring and checking
options, predicting, or testing something out and confirming, revising or rejecting it.
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A child directed act occurs when the child:

1.

Makes tentative hypotheses and tests them out
(e.9., is reading a novel [new] book* and anticipates what the text will say [attempts
to read may not necessarily be correctl).

2.

Attempts to write a letter of a word, a word or a message
(attempF may not necessarily be correct [not letter-like forms]).

3.

Composes a message orally, identifies orally words or a letter to write, or for the
teacher to write.

4.

Confirms result of testing an hypotheses
(e.9., comments on the outcome).

5.

6.

Evaluates and revises hypotheses according to test(s)
(e.9., puts different colours of paint on top of each other each time trying to get
green).

Accepts or rejects hypotheses
(e.9., tries various pieces of a puzzle leaving those that fit in place; seriates
according to size of objects, changing order as another object is added).

Some of the ways children attempt to work on testing hypotheses and at problemsolving, as they engage in learning about reading, writing and mathematiqs and are
working at other tasks, are represented in these next examples.
lRachael's group had just been introduced to a new reading book by the teacher. They
were asked to read the book by themselves. Rachaelwas reading aloud to herself
pointing to each word as she read.l

Rachael: Grandpa, Grandpa come with me.

Text:

Grandpa, Grandpa come with me.

Rachael: Let's go fishing in the sea.

Text:

Let's go fishing in the sea.

Rachael: What willwe get?

Text:

Whatwiil we fish for? What willwe get?

*

Novel (naw) text lor this research is (a) a new book introduced by the teacher to a group or child and the
child's first individual reading of it and, (b) unfamiliar library books.
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Rachael: Two big snapper for our tea.

Text:

Three fat snapper for our tea.

lPhillip was working at the puzzle table in maths time. He had completed one jigsaw
quicUy then began another.l

Phillip:

Phillip tipped out the jigsaw puzzle of a rocket. He started to put
the pieces in, beginning with the smallest ones from the nose of

the rocket and continuing in order of size. He found the base of
the rocket and put that in. He tried each of the four pieces that
were left in the next space. He tumed the last piece four
ditferent ways to see if it would tit. He continued trying each of
the pieces until he was called to join a group by the teacher.

lLyle was writing a story about Santa Claus after the teacher had read them a book
about Chistmas aloud.l
Lyle:

Teacher:
Lyle:

Teacher:
Lyle:

lwrote carefully'The sl-lcalled to the teachefl Miss Cox! Miss
Cox! Look what I did. [showed his writingl
What did you write?

lreadlThe ah... The ah...
lread what he'd writtenJThe /5/... What do you want to write?
Santa... lwriting epi sode continu esf

lAdam had chosen to go outside on the verandah of the classroom with other children to
the water tray. He was working with a variety of plastic containers in the water.l

Adam: Adam picked

up a funnel and poured water into it, watching it go
right through. Then he put his index finger on the end and held it
there tightly.lBrian poured water into the funnelfor himl Adam

kept his finger on the bottom. When the funnel was full he took
his finger ott.lsaid aloud to himselflThere it goes! There it goes!
There goes the water!
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Gategory 4: attending to errors
Attending to errors is defined as correcting or attempting to correct an erTor made (i.e.,
that arises from the child's own performance); discovering inconsistencies and
attempting to resolve or resolving the dissonance of conflict by seeking solutions.
A child directed act occurs when the child:

1.

2.

3.

Self-corrects an error (with no help of any kind)
(e.9., reads Dad for Father and corrects it; writes "is'for uin", rubs it out and writes
"in").
Makes an effort to conect an error but is unsuccessful
(e.9., labels a set of 2 with a card showing 4, then takes it away and puts a card
showing 3; reads "Martin" for'Bill', says "No!'then reads "Petefl).
Persists with working on trying to correct an error i.e., more than one attempt made
to correct without being successful
(e.9., reads '\Me" for'\ilhen", tries "wenf , then'\rve" again).

Of the many examples that might be given to illustrate how the children noticed errors
and tried to do something about them, often successfully, the following instances indicate
the variation this category covered.

lAdam had just dictated a story for his picture to the teacher who had witten it in his
book for him leaving space under each line of text. She asked him to write it in the space
and Ieft him.l

Adam: Adam began

to write his story undemeath the teachels scribing.

He wrote two words but had started writing the second line of

the story instead of the first. He looked at what he had done and
realized it was wrong. Looking around he called to the teacher
across the room.

Adam:

Mrs Sengler, I've doned a mistake! Mrs Sengler, I've doned a
mistake!

Teacher: lcame over and worked with him...l
[and a little later when he made the letter'g' the wrong wayl

Adam:

Doned a mistake again! [aloud to himself expressivelyl
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lThe maths task Hachael was working on required her to create groups of counters, put
them into set ings and labelthe equations with numeral cards and the word'and'.1

Rachaer:

:fii::H,'J"1lT:JffiTI

on"set rins and putthree

@

@tr

One was inconect. Rachael looked at it, took away the first'and'

card and replaced it with a 2 card.

Q9

@tr
She read the equation from the beginning aloud to herself. As

she reached the 1 card she changed it for a blank [indicating
zerol card.

@
and

[The children read new reading books for themselves after the teacher had introduced
the story to them. This is Toby's first attempt at "The Bear Family'.|

Toby: lbegan reading aloudl
Here is Father Bear.

Text:

Here is Father Bear.

Toby:

Mother lstoppedj Here [SC*] is Mother Bear.

Text.'

Here is Mother Bear.

* SC self-corrected
error spontaneously
=

Category 5: working at difficufties
Working at difficulties is defined as actively meeting difficulties i.e., obstacles, and
working on finding solutions by making discriminatory judgements.
A child directed act occurs when the child:

1.

Solves a difficulty effectively
(e.9., tries to do cross arm in skipping and can't but keeps trying and finally does;
tums paper around so shape eventually fits space available).
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2.

Attempts to solve a difficulty encountered but is not successful
(e.9., tries to thread the needle but can't and gives up).

3.

Persists with attempts to solve a difficulty
(e.9., keeps on trying to balance the tower of blocks that keeps toppling).

4.
5.

Partially solves a difftculty
(e.9., gets one side of the railway track in place but not the other).

Suggests a way to possibly solve a difficulty
(e.9., says "l could cut it out [the picture] and stick it back there").

Some of the situations where children were operating on difficulties and the ways they
tried to work at them are illustrated in the following examples.

lToby was making a face puppet out of a round piece of cardboard. He was trying to
make a small hole in the top to put a piece of sting through. He folded the top edge over
and tied to cut a hole with the scissors.l

Toby: lcouldn't. lto Matu nearbyl I'll have anothertry.
Matu: Try with mine. lhanded over his scissorsl
Toby: lbegan to try again cuts a little bit ou[

-

lf I cut this way l'll do it... Vned again to cut through the
cardboard
smiled
cut a bit more out making a bigger hole

-

broadlyl
Done the hole! [to Matul I need string now.

-

ln some situations the obstacle is not easily overcome.

lAnna had decided to make a doll's house in the making area. She had chosen a
cardboard box for the house and had used pieces of cardboard to make some walls. She
searched through all the boxes available and then went over to the teacher who was
working with children on the carpet area. Anna waited nearby until she was free.l

Teacher: Yes.

Anna:

I can't find something to be a

Teacher: You can't find...?

Anna:

Something to be a fridge.
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fridge.lrefigeratorl

Teacher: Something to be a fridge! Mmmmm! fin a warm, understanding
voicel

Anna:

Something that would be right for a fridge. But I can't find
anything!

Teacher: How about hunting for a little, tiny box?

Anna:

I know. That's what... that's what I were... I was looking for a

Iittle box. [shows shape with handsl

Teacher: There's bound to be some in those big boxes in there.

Anna:

I've had a look there. Right down to the bottom of one.

Teacher: Lamond brought some matchboxes today. Would they be any
use?

Anna:

lraised eyebrows, shruggedl Mmmmm!

Teacher: Lamond is busy with Mrs Lem at the moment. He put them in
the making room. They might be in among the big boxes.

Anna:

Mmmmm llthoughtfulfi Well, l'lljust have to cut it [i.e., a big
boxl [goes orfl

Category 6: rehearsing and repeating
Rehearsing and repeating is defined as engaging in the early stages of reading, writing,
manipulating, etc.; or improving own performance by purposefully repeating or practising
a task.

A child directed act occurs when the child:

1.

2.

Engages in the early stages of tasks
(e.9., invents the text or some of the text in a book when attempting to read it;
attempts to write using discrete letters and/or lefter-like forms i.e., rehearsing writing,
not generating an identifiable story).
Repeats an activity, task, action purposefully immediately after initial completion,

that is, selFinitiated repetition
(e.9., makes a jigsaw for a second time; counts objects in a set again).
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3.

Repeats the same activity again at a later stage
(e.9., makes another crown).

4.

Rereads own writing or own dictated story
(i.e., familiar text).

5.

Writes from a modelavailable
(i.e., teache/s scribing, words on wall charts).

6.

Engages in a task previously undertaken that is familiar
(e.9., rereads a text previously read, i.e., familiar text'; writes familiar words, i.e.,
name, known words [when there is evidence of having written them previously]).

The first examples cover the area of engaging in early (preparatory) leaming.
lRachael chose to go to the witing area taking a piece of work she had done earlier in
the day.l

Rachael: Picked up a black felt pen and on the paper she had worked on
previously began to write letters and letter-like forms beside

those already there.

lln the class library area Adam had picked up a book called'The Three Liftle Pigs". After
a while he opened it and began to read.l

Adam: lread aloud, inventing the texfl He went to look for a house.
Itumed pagel Please give me some bricks. Please. Yes, you can
make bricks for a house.ltumed pagel Give me some sticks.
Give some sticks. Yes. Give me some sticks and you can make
a house. ltumed pageJ...
lcontinued untilthe end of the storyl
The final example shows how children often purposefully repeated or practised a task.
lPhillip,working an a maths task, had been asked to make a paftern of a person with
geometic shapes on the top of the one made on a card.l

Phillip: Phillip reached out and got the circle and triangle he needed for
the head and body, the two squares for the legs and two for the
arms and placed them on the shape to complete the figure. He

'After day one, a new book is regarded as a familiar text.
individual reading by a child on day one.
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Included also as familiar reading is a second

looked at what he had done, then tipped the shapes off and
started to do the task again completing it quickly.
These are identified within episode types. Examples of the extended activity and
interaction episodes that were observed are in Appendices B.2, 8.3 and 8.4.
We now tum to the analysis of teacher behaviour in the teacher-child interactions.

STUDYING TEACHER BEHAVIOUR IN
TEACHER-CHI LD I NTERACTIONS

This second part of the chapter explains how the episodes of teacher-child interactions
were reanalysed to examine teacher behaviour. In the systematic analysis of these
episodes, the teaching acts that were considered likely to facilitate independent leaming
were identified and described. In such teaching acts or moves the teacher is judged to
be assisting the child to leam more about how to leam.

Category systems in the review of interaction studies had been considered (see p.S+)
and the common elements of the coding schemes identified and discussed in relation to
the intentions of this research. A coding scheme was developed for this study to identify
teacher behaviour that may facilitate independent learning.

Facilitative teacher moves
One form of teacher behaviour that fosters opportunities for independent leaming was
labefled facilitative teacher moves and is defined as follows:
teaching moves in teacher-child interactions that create opportunities likely to
promote and support independent learning.

To identify teaching moves facilitative of children's independent leaming the six
categories of independent child behaviour (see p.81) were applied to teacher behaviour.
All teacher moves in teacher-child interactions related to creating opportunities that could
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assist the child to engage in independent leaming were coded into the appropriate
category. As described earlier, relevant observable child behaviours were validated
against the definition of independent leaming (see p.3) and checked by independent
observers (see end of chapter for discussion of inter-observer agreement).
Each facilitative teacher move was categorized to match the child behaviour categories
(see Chapter 3). Wood & Wood (1983) spoke of coding schemes for teacher behaviour in
cases like this taking the "minor image'of categories of child behaviour. Suct teacher
behaviourthat is considered to provide opportunities to promote and support independent
leaming in a child was encompassed in a variety of ways in each category. For example,
the teacher might be extending the children's responses when teaching them something
new about how things are linked (category one: showing relationships): inviting anticipaton
of the text when reading a new book (category three: trying and testingl; or requesting a
reason from the child when helping them to solve an enor (category foun attending to

erors) (see pp.83 to 95).
The teacher moves could be direct or indirect, and relate to cognitive effort, performance
and products. Such moves included the ways in which teachers were deemed to have
created opportunities for independent leaming through cueing, prompting, linking,
shaping, eliciting, inviting, extending, supporting, modelling, requesting or explaining.
Facilitative teacher moves could therefore be occuning in relation to varied tasks and
situations.
All remaining teacher behaviourwas classified as otherteacher moves.

The form of the data
Teacher moves within the teacher-child episodes of interaction were the focus of the
analysis of teacher behaviour. The procedure for the analysis of teacher behaviour
differed from that used for analysing child directed acts. Whereas only instances of
behaviour indicating child directed acts were identified from child behaviour occurring, all
the teacher behaviour in the teacher-child interactions was coded because interactions
were being analysed. The nature of the categories of teacher behaviour is indicated on
Table 5.2.
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Table 5.2
Analysis of teacher bahaviour

Tohl stream of behadour

Non+pisodes

Eplsodes

Peer inlsrac{ion

Teacherchild intsraclion
I

Facilihlive teacher

movss

Other teacher movos

CODING THE TEACHER BEHAVIOUR

A teacher-child interaction consisted of tums (of talking) taken by the teacher and the
child. Each teacher turn was analysed according to the nature of the moves the teacher
made. A turn comprised a single move or a series of moves. A move formed the unit of
analysis. The boundaries between teacher moves were defined by a shift from one idea
or part idea to another. Thus a move could consist of a single word, a part of a sentence,
a sentence or a series of remarks and included questions, statements and comments as
well as nonverbal behaviour integralto a teacher move. Each successive move was

assigned to one of the six categories of facilitative teacher moves (1) to (6) or coded as
other teacher moves (0). The researcher identified the moves in each tum and these
moves were coded by expert observers.
The coding scheme consisted of mutually exclusive and exhaustive codes. Behaviours
that could occur in more than one category were made mutually exclusive by definition.
Thus, aff attention to errors and action taken is coded in category Iour: aftending to errors
and text reading and writing were excluded from category tive: woHng at difficulties. All
teacher behaviour in teacher-child interactions was analysed to allow for a distinction to
be made between the teacher moves that were relevant to facilitating independent
leaming and those that were not. This differed from the analysis of child directed acts
where the focus was on the behaviour indicating independent leaming.
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Before analysing the specific teaching moves the episodes of teacher-child interaction
were classified into types.

Classif ication of teacher-child interaction episodes
There was a wide variety of data in the teacher-child interactions. Not only did teacherchild interactions occur in different settings, but the length of the interactions varied
considerably. They included extended conversations which could continue throughout
much of the ten minute behaviour sample, and brief interchanges. Examination of pilot
data showed that the teacher-child interactions occuned in both one-to-one and within
group settings. These two situations were identified for analysis.

The distinction was considered relevant because analysing teacher behaviours that
occurred in each of these settings may show variation in the teaching moves related to
enhancing independent leaming. For example Cazden (1988b) suggested that teachers
may make more cognitive demands in small group than one-toone settings. Others have
emphasized the importance and value of one-to-one interactions in early schooling (Clay,
1985; Wood, 1988). Studies of new entrant classrooms (including this one) to date do
not allow for any comparison of the relative merits of the two settings.
The episodes of teacher-child interactions were coded within the first coding scheme into
four types of interaction as follows:

(a)

individual interac{iors (onetoone situalions witr fre teacl'rer and a target cfrild alone)

(b)

individual interactions in small group teaching (one-to-one interactions with a target
child embedded within small group teaching)

(c)

individual interactions in an informal group (i.e., interactions occuning when the
teacher is interac-ting in an informal situation with a target child and other chibren)

(d)

small group teaching (interactions occurring in situations initiated by the teacher for
group instruction without specific attention to a target child).
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Categories for assigning teacher moves
The teacher behaviour in the interactions was analysed into the same six categories
designed to identify children's independent behaviour but from the perspective of
facilitative teacher moves. The descriptions of facilitative teacher moves used by the
coders follow each definition of an independent child behaviour category.' A brief
interaction illustrates one kind of teacher behaviour coded for each category. A selection
of examples of interactions follows the category descriptions.

Category 1: showing relationships
(see pp.83 to 95 for definitions)
Facilitative teacher moves are those related to creating opportunities that could assist
the child to:

1.

ldentify or relate information which fits a concept or category, that is, (a) linking of
information, or (b) relationship of ideas, or (c) relationship of concrete/manipulative
objects
(e.9., find something smaller than that one; which others match togethef;
put them in front of you and measure and see what you can see).

2.

Discard information, ideas or objects which do not fit a concept or category
(e.9., no, not that one. Think again).

3.

Realize that attempts to identify a relationship between information, ideas or objects

are incorrect
(e.9., How can you tell if they belong or not?).

4.

Make links with something known to make a new response
(e.9., You know this letter. [sfrows m] This new one is like it. [sftows
write this letter?).

h] Can you

ln the example that follows the teacher is assisting Renee to identify similarities and to

link her response to something known.

'

Examples within a variety of gpes and length ol teacher-child interactions containing facilitative moves are
in Appendices 8.3, 8.4.
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[Renee had dictated a story about her picture and had just read it.l

Teacher: Can you look at that big long word'butterfly', and look at
'bedtime'. Can you see anything that's the same about'butterfly'
and'bedtime'?

Renee: They're both long.
Teacher: Yes. Anything else that's the same?
Renee: They both start with'b'.
Teacher: They dol Just like'baby'.
Renee: And'boy'.
Teacher: You're rightl
Category 2: checking
Facilitative teacher moves are those related to creating opportunities that could assist
the child to:

1.
2.
3.
4.
5.

Comment on what the child can achieve or plans to do or needs to do prior to
undertaking a task
(e.9., How willyou begin?).
Evaluate oneself in relation to performance while engaged in, or on completion of a
task
(e.9., How are you managing the sorting? How can you check?).

Comment on what the child knows or doesn't know, can or can't do, is doing or
needs to do in general
(e.9., What do you think about that ?).
Explain what happened or consequences of what could happen or how to make
something in relation to what the child is doing, plans to do or has done
(e.9., How willyou make the cowshed?).

Check on the task in progress or on completion
(e.9., How did you get on?).
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6.

Regulate attention by pointing while counting or reading continuous text [without
reading aloudl
(e.9., Can you point to the words while I read? Touch each one when you count).

The teacher in checking on the task completed is helping Lyle to monitor what he has
done.

[Lyle was matching pigs and piglet shapes as a mathematics activity.l

Teacher: Now, how did you get on with the pigs, Lyle? What did you do?

Lyle:

I matched them up.

Teacher: And were there enough mother pigs for the babies?

Lyle:

I needed to count.

Teacher: And what did you find out?

Lyle:

More mothers.

Teacher: Many more?

Lyle:

Just one.

Teacher: I see!
Category 3: trying and testing
Facilitative teacher moves are those related to creating opportunities that could assist
the child to:

1.

2.

Make tentative hypotheses and test them out
(e.9., You read it. What do you think it says? | wonder if you are clever enough to
work this out? lnovellexfl [see p.88]).

Attempt to write a letter of a word, a word, or a message
(e.9., Think very carefully. Like you wrote it this moming. You can do allthat. You
write it... "and" after the 'h" comes? You see if you can do it by yourselt lwite a
storyl. The s ... [articulates beginning of next wordll.

3.

Compose a message orally, identify orally a word or a letter to write or for the
teacher to write
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(e.9., Have you thought about what you want to say today? You tell me. How would
you like your story to start? What comes next? lf you want to write cuckoo, how will
you start to write it? Cuckoo [stresses 'c]).

4.
5.

Confirm the result of testing an outcome
(e.9., Why is that what you expected would happen?).
Evaluate and revise hypotheses according to test(s)
(e.9., What could you try now?; Try to work out which of your sets this could go in
and think why it could; See which of the other pieces might fit the space. Keep

trying different pieces).

6.

Accept or reject hypotheses
(e.9., What would be a good reason for that to be there?; How can that happen?
Let's see if you are right).

The teacher is encouraging Toby to test out and check the options he identified.
lToby had drawn a picture to illustrate the page in the class booklet about their recent
tip. He came to show it to the teacher.l

Toby: I could cut the fish out then I could stick it in there.
Teacher: lf you want to.

Toby:

Or I could just glue it there.

Teacher: Yes you could. You'll have to make a decision won't you. Do you
want to try it out and see whereabouts you're going to glue it first
to see if it's going to fit?

Toby:

Okay.

Category 4: attending to errors
Facilitative teacher moves are those related to creating opportunities that could assist
the child to:

1.

Corect an error
(e.9., No, start from this place fttointed to the beginning of the tine the chitd was
readingl).
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2.

Attempt to correct an error
(e.9., Try that again. Think about what is happening in the story. What could that
word be? Have another look).

3.

Notice an eror
(e.9., Ooh! ls that Bill? [in text readinglWhat about this? lltointing to an incorrect set
in mathsl That didn't work right did it?).

In this example Lyle's attention was drawn to an unnoticed enor.

lLyle was writing his own story about the flower show. He'd left a word incomplete.l

Teacher: You've nearly finished thts.lltointing to thlYou've forgotten
something.

Lyle:

I can spell

'the'.ladded 'e' to complete the worfl

Gategory 5: working at difficulties
Facilitative teacher moves are those related to creating opportunities that could assist

the chib to:

1.

Solve a difficulty
(e.9., What do you think you could do?).

2.

Work at solving a difficulty
(e.9., Let's think why that doesn't work first).

3.

Suggest a way to possibly solve a difficulty
(e.9., Well, how could you join these together?).

Sometimes the teacher encouraged the child to think about the difficulty encountered in
order to work at it.

lToby wanted to hang up the face puppet he had made.l

Teacher: How are you going to do the hole?

Toby:

I don't know.
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Teacher: You'll have to have a little think about that won't you and see if
you can find an idea of how to make a hole.

Toby:

Mmmm. lnoddingl [see p.92 for what follows]

Category 6: rehearsing and repeating
Facilitative teacher moves are those related to creating opportunities that could assist
the child to:

1.
2.

Engage in the early stages of tasks
(e.9., Here are some new library books to look at).
Repeat an activity, task or action immediately after initial completion or at a later

stage
(e.9., Can you make it again, faster? You could build another one later).

3.

4.
5.

Write from a model provided
(e.9., Write this one nextlltointing to word!; This is how you write "snails" lwrote
wordll.
Reread own writing or own dictated story
(e.9., Read what you've written. Can you read your story?).

Engage in a task previously undertaken that is familiar
(e.9., You could choose whichever book is your favourite to read again. Right, you
start from the beginning and see if you can manage it now).

The way the teacher attended to helping a child repeat a task to gain greater control over
it is illustrated here.
lRachael had just successfully leamed how to thread a needle with wool.l

Teacher: Let's do it again.
Rachael: lthinklcan.
Teacher: You push it over. li.e., the woo|You push it down. Push. Good!
Rachael: lties again and succeeds)
Teacher: Goodl
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Inter-observer agreement
The establishment of the consistency of the observer coding is an important requirement
of research that involves behavioural observations. Johnson and Bolstad (1973) consider
that there is no single established way to assess observer agreement or consistency, for
the index must be tailored to suit the purpose of each investigation.
The agreement statistic chosen for calculating inter-observer agreement in this study
was Cohen's kappa. Kappa, developed by Cohen (1960) indicates the proportion of
agreements corrected for chance agreements. lt is suggested by Bakeman & Gottman
(1986) that it may be among the most stringent ways of determining agreement.
The gathering of the data and the preparation of the written records were undertaken by
the researcher. Agreement was demonstrated by making inter-observer checks using a
second trained observer.
A standard protocol was available in the form of the coding schemes developed. The
coding manual used for carrying out the agreement checks consisted of three parts. Part
One was the code catalogue in which the categories of child directed acts were defined
and illustrative examples provided (see section above, Child Directed Acts.) Part Two
was the code catalogue in which the categories for assigning teacher moves were
described with illustrative examples (see Facilitative Teacher Moves above, and
Appendix 8.1). Part Three detailed the tasks required and the procedure for carrying
them out (see Tasks for Coder Agreement, Appendices 8.6 and 8.7).
The two observers independently coded the data according to the procedure described.
Observer agreement was calculated separately for each school for both observation
times for the following three levels of analysis:

1. ldentifying episodes with child directed acts.
2.

Coding of child directed acts into six categories;
showing relationships, checking, trying and testing, attending to errors, working
at difficulties, rehearsing and repeating.

3.

Categorization of teacher behaviours into seven categories.
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lnterr-eleragreement b@een t_uro eedens using potomls in mding 1) eplsodes' 2) ohild
dlrsefied ae{s:and 3) teacher behaviour lnts categodes (using Gohen's l<appa) vrtas .82,
.89 and .71 respwtively, allwellwtthin acceptable ranges.

Thp summary and interpretatisrrr qf daa gathered- on the incidence ol child behavlour
that exwrpllfied irdepefldont hamhg aryt oJ teaeher+lrlld inteactions msoaiated utdtl

sudr leaming follovra h Chapters Sixand Seven.
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CHAPTER SIX

REPORTING THE RESULTS:
CHILDREN'S INDEPENDENT LEARNING

The nature and incidence of independent leaming in new entrant children's behaviour
together with the teaching interactions that support or promote opportunities for
independent leaming were centralto this research. The analysis of these two areas
forms the major focus of the next two chapters. In this chapter all the data on child
behaviour are used initially to present overallfindings on independent leaming, followed
by data for each school and for individual children. Chapter Seven concems the teaching

interactions and the evidence of teachers promoting opportunities for independent
leaming in teacher-child exchanges.

INDEPENDENT LEARNING

Detailed observations were made of school beginner behaviour just after children's entry
to school, and 12 weeks later, as they worked on various tasks and interacted
throughout the school day. The first major task was to define and then to identify
examples of independent learning and to develop a way of studying the contexts in
which it occurred. lt proved possible to identify behaviours indicating that children may be
initiating and directing the processes involved in leaming for themselves. These aspects
of child behaviour were categorized as child directed acts. The written records of the ten
minute samples segmented into episode types were analysed in detail with each
instance of a child directed act coded into one of the six categories of independent
leaming (see p.82).
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Data analysis
Three sets of analyses were undertaken. The first set covered independent leaming
occurring at the two observation times with relation to the observation of child directed
acts in general and in the six categories. The second provided the basis for comparisons
of the occurrence, variation and change over time of child directed acts in the three
episode types and across the categories. The third set dealt with the emergence of child
directed acts in organizational settings, curriculum areas and in child and teacher
initiated tasks.
In order to provide an overall perspective of independent leaming for the analyses and

discussion of the nature and extent of independent leaming, the data from both schools
were aggregated and presented for both observation Time 1 and Time 2. To allow for an
examination of similarities and differences between settings and across children, the
report and discussion analyses for aspects of individual differences were carried out on
the data for each school and for each child at both observation times. Finally, for
classroom features associated with independent leaming, both aggregated data and
individualschool and child data were analysed.

Data for analysis
A considerable amount of data was available for analysis. There were 36 hours of
observation (Table 6.1) with a longer school day the major factor in accounting for more
observations being made in the second wave of data collection. There were relatively
few (70 out of 1526) instances of behaviour categorized as non-episodes'. Non-episode
behaviour (e.9., wandering aimlessly around the classroom)was not analysed because it
did not provide a learning experience. Of the 1526 episodes recorded about half (51%)
contiained 1335 examples of behaviour identified as child directed acts which signalled
that children may be generating and directing their own leaming in some way.

'

Delined as all behaviour that could not be classified into activity, teacherchild interaction or peer interaction
episodes.
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Table 6.1
Total behaviour by obseruation, episoda and child directad acts
Number of
10 minute
Total
obseruations episodes

Episodes
with

CDAs

CDAS

1

96

816

2gl

433

Time2

120

880

+n

9@

Total

216

1526

779

Time

1335

As discussed earlier (p.73) there was considerable variation not only in the length of
episodes but also in the length of the instances of behaviour categorized as child
directed acts. ln order to represent what was going on as accurately as possible the data
are presented (Tables 6.2 to 6.12) as a percentage of the incidences of behaviour
observed. The codes for data to be analysed in this way were mutually exclusive and
exhaustive. In Table 6.13 behaviour is reported as an average for the ten minute
behaviour sample yielding a rate per unit of observations as another way of illustrating
the marked variation in lengths of episodes containing child directed acts. Using time as
a variable allowed for recording the average incidence of child directed acts for each
child per ten minute observation.

THE NATURE OF INDEPENDENT LEARNING
The nature of independent leaming and ways it might be observed have already been
established. lt was addressed initially by a thorough survey of the literature and
conceptual analysis of independent leaming (Chapters Two and Three). These steps
were followed by the development of appropriate definitions, and the application of the
category system to the classroom observational data in order to see whether this
phenomenon could be reliably detected.
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Having determined that the phenomenon could be studied in classrooms, the features of
independent leaming were then explored in terms of six categories of child directed acts.

Independent learning
It proved possible to reliably identify the occunence of independent leaming

operationalized as a child directed act. The data showed that as school beginners (first
observation) the five year olds were already engaged in a considerable amount of
independent leaming. Child directed acts occuned in more than 40 percent of all
episodes observed at Time 1 (Table 6.2). There was a noticeable increase over the two
observation times in the percentage of episodes with child directed acts.

Table 6.2

Parcentage of episodes with and without child directed acts (CDA) across obsaruations
Obsewalion

tirB

Episodes witr CDA

I

44.$

2

55.91

Episodes wilhoul CDA

{4.09

It was the cognitive engagement of the children in child directed acts signifying

independent learning that was of paramount interest in this study. A striking feature of
the data is the range and the number of child directed acts emerging in the different
categories, even at the time children were new to school (Table 6.3). While there was
considerable variation in percentage occurrence across different categories (3% to 44%l
the percentages within a category at each observation time were similar. The ranking of
percentages for each of the four categories with the most independent leaming was the
same at both Time 1 and Time 2. Children were consistent in their levels of engagement
in these behaviours. The two lowest categories exchanged positions at Time 1 and 2.
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Table 6.3

Percentage of child directed acts in each of six categorias at each obseruation time'
Obserualion tinB
Showing

Che*ing

1

2

44.U

'13.35

at

Rehearsing &

Trying &

Attending

tssling

to orors

23.33

8.31

2.n

7.39

13.86

1829

10.86

5,s4

3.n

18.18

relalionships

Working

ditfiatlli€s

rspoaling

'Calegodes total appmximatety 100 per cant

By far the most commonly occurring child directed acts at both Time 1 and2 were in

showing relationships. This facet of leaming, namely discovering and making
connections by attempting to relate information to things that the children already knew
(e.9., Toby insisting ... "He's going to play rugby ... because that ball is on the ground';
Nicky pointing out that the brushes' bristles were pig's hair), appeared to be integralto
many of the ways of learning that new entrant children were being encouraged to
explore. Activities were designed with opportunities for children to create or construct the
task, so their responses were individual. They were not merely playing, nor were they
reproducing the teacheis product. They were participating in thinking activities which
could account for the substantial levelol engagement in this category.
As they worked on varied tasks with different materials, and talked about them with
others the children were also observed to be monitoring their own performance by
checking on themselves in different ways (e.9., Renee proudly exclaiming "l'm getting
some right!'; Anna considering her half-finished painting unsatisfactory, screwed it up
and started again). An average of 20 percent of child directed acts was observed to fall
in this category across both observation times. Being able to check on oneself requires
the freedom to do so. The findings indicated that in these two classroom settings,

children felt confident enough to monitor and evaluate their own performance and
products.
Approximatefy 16 percent of the child directed acts fell in lhe rehearsing and repeating
category. A relatively wide range of behaviour was captured including instances of
engagement in very early literacy and numeracy activities (e.9., Adam inventing the text
for'The Three Little Pigs") as well as occasions involving returning to previously novel
tasks (e.9., when Phillip quickly remade his successfully completed geometilc puzzle).
What seems necessary for self-initiated rehearsal and practice is an acceptance by
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teachers of its importance, together with opportunities and encouragement for it to take
place. Children need also to have sufficient choice in decision-making and time to carry
out these activities. The level of behaviour occurring in this category suggested that
these requirements were being met.
Child directed acts were observed to occur most frequently in the three categories
described above. A distinction can be made between these and the remaining three
categories, trying and testing, attending to errors and working at difficulties. The first
three can be considered to involve less complex cognitive processing than the latter. As
expected, there were fewer child directed acts emerging in the more complex processing
categories but considering the kind of behaviours involved (problem-solving on novel
text; noticing and solving erors for oneself; overcoming obstacles) it is still interesting to
note their early appearance. New entrants were building over a relatively short time what
appeared to be a developing control over these processing behaviours.
The average proportion of child directed acts over the two observations in the trying and
testing category (Table 6.3) involving children searching, predicting and confirming
options, was approximately ten percent. Included in this category was the testing of
hypotheses and the solving that learners needed to engage in as they approached tasks
in various areas (e.9., Rachael working at getting meaning as she read a new storybook
aloud for herself; Adam testing his hypothesis about stopping water going through a
funnel with his finger). What seems to be important for children to be able to develop
strategies to engage in such problem solving, is that they have suitable opportunities,
that meaningful leaming tasks are available and, particularly, that these tasks are at an
appropriate levelto allow each child to build on existing competencies and to use
developing strategies effectively. From the eafly emergence of children's active
exploration as indicated by this category, these conditions can be assumed to have been
met to some degree.
ln the categories of attending to errors, and working at difficulties, there was an average
of approximately four percent and six percent of child directed acts, respectively.
Attending to errors involved awareness of the existence of an enor by the children (e.9.,
Adam exclaiming "l've doned a mistake" when he started on the incorrect line; Lyle's
frustrated'l'm getting a mistake" as he was composing his story). lt also involved
evidence of searching in an attempt to achieve a correct fit by their own initiative (e.9.,
spontaneous self-correction by Toby when reading The Bear Family" and by Rachaelas
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she labelled her maths sets). ln order to notice and then try to correct their own erors,
children have to feel able to take risks, and have the incentive to seek a solution to any
erors for themselves. Evidence of this behaviour would suggest that this was
happening.
There was also evidence that in these leaming contexts children were able to meet and
work on obstacles (e.9., Toby tussling with making a hole to hang his cardboard puppet;
Anna trying to find something to make a refrigerator for her doll's house). Child directed
acts in this category, working at difficulties, (which applied to all curriculum areas except
literacy activities) emerged in ditferent situations. These data suggest that children were
being presented with difficulties to solve, and given encouragement to attempt to solve
them.
Results showed that unevenness occuned in the distribution of child directed acts in the
six categories. This may be explained by the different kinds of behaviours identified as
child directed acts (see examples pp.83 to 95). Whilst together they were considered to

signalthe developing comprehensive processes being used by independent leamers,
each category involved a specific process. In examining the behaviour encompassed by
the three categories that had the greatest quantity of child directed acts a pattem can be
identified. When searching for connections, discovering and forming novel relationships
for themselves, children appear to be building on earlier experiences with their world.
This is also the case when they draw on a range of checking strategies developed in
many different situations when monitoring what they have done or are going to do.
Further, there is evidence that preschool children often revisit the familiar, repeating
tasks and exploring early forms of literacy and numeracy as Holdaway (1984) and
Goodman (1990) have described. lt could be expected that such behaviours would be
observed in a responsive school environment. These classrooms seemed to allow for
continui$ and development of these aspects of prior leaming. Thus, the children were
able to access, apply and extend behaviours that were already part of their repertoire to
some degree, creating new learning as Bruner (1980) suggested, through the interesting
and varied tasks they engaged in and their interactions with teachers and peers.
More complex is the development of a system of strategies to use in novel problem

solving, in noticing and correcting errors and in meeting the challenge of overcoming
difficulties or obstructions. While these processes are also applied by young children to
their early learning, such operations are developed with increasing complexig while
leaming to read and write, when acquiring numeracy concepts and in more complex
creative and constructive activities. Children are working on several levels of analysis
when engaging in these tasks.
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Some evidence of such complex processing comes from a detailed analysis of the
behaviour observed in the affending to errors category where both noticing errors and
conecting them spontaneously were coded. At the first observation this behaviour was
minimal but, with one exception, children not only identified errors but selFcorrected
them. This selFcorrection strategy occured initially on simple reading and mathematics
tasks. At Time 2 when the incidence of attending to errors had doubled, every child was
observed overtly correcting some mistakes on varied tasks of increased difficulty. There
were only three occasions when an eror was noticed but was unable to be corrected by
the child. These findings were unexpected. lt was considered that school beginners may
be noticing some of their errors but would not necessarily be able to fix them up. lt
appears that active learners are developing a strategy of self-conecting (or selF
regulation) relatively early on school related tasks. Self-correction in reading is one
illustration of procassing activity according to Clay (1991a) and McNaughton (1987) for it
provides evidence of the child'making sense out of the process" (Holdaway, 1984,
p.19). With 60 percent of the self-corrections observed occuning in reading it appears
that these children were beginning to process inlormation effectively in this area. While
the role of self-correction in other areas of the curriculum is less clear it would seem to be
a positive indicator of successful processing.
Specific, informalteaching in reading, writing and mathematics began on children's entry
to school, matched to their competencies. Children were being helped to move from
whatever early forms of literacy and numeracy behaviours they controlled, towards
constructing more complex processing systems. Such behaviour may be particularly
indicative of independent leaming. lt could be expected that as teachers continued to
assist children in this academic learning over time, more child directed acts would appear
in the trying and testing, attending to errors and working at difficulties categories.
ln sum, the categories had been designed on the basis of a conceptual analysis of the
notion of independent learning to identify aspects of behaviour that could be considered
to indicate children were generating and directing some of the processes involved in
leaming for themselves. They signified independent learning. The findings suggest that
the children were actively engaged in pursuing their own leaming in ways that matched
both definitions and categories that derive from them. As they worked on tasks within
different curriculum areas, these five year olds were making many links to things they
knew and demonstrating that they were, over time, building a greater understanding of
relationships. They were monitoring their own behaviour in different ways and practising
the new behaviours they were Ieaming to control, thus developing more fluent
responding. Sometimes they were testing out and revising options, and developing
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altemative approaches to problem solving. Less often they were noticing their errors and
attempting to dealwith them and initiating some active problem solving when beginning
to tussle with particular difficulties encountered. These constructive behaviours were
observed to occur in the children's actions (activity) and in their talk with others
(interactions). They are explored further in subsequent analyses, as is the teacher's role
in prompting this active processing.

THE EXTENT OF ENGAGEMENT IN INDEPENDENT LEARNING:
OVERALL ANALYSIS
The second analysis concerned the extent and quality of children's engagement in
independent leaming. All the activity and interactions taking place in the classrooms
were observed in three types of episodes: activity, teacher-child interaction and peer
interaction. Each provided different opportunities and settings for leaming and each was
analysed to identify the child directed acts that occurred. The incidence of child directed
acts and the change over time are reported together. The data are presented as a
percentage of all child directed acts at each observation time.

Independent learning in episode types
Varying percentages of child directed acts occuned across each kind of episode. Table
6.4 demonstrates that the children were making the transition into early schooling as
active leamers engaging in a considerable amount of independent leaming within the
varied situations that were available. Activity episodes accounted for the highest
percentage of child directed acts at both observation times. The distribution pattem
altered from Time 1 to Time 2. At the first observation time, more than half of child
directed acts occurred in activity episodes (when the children were working on tasks
without talking to others).
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Table 6.4

Percentage of total child directed acts within each apisoda type
Obsoflation tinn

Episode type

Aclivity

T/ch interaction

Peer inleraclion

51.04

26.10

2,W

().80

38.14

21.06

Activity episodes spanned all cuniculum areas. They are illustrated here, first by an
example from a writing task. Anna was going to write a story under the picture she had
drawn. She opened up the reading book'l Am Frightened". With a crayon she began to
copy from the writing in the book. Her sentence was "l am frightened of...". Attention to
error followed by self-correction occuned when Anna noticed and removed the incorrect
letter and corrected it spontaneously (in a somewhat unorthodox way!).

Anna:

Wrote 'l a' under her drawing; looked closely at the book and read from the

book'l am 1r...'; wrote T' (she had missed the 'm' off 'am'); looked at what
she had written and then looked at the book she was copying from and
noticed her error; began to scratch out the 'f'wilh her f inger-nail, changing
il into an 'm'when enough crayon was scratched otl.

ln a second illustration Nicky too, had noticed and conected her mistake as she
attempted to put a story she had written onto the overhead projector to read.

Nicky:

Put th€ overhead transparency of her story upsidedown on the proiector;

looked up to the scro€n to begin reading, said 'upside down' aloud to
herself, and turned the transparency around. She looked up at the scroen
again, smiled when she saw that it was now the conect way up and read
her story out loud.

At Time 2 child directed acts in this episode type had decreased to approximately 40
percent. This may be accounted for by a change in the kind of activities children

engaged in over time, by differences in the categories of child directed acts emerging at
each observation, or by both. lt may also have been influenced by the increase in
opportunities for one-teone interactions with the teacher observed at Time 2.
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At the second observation there was an increase in the child directed acts occuning in
teacher-child interaction episodes. Occasions when children were interacting with the
teacher accounted for approximately 38 percent of the total child directed acts for that
time. The increase in this episode type was of a similar magnitude to the decrease in
child directed acts in activity episodes. As teacher-child interactions are examined in
detail in the next chapter, two brief examples of this episode type are provided. The first
occurred in mathematics when Nicky was labelling sets with number cards.

Nicky:
Teacher
Nicky:

lto teachefl ls that one?
Check!

*
lt's got an 'o'. lfs got an'n'. lfs the right one!

The second took place when Anna was re-reading the story she had written.
Teachen What's the first word?

Anna:

ldon't know.

Teachen Oh come on. Think hard. lthink
Anna: [reaol We
Teacher: That'srightl[warmlyl

you do.

The observation records at Time 2 showed that the teachers had begun to help children
learn more about reading, writing and mathematics as well as about other curriculum
areas. They spent considerable time working alongside children individually and in
informal groups, talking with them about what they were doing, encouraging them to
think about how to go about their tasks and teaching them new skills. These interactions
were therefore more frequent and longer at the second observation. (See Appendix 8.3
and 8.4).
The child directed acts emerging in peer interactions remained relatively static (22o/o av\.
The next episode represents the kind of interactions that occurred.
Rachaef: Now l'll do my

Mona:
Rachael

Rako:

name. lwrole'Rachael'on her paper in pencil

I've done mine.
Hardly see mine can youl
f've done two. [first name and surnamel

Rachael: l'll do it again. [wrote 'Rachael' underneath

pressing haro] Now you can see

it!... I've done two of my name.

*

A letter named is identifed as 'o'; a letter sounded is identified as /o/.
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Compared to the other episode types, situations where young five year olds were talking
to each other about the task in hand or what they had been doing, appeared to provide
more limited opportunities for children to take their own learning further over time.
However, it is important to note that this episode type captured mainly peer dialogue.
\Arhile the lowest percentage of child directed acts was in peer interactions, it is possible
that the interchange may have led to child directed acts that occured after the
interaction ceased, that is, in ensuing activity episodes.

Independent learning in categories
When the child directed acts in each of the episode types were further analysed into
categories, the percentage of child directed acts within each category was markedly
different (Table 6.5). The range across categories and observation times was from 0
percent to 24 percent at Time 1 and 0.22 percent to 19 percent at Time 2.
A feature of the data is that engagement in activities accounted for more child directed
acts across each of the categories than any other episode gpe. This remained
consistent at the second observation. Overallthere were only five instances out of 36
comparisons (Table 6.5), of more child directed acts in any category occuning in another
type of episode. At times when the teachers were interacting with children (teacher-child
interactions) child directed acts emerged most often in three categories; showing
relationships, checking, and trying and testing.ln peer interactions only in the first two
categories, showing relationships and checking, did child directed acts occur with any
consistency.
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Table 6.5

Percentage of child directad acts within each category for each episoda type across obseruations

Obs

Episode

time

lype

Category

Showing

Checldng

relalionships

Trying &

Atlending

teSing

b orors

Working

at

Reheaming &

difficnltles

tep€aling

24.V2

4.39

4.39

2.54

6.00

9.70

12.47

624

3.46

0.?3

0.s

3.00

7.85

1210

0.46

0.00

0.69

1.15

Aclivity

14.86

3.10

2.99

T/ch interaclion

18.85

6.4it

6.98

1.U

0.55

3.88

Peer intsraclion

9.65

8.76

0.89

0.2

0.39

12.

Aclivily
T/ch

interaclion

Peer

inbraction

13.08

Resufts showed that the children were making many links for themselves (showing
relationships) in allthree types of episodes. For example, they would tum to the teacher
or their neighbour and comment on connections they were making such as Lyle's excited

exclamation after he found the letter L.

Lyle:

That starts with me, Michael!

They might, while working alone, identify relationships as Rachael did in mathematics
when accurately constructing pattems that matched with counters. Across episode types
and observation times child directed acts in this category ranged from 8 percent to 24
percent.
Children's checking on their own behaviour increased in all episode types overthe
observation times with the majority of child directed acts in this category occurring in the
interaction episodes. ln this example from a peer interaction episode checking is
illustrated by Nicky's comment on what she was able to do, that is, evaluation of self. The
children frequently shared their perceptions aloud with others. Nicky had chosen to write
a story about spider webs. Her story was, 'The spider is going to look for the fly!'
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Nicky:

lread aloud what she had just writtenl for the ...lwrote and said aloudi'f

lsaid alouditly llooked over to the small easel blacl<board where the word
fly had been writtan by the teacherl...lwrote and said aloud 'l',

!'f

Only

once! ldidnt even lookllexcitadly to Michellellshe had only lookad once
even though she had copied down two lettersl

Activity episodes provided the greatest opportunig for the children to improve their own
performance through rehearsing and repeating. From 10 percent to 14 percent of child
directed acts emerged in this category at the fint and second observation time. Children
often retumed to tasks practising assiduously at their own pace and level of persistence

as Holdaway (1984) described. In this illustrative episode observed soon after she began
school, Rachael had chosen to go to the writing area. She had with her a piece of writing
she had done earlier in the day when she had been practising emergent writing
behaviours for herself. She retumed to this self-selected task concentrating intently.
Rachael:

Picking up a black felt tip pen she began to write caref ully on top of the pink
letters and letter-like shapes on the paper, writing more leilers and letterlike forms.

Fewer child directed acts emerged in the remaining three categories and across
observations. There were increases in some instances of child directed acts and

decreases in others. Most noticeable was an increase in child directed acts in the trying
and testing category at Time 2 when children were interacting with the teacher. An
illustrative excerpt follows.
Toby:

[rcaol Here is Father Bear. Mother lcorrected himse/ll Here is Mother Bear.

Billlfor'Herel
Teachen
Toby:

Teacher
Toby:
Teachen

Ooh! ls that Bill?
lshook head

-

raadl Bill

No. Start lrom this place.lpointing to beginning ol sentencel

[raaa] Hera is Bill Bear.
Right!

A change occurred in the activity episode type at Time 2 when fewer instances of child
directed acts than for Time 1 were recorded in the working at difficulties category. Anna's
behaviour when she was in the home corner with the dolls provides an example.

120

Anna:

Started to try to put a trous€r suit on the doll. Began with the pants,
pushing the doll's legs together to try to get them into the trouser legs.

Tried all sorts ol ways ol getting on€ then the other in. Not succeeding, she
gave up.

Child directed acts in the category, attending to errors occurred predominately in activity
episodes. This illustration from Lyle took place when he was matching letters onto
segments of a caterpillar labelled with the alphabet.

Lyle:

Put letter'w' on top of letter'm'. Turned the 'lr/ upside down and tried it

again. Realized it didn't match and took it off.

The diversig in these findings may be accounted for, in part, by the reasons discussed
earlier (p.1 13) regarding the differences in the kind of processing behaviours captured by
each category and how this related in particular to new literacy and numeracy skills
required in school. lt also may be explained by the different opportunities that the
episode types provided. In aclivity episodes children were able to engage in many openended, worthwhile tasks that had content relevant to the children and purpose in terms of
the goals of early leaming. They also allowed for searching for solutions and problem
solving and for individual creation and construction of products. Children were not
constrained by limitations imposed by the teacher or by the tasks. ln one-to-one
interactions the teachers were usually building active independence from the child's
strengths. They encouraged and supported individual cognitive effort working from each
child's responses as they interacted with them. Peer interactions provided the
opportunity for children to talk to one another informally. They discussed what they were
doing and shared perceptions of their performance and the products they produced.
Each episode type involved a different kind of engagement. Together they created varied
opportunities for children to work in different ways throughout the day. Such variety in
settings was considered by Heibert (1991) and McNaughton and Kai'ai (1990) to be
essential to an educational context that allows for children to be proactive in their
leaming.

The information about what was occurring in relation to independent learning was
presented from another perspective. The percentages of occurence of child directed
acts were ranked from highest to lowest for each episode type at each time. Table 6.6
shows consistency in the rankings of categories across episode types.This was tested
for Time 1 and for Time 2 using the Kendall coefficient of concordance W and tne
resulting coefficients were significant (T1 : W0.737, p<.05; T2: W0.733, p<.05). For
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exampfe, the category rehearsing and repeating occurred in the same order for each
episode type for Time 1 and Time 2 while in two out of three episode types, the category
showing relationships was ranked first.

Table 6.6

Categories of child directad acts ranked in order of percentage of occurrence for each episode type

Obs Episode
lime type

Category

Che*ing

Working

at

R*nandng &

Trying &

Atlendng

relalionships

lesting

loonols

Activity

1

4.5

6

3

2

T/ch interaction

1

3

6

5

4

Peer interaclion

2

5

6

Showlng

dtfiqrlli€s

npeatlng

Aclivity

2

T/ch inleraclion

4

Peer interaclion

3

Overall, with respect to episodes, there was more consistency in activity episodes from
Time 1 to Time 2 in the relative order of the percentages of child directed acts occurring
in the six categories, indicating again the stability in this episode $pe.

While the results from Table 6.5 indicated the importance of children having opportunities
for engaging in each type of episode in the classroom, what most clearly emerged is the
consistency with which engagement in activig created opportunities for self-activated
leaming. Being able to select from and engage in many different activites in which a high
level of task success is maintiained through enriched opportunities, appears to fit with
notions of children actively interacting with their environment (Wood, 1988) and thereby
constructing understanding of their environment and experiences. lt is possible that
inner-directed strategies could be being fostered as children make their own
contributions through their own actions in these ways. lf children's opportunities for
engaging in enriching activites are restricted (for example by extensive whole class
instruction) they may be prevented from developing such strategies.
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THE EXTENT OF INDEPENDENT LEARNING:
INDIVIDUAL SCHOOLS
The second analysis, about the way in which children engaged in independent leaming,
is next presented using individual data from each school. The data on categories in the
types of episodes were analysed as above. Following the analysis of the total child
directed acts in the types of leaming experiences, a more detailed analysis of the
categories of child directed acts within each episode type was undertaken.

Independent learning in schools
It was apparent that in each school the children were engaging in independent leaming

to a similar degree at both observation times (Table 6.7). The percentage of episodes
that contained child directed acts was noticeably alike and there was considerable
consistency for both Time 1 and Time 2. Both teachers appeared to be organizing their
classrooms in a way that allowed for these leaming experiences to occur. At the second
observation, there was evidence of child directed acts in more than half of all episodes.

Table 6.7

Percentage of total episodes with child directed acts for each school across obseruations
Tinp

Time 2

1

Kurnin

€.46

55.31

&undee

45.€

56.41

ln both schools chitd directed acts in each episode type increased from the first to the
second observation time but, there was some variation between schools at each time
(Table 6.8). The data indicated there were marked differences between the schools in
the percentages of child directed acts that occuned in the teacher-child interaction
episodes. A higher percentage of the interactions at Kumin school contained these
behaviours (44o/oIo Molo from Time 1 to Time 2). At Bruntlee, a much lower percentage
of this episode type containing child directed acts at Time 1 (30%), increased to 51
percent at Time 2.
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Tabla 6.8

Parcentage of episoda types with child directed acts for each school across obseruations
Episode gpe

Obseryalion
time

Aclivity

TrCh interaclion

Peer interaction

Kumin

48.06

43.84

37.50

&undee

65.97

29.79

30.39

Kumin

61.99

4f.39

39.60

&unilee

68.79

51.05

u.u

Thus, while both teachers were creating opportunities for engaging in many teachingleaming interactions with children within their classes, it was very interesting that at
Kumin school almost 15 percent more of the teacher-child interaction episodes at each
observation time involved child directed acts. This may have occurred for a number of
reasons including the particular way of interacting with children that Mrs Sengler
adopted. lt may have been that she emphasized particular tasks which generated more
child directed acts with her children. However, it also may have been the case that the
children or perhaps even a particular child engaged differently in the interactions.
Similarly there were differences between schools in percentages of child directed acts in
activi$ episodes at Time 1. Considerably more child directed acts occulred in these
episodes at Bruntlee than at Kumin. However, this difference was much less apparent at
the second observation. lt may have been that initially Miss Cox at Bruntlee provided
more opportunities for children to engage in varied activities that had greater potential for
the children to take their own learning further. Or, as noted above, it may have been that
the children responded differently to the tasks.
While there were fewer differences between schools in the percentages of child direc'ted
acts in peer interactions there was a marked increase in child directed acts from Bruntlee
children, between Time 1 and 2. The greater overall similarity between schools
suggested that the opportunities for children to further their own leaming in these
situations were seemingly less influenced by the teachers, the curriculum or by particular
classroom factors.
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Independent learning in categories for schools
There was a high level of consistency in the ways children were engaging in independent
learning. Table 6.9 shows that child directed acts occuned in all of the six categories for
each school. However, some similarities and differences emerged in the analysis in the
percentage of behaviour in each category within and between schools, and over time.
Overall, there was more similarity than difference between schools in the incidence of
child directed acts in the categories at Time 2.
The individualschool data below show that there were similarities between Kumin and
Bruntlee in the incidence of child directed acts in the categories of showing relationships,
in rehearsing and repeating and in woffing at difficulties at both observation times.

Table 6.9

Percentage of child directed acts in catagorias acrcss schoals and obseruations

School

Calegry

Obserualion

lime
Showing

Che*ing

rehtionships

Kurnin 1

41.75

32.99

&untes

1

48.44

15.48

Kurnin

2

45.29

Brundee

2

41.9

&
testing

Trying

5.15

Beheanlng &
Working al
enos fficulties repsating

Attending
lo

0.52

5.67

13.92

't0.88

4.60

8.79

13.81

19.08

9.89

5.52

3.68

16.55

17.56

11.78

3.85

19.70

The greatest difference emerged between schools at Time 1, in the occurrence of child
directed acts in the category checking. On school entry, children were monitoring their
own behaviour more than twice as much at Kumin than at Bruntlee. Three months later
this had altered and a similar pattem of child directed acts emerged in both schools.
Another less marked difference was between the percentages of child directed acts in
the category trying and testing with fewer child directed acts occurring at Kurnin than at
Bruntlee, at Time 1. At Time 2 however, the percentage at Kurnin had increased to be
much closer to Bruntlee. Also, at Kumin at the first observation there was very little
indication of children attending to errors. Again this had changed to be similar to that at
Bruntlee at the later observation. Thus, there was both uniformity and some variation in
the data between schools.
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The uniformity between schools may be explained by the reasons presented above and,
to some extent, by the kind of behaviours that were involved in the two categories
occurring most consistently (showing relationships, checking). These behaviours relate
very closely to the tasks available in the setting. In both classrooms the observational
data indicated many opportunities for children to make links with what they knew and
also to retum to and practise previously noveltasks. As well, both teachers had begun to
foster new academic learning in literary and numerary.
It is somewhat unclear what accounted for the initial variation between schools,
particularly in the checking category. The differences obserued in children on entry to
school were discussed in Chapter Two. The diversity among these children was

apparent. Assessment data captured the wide variation in early literary achievements
(see Appendix C.3). Children may engage in a variety of ways in the tasks and
interactions available in early schooling and thus some variation in behaviours could be
expected. The kinds of opportunities could also vary, particularly in the first few weeks of
school as teachers allow children to adjust to a new environment. This appeared to be
the case in this study. Each context for learning had particular features. The new children
at Kumin were involved in the initial settling-in period in a greater range of self-selected
activites. They chose freely from constructive and creative tasks for at least the first hour
and a half each day. Permanent areas for art and craft construction, water exploration as
well as defined areas where reading, writing and mathematics materials were available
were a feature of the classroom design. This was somewhat in contrast to Bruntlee
where, while there were some permanent areas established, less classroom space
meant more setting up was required for many tasks. Also, the school day began with
more teacher guided tasks, usually around a theme. Observations also suggest that in
the setting at Kumin, children initially talked more to each other and in many of these

exchanges there was comment on and evaluation of what they were doing.
Table 6.10 shows the incidence of child directed acts in each category for the three
episode types. With some exceptions the highest percentage of child directed acts
occurred in the category showing relationships for all types of episode in both schools,
although it occurred in different amounts in each episode type.
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Table 6.10

Percentage of child directed acts in categories for all episode types across schools and obseruations

School Obs
linB

Category

Episode
type
Showing

Che*ing

1

1

2

Reheaning &

diffisrllies

repeathg

3.09

10.82

19.59

4.U

2.58

T/child lnleraclion

12.37

9.28

2.06

0.00

1.03

2.6

9.79

19.07

0.52

0.00

1.55

1.03

Aclivity

34.02

4.'t8

5.86

4.18

8.37

8.79

T/child interaclion

12.55

3n

4.60

0.42

0.42

3.n

628

7.53

0.42

0.00

0.00
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Aclivity

12.87

2.76

2.30

3.rts

216

11.72

T/child interaclion

2.W

7.13

7.59

2,07

0.if6

4.60

9.41

920

0.00

0.00

0.46

08

Activig

16.70

3.{t

3.64

428

3,00

14.35

T/child interacton

14.99

5.78

6.42

0,86

0.64

321

9.85

8.35

1.71

0.€

021

2.14

Peer inleraclion

Brunilee

Working al

Aclivity

Peer interaclion

2

Atlending

orors
0.52

Peer inbraction

&undee

Trying &

tesling

relationships

Peer intaraction

to

ln both Bruntlee and Kumin, child directed acts consistently emerged in the checking
category. Interestingly, for Kumin children at Time 1 a higher percentage of child directed
acts occurred in peer interactions than in any other episode type. There was often a hum
of chatter at Kurnin. At Time 1 these conversations seemed to centre around planning
and monitoring their actions as this conversation in the art and craft area indicates.

Toby:
Hopu:
Toby:

Look at mina.lholding up drawingl

llooked upl
I'm cutting it out. I'm cutting out my duck.

Leanne: A duck! That isn't a duck.
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Toby: [firmtylt did a duck!
Brian: llooking ouarJ What's that? What is it?
Toby: Duck! I'm cutting it out.
The amount of child directed acts in this category was not
sustained at Time 2. lt
appeared that as the children became more involved in acquiring
control over reading,
writing and mathematics behaviours, they interacted less frequentty
about the tasks in
which they were involved.
When the children returned to familiar books and tasks, including
construction activites
and writing, coded as rehearcing and repeating, it was in the activity
episodes that child
directed acts most often emerged. Varying incidences of child
directed acts were
observed in relation to other categories in each of the episode types
with some similarity
across schools.

INDIVIDUAL CHILD DIFFERENCES IN INDEPENDENT
LEARNING

Analysis of data from individual children's independent learning
allowed for consideration
across variables of the similarities and differences among children.
Child directed acts
observed in the episode types across the two observation times
were examined first,
followed by an analysis of the child directed acts emerging for
each child. The resutts
were then looked at in relation to the achievement data for each
child.

Independent learning in episodes for individual children
The individual data on chitdren illustrated the substantial proportion
of episodes with
child directed acts. Table 6.11 shows the variation in occunence across
children was
reduced by Time 2.
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Table 6.11

Percentaga of all episodes with child directed acts for children
Time

in

each school across obseruations
Time 2

1

Kumin

Anna

53,23

55.08

Adam

2727

5./.38

Renee

47.n

52.13

Toby

47.51

55.93

Phiilh

s2.u

52.88

Bachaol

49.35

61.54

Lyle

42.86

53.15

Nidry

38.14

5/.80

Brundee

Right from the beginning of school all children were active feamers
with relativety high
levels of child directed acts emerging for all children but Adam.
However, he more than
doubled his output from Time 1 to Time 2. The other most noticeable
increases were
observed for Nicky and Rachael. The two children (Phillip
and Anna) with relativety title
change had the highest percentage of episodes with child
directed acts at Time 1 and
were close to the average at Time 2.
The similarity of the proportion of episodes with child directed
acts at Time 2 suggests
that all children were able to take advantage of the avaitabitity
of opportunities to be
independent leamers. The similarity further suggests that
alt children were responding to
opportunities to build on and increase existing independent leaming.
While it could be
claimed that the teachers may have created a "ceiling effect'in
that the range narrowed
considerably across children, this did not appear to be the case.
As episodes varied
widely in length and type and the child directed acts observed
also encompassed a wide
range of behaviours, different children were engaging
differenfly in episode types. Also
the kinds of child directed acts emerging were different for different
children.
For all of them the nature and difficulty of the task had
altered and for most the complex
behaviour that emerged was a possible consequence. The children
had begun school
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with markedly varied experiences and competencies (Appendix
C.S). The teachers
appeared to have adjusted the teaching-learning opportunities available
to allow a
degree of self-management of their leaming for each individual. This
is explored further
in following sections.

Incidence of independent learning for each child
The amount of independent leaming occuning in the form of chifd
directed acts for each
target child in relation to the others in his or her school is shown on
Table 6.12. The
percentages are worked out separately for each
school at each time. At Kumin the
percentage of child directed acts attributable to each
child was variable at both Time 1
and Time 2, although the range had reduced over time. Toby
engaged in the most child
directed acts at both observation times. The differences across
children at Brunilee were
less marked. The range was narow with slightly more variability
occurring at Time 2. At
this school it was Lyle who consistently had the highest percentage
of child directed acts.
Table 6.12

Parcentage of total chitd directed acts for children in each school
School

at

aach obseilation

ChiH

Time

furna

24n

23.91

Adam

12.89

26.67

Renee

29.38

20.46

Toby

gt.st

n.97

Philllp

24.69

21.63

Rachael

23.i|i}

E3.55

Lyle

n.62

32.98

Nidry

24.27

21.85

I

Time 2

BrunUee
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Independent learning per ten minute observation
Another way to address the wide variation in the length of both
episodes and child
directed acts was to examine the individual differences among children
in the
observation samples. Observations had been made for ten consecutive
minutes and the
child directed acts occurring were reported as an aveftrge for each
observation for each
child.

when time was used as a variable (Table 6.13) the substantial amount
of child directed

acts occurring early in school for all children was further illustrated.
A clear picture of
what each child was doing emerged. Noticeable was the increase
in the rate of child
directed acts for the total sample from one observation time to the next.
The mean
number of child directed acts at Kumin for Time 1 was 4.04
and for Time 2,7.25. A
similar pattem was observed at Bruntlee with an increase in the mean
from 4.9g initially
to 7'88 at the second obseruation. A comparison of the mean number
of child directed
acts for the eight children at Time 1 (4.51) with the mean number
at Time 2 (7.b7) was
made using a f test for related samples. The result indicated that
the increase was
statisticafly significant (t=-5.64, dE7, p<.05). Across children in
both schools the range of
the averaged child directed acts also altered markedly. At Time
1 the range was from two
to five for each ten minute period, and at Time 2 from six to ten.
Table 6.13

child directed acts per ten minute obsaruation sampre for
each chird
School

Child

Time

Tirne 2

1

Anna

3.92

6.93

Adam

2.08

7.73

Benee

4.75

5.93

Toby

5.42

8.40

Philllp

4,92

6.73

Rachael

4.67

7]3

Lyle

5.50

1027

Nidry

4.83

6.80

&undee
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One child (Lyle) was engaged in more child directed acts per ten minutes than the
other
children at both times. This may partly be accounted for by a feature emerging
in the
qualitative data. Owing to Lyle's relatively difficult behaviour
Miss Cox worked with him
more often than the other children and particularly at Time 1. She interacted
very skilfully
with him successfully reinforcing academic behaviours rather than attentional
behaviours. However, it is not being suggested that this fully accounts for Lyle's
high rate
of engagement in independent learning. He was at both observation times very
actively
working at leaming. Of particular interest is that Lyle was exhibiting behaviours in
the
three categories identified earlier as the more cognitively complex ones (see p. -) leading
towards independent operating. Almost one third of his child directed acts both at Time
1
and Time 2 were in these categories (trying and testing, attending to errors, working
at
difficulties). A shift was observed in the level of the tasks with which he was able
to
successfully engage. ln a matter of weeks he had moved from reading and selfconecting [SC] on simple one line caption books (e.g., "t am a father... teachef
tSCl) to
applying these behaviours to many books with more complicated text (e.g.,The luy pig
oh! oopsl... The sun is tscl up early in the moming'; and Appendix 8.2).
ln contrast, Adam had the lowest amount of child directed acts at time
greatest increase at Time 2. His behaviour is illustrative of the marked

l,

but showed the
diversity between

children in the study and the implied adaptability required of their teachers. When Adam
began school he had a very limited repertoire of early literacy behaviours (see Appendix

C'5) including restricted control of oral language, very little knowledge about how books
worked, and the ability to only write two letters (A and M) among lines of circles
and
letter-like forms. The majority of the child directed acts observed at Time I related
to
carrying out and evaluating simple matching tasks in different curriculum areas and to
inventing text. By Time 2 when he was engaging in many more child directed
acts he
was beginning to show control over emergent behaviours in reading and writing.
He had
become more responsive in group teaching sessions when new books or mathematics
concepts were introduced. While he was not yet reading books or writing
stories alone,
Adam could monitor where to start and how to move to the nefi line (e.g., .l,ve
forgof
when he went wrong). He could dictate a complete sentence (e.g., 'They
can't drive the
car because they... it tscl has no gas'). His child directed acts at both observations
were
mainfy in the three categories, showing retationships, checking and rehearsing
and
repeating. A few instances of behaviour in the remaining categories were
beginning to
emerge at Time 2. Adam still had a great deal of early learning to do but he
was clearly
beginning to gain experience and engage more effectively with the novel
tasks he was
meeting. lt is difficult to know whether Adam was being helped in
the most appropriate
ways. lnformal comment from the teacher suggests she may not have fully
appreciated
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Adam's very limited language controt, but she certainly
engaged in many supportive
interactions with him that matched his current needs.

Summary of the extent of independent learning
The data showed that new entrant children in two classrooms
were actively and in a
number of different ways engaging in a considerable amount
of independent leaming.
For both observation times independent learning in
the form of child directed acts was
observed in all categories but was distributed unevenly across
them. observations
indicated there was considerable scope for independent leaming
in all three types of
episodes in these particular classrooms. Most child directed
acts occuned when children
were engaged in activi$ episodes. The greatest increase
across observation times
appeared in teacher-child interactions. Changes occurred in observations
at children,s
entry to school and three months later both in the child directed
acts categories and in
the episode types. There was considerable similarity between
individualschools in the
pattem and incidence of child directed acts. Differences
have been discussed at each
point that they occurred.

Assessments
As described earlier (see p.69) the children were assessed
at the beginning and end of
the study on aspects of early reading and writing knowledge
and on control of oral
language structures. lt was considered important to ascertain
whether the sample
characteristics were comparable to those of new entrant
children in other studies.
Assessments of aspects of emergent reading and writing
behaviours are available from
research in Auckland schools. Clay (1985b) reported
data on 72 children from six
schools, Nalder (unpublished, 1985) described 16 children from
four schools, and
McNaughton and Ka'ai (1990) reported on 16 children from
five schools. A range of
scores of children entering schoolwas represented. Data were
also available from one
study three months after entry. The descriptions of the
eight children in the present study
at 5'0 and 5.3 and the data from the three reports are
shown in Appendices C.l to C.4.
A comparison of data from this study with three other
New Zealand samples at school
entry shows similarity across all assessments (see Appendix
C.1). A comparison of the
profiles of children at 5'3 years with Nalder's
data afso indicate similarity (see Appendix
C'2)' The means of the children in this study were apparenily
no different from many
others of the same age entering school in Auckland.
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Data on the sample in this study in Appendices C.3 and C.4 illustrates
the extent of the
diversity among individuals and between schools. The individual assessment
scores in
Appendix C.5 showed that on entry achievement varied widely. The
scores, with one
exception out of forty comparisons, increased in an appropriate direction
from the
beginning to the end of this study. At the second observation time
twelve weeks from
entry, a similar diversity was again observed in the assessment scores.

The relationship of independent leaming to what was happening in terms
of achievement
in important aspects of the curriculum was looked at by examining the
changes in
achievement test scores and the occurrence of child directed acts over
time. Data on
three possible relationships were considered. One concems the extent
to which
independent leaming opportunities available in the classroom may
help a child in due
course to leam things well enough to score higher on achievement
tests. A second
possibili$ is that since the opportunities for independent leaming
are directed more to
how to learn they are only likely to be related to an increase in "item
leaming" on the
tests in a moderate way. A third possibility is that there is not necessarily
a relationship
between independent reaming and achievement test scores.
A total assessment score was derived for each child by summing
the individual
assessment scores. The rationale for summing the scores was
that the assessments
were all concemed with literacy and oracy and, in addition,
the relative performance of a
child on each assessment was similar. The children were ranked
on each assessment
and the association among the sets of rankings was tested using
the Kendatt coefficient
of concordance W. There was a consistenry in the ranking of each
child across
assessments at both Time 1 and Time 2 (T1: W_g.g7U, p<.001
iTZ: t/El}.g36, p<.01).
To look for a possible relationship the summed assessment scores
were ranked and
compared with the ranked child directed acts occurring per ten minute
observation for
each child. The first analysis was for the entry
fiime l) data ranked as in Table 6.14.
Data on entry to school reflect the prior school experiences
of each child. Except for in
the case of two children, the scores and child directed acts were not
ranked similarly.
Differences in the rank order were marked, reaching a difference
of four ranks in both
directions. On this basis, it can be said that while children on entry
to school were
engaging in considerable independent learning there was, with
two exceptions, no
apparent relationship with assessment scores. The child whose
achievement scores
were very low on entry to school also engaged in less independent
leaming than the
other children at that time.
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Table 6.14
Rank order for achievement scores and chitd directed acts per ten
minute sample for Time
School

Assessnnnb

Child directed

mb

I

in

l0 min obserualions
Kumin
furna

4

7

Adam

I

I

Renr

1

5

ToU

2

2

Phillip

7

3

Rachael

6

6

Lyle

5

I

Ni*v

3

4

&untee

The test scores and child directed acts for Time 2 relate to the three months
of schooling
the children had expefienced. The rank order (Table 6.15) was again different for
assessments and child directed acts. With two exceptions, the differences range
between one rank order position to six rank order positions in botr directions.
Table 6.15
Rank order for achievement scores and chitd directed acts per ten minuta
sample for Time 2
School

ChiH

Assessmonts

Child dfu€cted acE in
10 min obeelvalions

Kumin
Anna

5

5

Adam

I

3.5

Rena

1

I

Toby

3

2

Phiilh

7

7

Bacha€l

6

35

Lyle

4

1

Nicky

2

6

Brunte€
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While all children were showing improvement in reading, writing and oral language
assessments, 12 weeks into the first year of school is probably much too soon for a clear
relationship between independent learning and achievement to be shown. Independent
leaming could be observed to occur, but these children were not yet fully engaged in the
aspects of emergent literacy behaviours identified in the achievement levels. Other
researchers have shown that even in the first six to 12 months in school children are
adjusting to school leaming and responding in different ways, thus making differing
progress (Clay, 1991a; Nalder, 1985).
Further, the transition into school is a major period of change foryoung leamers. The
assessments administered are unlikely to be measuring change on allthese fronts. They

ask about specific sorts of literacy knowledge (McNaughton & Ka'ai, 1990) and control
over oral language structures. When children have very little knowledge there is a slow
build-up to increased competencies. This can be likened to the curve of language
learning with its slow take-off. At this stage of schooling, a much longer gap between
testing is likely to be needed to test for a relationship between literary achievement
scores and independent learning.
In addition, if the relationship between the two variables was only moderate, a small
sample would not show it. There were two schools and only four children in each of

these schools in the study. A larger sample would be required to test for a relationship
between independent leaming and achievement scores. This study was designed to
develop categories to identify independent leaming and to test their validity. ln order to
carry out such a task thoroughly, the numbers of children studied had to be kept low.
There was also marked variability in the scores of individual children. This diversity on
such a small sample limits any conclusions that can be drawn from the data.
At the second observation time all children had achieved a relatively high incidence of
child directed acts and an extended range of categories of such acts. Achievement
varied widely, but the analysis of child directed acts reported above showed all of the
children very actively pushing the boundaries of their own learning even though of
different types (Table 6.13). The children with relatively low assessment scores on entry
were still seen to be working actively on their learning with a degree of independence. lt
could be argued that this was a result of good teaching because the children were being
taken from where they were to somewhere else in what many educators have argued is
an appropriate direction. Yet it is in a direction that some of those same educators would
argue is not typical of learning and teaching styles in many schools (Chapter Two).
Whether it is better than other forms of teaching was not examined in this study.
However, what is interesting is that all children in this study, with the possible exception

136

of one, already had relatively high percentages of child directed acts at Time 1 and
the
greatest change between Time 1 and Time 2 was for the child who had
the lowest
achievement scores on entry to school.

INDEPENDENT LEARNING AND CLASSROOM FEATURES
The third analysis concemed the classroom features associated with independent
leaming. The school is a new and powerful environment for most child leamers.
The way the teachers arange the classroom context is likely to influence opportunities
for independent learning within it. How the emergence of child directed acts varied in
relation to organizational setting, curriculum areas and child and teacher initiated
leaming opportunities is reported in the following section.

Organ izational settings
Evidence of independent learning in the form of chib directed acts showed variabilig in
the three episode types across the five organizational settings (Table 6.16). The range of
settings available in the two classrooms produced differential incidences of child directed
acts. Considerably more child directed acts emerged in the informalgroup setting than in
any other organizational setting; 80 percent (of all child directed acts) were recorded at
Time 1 and 68 percent at Time 2.
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Table 6.16

Percentaga of apisodes with child directed acts in organizational settings
Organizalional settings

Epbodo

lyps

Obserualion

Oneloone

ChiH

Inforrnal

working alone

soup

Srnll group
teading

0.00

3.64

5r.64

0.36

0.00

10.18

0.00

6.91

4.00

0.36

time

Aclivity
Teacher-drild interaction
Peer interaction

n.18

0.00

0.73

Activity

2

021

4.62

42z.3

0.00

0.m

Teacher-drild interaction

2

18.49

0.42

5.88

7.35

021

Peer interaclion

2

021

n17

021

0.00

Within the pattem of organization in each classroom children could move around freely.
There were no set seats for children and groups formed around large rectangular tables,
on the carpet or in "interestn areas. Children had ready access to all the equipment
and
materials they required. For example, they did not need to ask if they could use the
scissors, PVA glue, paper or the overhead projector etc., although they did need to
check when they wanted to dye their pictures because of the teachers' past unfortunate
experiences.
Arrangement of the classrooms was such that books, writing and mathematics activities
were readily available. There were plenty of free spaces in which complete constructions
could be designed, built and allowed to remain for a time, and for groups of children to
set up music and drama activities. ln the writing, art, craft, or construction areas or library
for example, children were freely able to talk to one another at alltimes.
Activity type episodes in the informal group setting accounted for more than 50 percent
of episodes with child directed acts at Time 1 and 40 percent at Time 2. Few episodes of
the actlvity type with child directed acts occurred in any of the other four organizational
settings shown on Table 6.16. As would be expected it was the one-to-one
organizational setting that accounted for most episodes with child directed acts in
teacher-child interaction $pe episodes. Times when a child was working alone with the
teacher produced more episodes containing child directed acts at Time 2 (1golo) than at
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Time 1 (10%). In this setting teachers were encouraging children to extend their
responses in writing stories, by inviting anticipation of text in reading or requesting
reasons for something that might have occurred in mathematics or science. Smaller
percentages of child directed acts emerged in these interactions at Time 1 and Time 2
when children were in the informalgroup and smallgroup teaching settings.
A consistent pattem of child directed acts emerged across both observation times in the
informal group setting in peer interaction episodes as children wofted alongside one
another. Child directed acts occurred in around 20 percent of episodes in this setting.
The reasons for this consistency are unclear. As noted above peer interchange captured
the dialogue and not action or performance. Children were observed to share comments
about the task in hand but also to frequently talk about non-task related aspects.
Perhaps the opportunities available for increasing child directed acts are restricted by

this setting.

Curriculum areas
The classrooms had what may be called an informal cuniculum in that the teachers
tended not to compartmentalize the day into set periods for involvement in particular
cuniculum areas. The exceptions were specific times assigned for reading and
mathematics (see Appendix A.6). However, both reading and mathematics activities also
tended to be integral to most other curriculum activities. First thing in the moming the
children worked on mostly selFselected tasks (often referred to as choosing time,
developmental activites or theme-based activities; see p.78), extending their own
personal interests, following up on shared experiences (e.9. a farm visit, a flower show or
a teddy bear's picnic), or on a theme common to the class (e.9. spider webs, snails,
safety to and from school). These construction, reading, writing and drama activities
were often revisited at other times in the day. Teacher-initiated and some child-initiated
literacy and numeracy activities occurred within the times set aside for these curriculum
areas.
A count was made of the incidence of episodes with child directed acts that occurred in
the curriculum areas as defined above (see Appendix C.6). They emerged in all episode

types and in the five broad areas of the curriculum at Time 2. The highest percentage of
child directed acts in activity episodes at both observation times occurred in reading time
(av. 19%) and in choosing time/theme based activities (av 18%). The average for
mathematics was nine percent. Episodes of teacher-child interactions containing child
directed acts (5% to 13olo ol episodes) occurred across curriculum areas. The highest
percentage was in mathematics (13% at Time 2). Similarly within peer interactions at
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Time 2 there were episodes with child directed acts in all cuniculum areas. The highest
percentage occurred in the choosing time/theme based activities period.

ch ild- in itiated and teacher-in itiated opportun ities
An important finding was that both children and teachers were initiating activity and
interaction episodes that contained child directed acts in each of the classrooms
observed (Tabte 6.17). Teachers initiated more than two thirds of these episodes.
Proportions were similar for both teachers in each episode type and across time. There
was also a relatively consistent pattem for children across schools and time with slighly
more activity episodes (av.35o/o) than interaction episodes (av.270/"1initiated by
children.

Tabla 6-17
Percentage of activity and teachar'chitd interaction apisodes initiatad by chitd and teacher with
chitd directed
acts across schools.
Episode type

School

Observation time

Aclivity

Teacher-drild interaction

Kurnin
Child iniliabd

€.55

30.00

Teacher inithted

56.45

70.00

Child iniliated

33.68

n.73

Teacher initiated

66.32

n.27

Child iniliated

33.33

23.52

Teacher initlated

66.67

76.47

Child iniliated

32.30

31.03

Teacher initiated

67.80

68.97

&un[ee

Kurnin

&undee
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This finding is interesting from two perspectives. First, these data provide
evidence that
child directed acts do not emerge solely from leaming situations that are initiated
by
children- The majority of the tasks the teachers offered children were clearly allowing
the
children sufficient freedom to make open ended responses in purposeful, interesting
activities which Dyson (1985) considered central to constructive leaming. They were
therefore typically teacher-initiated rather than teacher-directed tasks (see p.S3).
The kinds of tasks available centred around becoming a reader (e.g. being introduced
to
and reading short storybooks); becoming a writer (e.g., dictating composing and writing
stories); and developing mathematics skills (e.g. exploring with a wide range of
materials). Opportunities for expressive aclivites such as art, craft, construction,

drama
etc., were also common. These tasks allowed for personal interpretation and creativity
for children to select their own ways to proceed and thus for the creation of individual
products. lt is likely that under such conditions children were actively processing
information and communicating and building understanding by negotiating meanings
from their own knowledge. Children were not constrained by limitations enforcecl
by the
task, nor by the teachers' instructions about how to carry it out. The teachers were not
predetermining the specific elements of what was to be leamed (Goodman,
1gg0) nor
presenting a set of skills to be leamed in a tinear way (wells, 19g6).
Secondly, at both observation times all children initiated some of their own activity by
engaging in selFgenerated and managed tasks of their own choosing. That child directed
acts emerged in these episodes suggests that children were not only gaining
competence with early strategies but that the tasks they initiated provided valuable
leaming experiences. Children were also initiating 26 percent of interactions
with
teachers. This result differs from the research of Clay (1g8sa) and Kerin (19g6)
where
new entrant children initiated very few interactions with teachers. One reason for
such
child initiation in this study may be related to the particular responsiveness
of the
teachers to the chitdren. They clearly valued their contributions, working with
them ,,in
partnership". A special rapport was evident in both classrooms.
The following incident is
illustrative of the relationship established between teachers and children
early in school.

Lyfe:

[sitting beside the teacher and other children at a large worktabte

-

raached over and cuppad the teacher's face in his hands and turned it
towards his worfi

Teachen [smilinglYou...

Lyle:

Miss Cox. Look !l!
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Another reason for this result may relate to the informal and flexible way teachers
adopted for working in the classrooms. Access to the teachers was easy. Children were
readily able to approach the teachers as they worked on the carpet area with small
groups, or as they moved around the room interacting with children which they did for
much of the day. Teachers were never observed sitting at their desks. Children did not
need to queue for help or wait for tong periods to have their tum with the teacher. They
had opportunities for using their initiative but with the knowledge that teacher assistance
was available if and when it was required.
These responsive classroom contexts were workplaces that appeared to allow maximum
opportunities for a balance of appropriate teacher guidance and self-selected tasks.
They are in contrast to the first year classrooms described by Cullen (1gg1b) where there
was limited provision for any independent decisions by children about materials or
activities and a predominance of direct teacher instruction.
In sum, the results showed that child directed acts arose out of many episodes that were
initiated by teachers. These teacher-initiated opportunities were distinguished from

teacher-directed opportunities. They allowed for access to meaningful tasks relevant to
children and appropriate for their levels of functioning. Further, these tasks appeared to
foster opportunities for learning in a constructive mode. lmportantfy, from entry to school
children were initiating many of their own activites. Noteworthy is the fact that new
entrants were initiating conversations with the teacher. Thus, children were able to work
on the things that were of interest to them in purposeful ways and to engage in
interactive dialogues that they frequently originated. The teachers' approach to children's
leaming, their way of interacting with children and how the classrooms operated may all
have contributed to the occunence and variety of chilct directed acts in both teacher and
child initiated episodes.
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CHAPTER SEVEN

REPORTING THE RESULTS:
TEACHER BEHAVIOUR THAT FACILITATES
INDEPENDENT LEARNING
The ways teachers in two classrooms demonstrabty helped children to leam more for
themselves in individual teaching-leaming encounters in relatively complex classroom
settings came to be a matter of particular importance to this study. The aim was to
identify facilitative teacher moves in interactions occurring throughout the school day in
two classrooms.

TEACHER BEHAVIOUR IN TEACHER-CHILD
INTERACTIONS

Right from the beginning of school in these two classrooms there were children who
were beginning to engage with various tasks while the teachers worked alongside
individuals, talking with them about what they were doing and encouraging
them to think
about how to go about these tasks. These teacher-child interactions were in one-to-one
situations, in individual interactions embedded in group teaching and in individual
exchanges within informal groups. The teachers also worked with children in
small group
teaching situations where there were often fuilher examples of lacilitative
teacher
behaviour.
Detailed analyses of the nature of teacher behaviour in these different
types of teacherchild interactions were conducted. The following sections present results from
an
examfnation of facilitative and otherteacher behaviour observed in individual
encounters
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over two observation periods. These results provide information conceming the ways the
teachers were deemed to have promoted and supported independent leaming as well as
its relationship to particular classroom factors.

The results are presented in four sections. The first covered the quantity, variety and
kinds of facilitative teacher behaviour in general. The second comprised the six
categories of facilitative teacher moves across the four interaction types. The third
section dealt with the opportunities for children's independent leaming in different
interaction types. Finally, comparisons were made between the two schools of individual
teacher behaviour.
Facilitative teacher behaviour in the three individual interactions was distinguished from
that found in small group teaching because each setting was considered to have
produced a different kind of teaching-learning interaction (see p.9g).

Data for analysis
There were 1526 episodes observed of which 442involved teacher-child interactions. Of
the 442 episodes, 218 had instances of independent learning, signified by child directed
acts. The teacher behaviour in all the teacher-child interaction was analysed in detail,
independently of child behaviour. There were 5582 teacher moves and considerable
variability in the length of the moves. The data are presented as a percentage of all the
instances of teacher behaviour observed, and the codes were mutually exclusive and
exhaustive.

TEACHER BEHAVIOUR: OVERALL ANALYSIS
Facilitative teacher behaviour
The incidence of facilitative teacher behaviour was considerably higher than for othef
behaviour at both observation times (Table 7.1). Teachers were between them creating
many (up to 63%) opportunities within the teacher-child interactions to assist the chitdren
to become more independent as leamers. Much of their teaching was focussed on
fostering and supporting independent behaviour that could assist children to be able to
be leaming more about how to learn and thus take their own learning further.

'

Examples of otharbehaviour are in Appendix 8.1.

144

Table 7.1
Percentage of facititative and other teacher behaviour in two classrooms at each obsaruation
time
Observation linB

Teadrer behaviour

Facililalive
61.87

Oher
3S.13

Both teachers (see also Table 7.6) were found to be skilled at promoting leaming
opportunities for these school beginners by attending closely to each child's needs and
fostering change in appropriate directions within activites appropriate for each

individual's development. Many of their teaching acts seemed to be speci1calry directed
towards assisting children to become "learners in control" (Glynn, 1gg2, p 1). The
teachers were each cueing, prompting, linking, shaping, supporting and praising
children's efforts in many different ways. They were also eliciting responses from
children, by inviting their views or interpretations, requesting reasons for actions
undertaken as well as modelling and explaining new or difficult aspects for them. Some
of these teaching moves are illustrated in the following interaction which occurred
when
Lyle was writing a story to go with the spider web he'd drawn on an overhead
transparency.

Lyfe:

lhad writtan The spider odl

Teacher: You read

Lyle:

-[was

composingland, and, and ....

what you've written.

The [pauseol

Teacher: Good. [encoura ginglyl

Lyfe: what does that say? lno response from teachefl spidar lrcad stowryl
Teacher You're right! you're rightl
Lyle: lrereadlThe spider ...1 think l'll have to write ,and' now.
Teacher What was your story? Tell me the whole story from the beginning.
The spider...[p rompti n gl

Lyle: The spider is, is... in, in.
Teache[ Do you want that to say'is'? lltointing to'od,that he'd writtenl
Lyle: lnoddad teacher rubbed it out for himlDo... did I say ,and'too?
Teacher Well, you tell me your story. The spider...
Lyle: ls [rarote ?b] is in [wrote'n'for'in'. Looked at it. shook his haad!
Teacher Try it out there. [on scrap papefyou're nearly right.
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Lyle: lwrote'up\_lteacher

rubbed out,nl

lwrote up in storyl alwrote.al Done itl Done it!

Teacher What did you write?
Lyle: ,A', ,a'. I did,a'.
Teacher Read it now.
Lyle: [raad The spider is up in ... on
Teacher On. What will it start with?
Lyle: ,O'llatter namel
Teacher Right, rs that what you want to write? Are you sure that's

Lyle:
Teacher
Lyle:

..-

Onlteacher rubbed out,al_lwrota ,onf
Good, you did know how to write 'on'. Read it.
[pointed white chitd read!
The spider is up on [generateethe web.
looked at iflohl

lwrote,te,-

lsqueezed in an 'h' betwean the letters for the
The spider is up on th6... web.

Teachen Web, web lsaying

-

raad aloud

for himselfl

stowtylweb, what will it start with?

Lyle: lDl,ldl
Teacher

lt starts with? you say il.lchitd neatuy said/w/l

Lyle: Ml
Teacher what does the 'vd look like? Do one rhere.lpointed to scnp paperl
Lyle: [wrote ,u/ correctly]
Teacher:

Lyle:

Good boy and the rest of it is like that.
lwrote rest of word 'eb' on paper for
him to copyl
I know how to do

a'e'. las he copied,ebl-- [raa{ The spider is up on the

web.

Teachen Thafs

right. Good. Go and put it on the scre€n lof the overhead projectofl

and read it to us all.

Lyle was helped to use his existing knowledge and from this starting point was
encouraged to try to reach out to leam more about what was new for him in writing.
The
teacher modefled what she felt he was not yet ready to attempt. She adjusted her
support according to her knowledge of what the child could controland her
understanding of what he was trying to leam. Such teaching which has been
described

as assisted performance by some educators, is here seen as forms of facilitative
behaviour.
This example and others in Appendices 8.3 and 8.4 and on p.152 indicated
that the
ways teachers shared in joint interactions with children were compatible
with Smith,s
(1993) account of the kinds of teaching interactions that would
occur in the Vygotskian
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classroom" (p.57). She described how both teacher and child became actively engaged
in shared tasks for extended periods particularly during early leaming stages. Children
were thus able to advance in their zone of proximal development (Vygotsky, 1gZ8).
Both teachers in this study it seemed, expected and encouraged children to use and
build on what they knew and could do. They often praised their efforts. They sometimes

coaxed them to try to do new things and supported their attempts, however uncertain.
When appropriate they showed them or told them what to do. This could be interpreted
as fostering access to what Bruner (1980) called "new kinds of knowledge" and
understanding by asking questions and presenting challenges aimed at helping children
to think, to test out options and to relate what they already knew to new experiences. In
such ways one could say they were fostering constructive processes, that is, helping
children negotiate and construct meaning through purposeful activity as they interacted
with them. Teachers participated in this way in shared contexts with children when, for

example, discussing mathematics or science concepts, reading books, writing stories or
working on a construction problem.
Table 7.1 also shows a striking consistency in the extent of facilitative behaviour at both
observation times. The continuous entry policy of five year olds into New Zealand
schools may provide a part explanation for this uniformig. For while this study obserued
school beginners near the start of their schooling and 12 weeks later, these particular
children entered an ongoing classroom context that had been established for some eight
months. In order to cope with this kind of situation the teachers had developed particular
ways of working with children in an environment with interest areas, materials, equipment
and classroom routines in place.
Within each class there were some children who had been at school from the beginning
of the year until the time the observation began. lt could be expected, therefore, that the
kind and style of teaching patterns established would not be altered to any great extent
for new children, but that the teachers would respond to the child's initiatives assisting
each child as appropriate. They could be said to be working from each child's agenda.
The following episode illustrates the way in which the teachers worked from individual
children's competencies, responding to personal starting points. In a mathematics activig
the teacher was helping a small group of children make relative judgements by grouping
coloured sticks. She initiated an individual interchange with Toby starting from the one
coloured stick he had in front of him. Her teaching moves built on his responses,
furthering his understanding of specific number concepts, by helping him use concrete
materials to confirm his hypothesis.
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Teacher; Toby,what can you tell me

about one.

Toby: Well... One is less number
Teachen Less is it? Good!
Toby: And nought's lesser.

than two.

Teacher:

Toby:

Yes!
Umm... One number is less than two and there's ummm...

Teachen What about

Toby:
Teachen

Toby:
Teachen

Toby:
Teachen

thrEe?

lt's ummm...
ls h more than or less than one?

ll's more.
ls it? How do you know three is more than one?
Ummm... it's ummmm... got three... and umm one's onry one stick.
All right. Leave your onE stick there. Now get three and put three

there.lpointeal We'll see if it's more.

Toby: [1tut three sticks down!
Teachen Now is three more lhan one?
Toby: Yup.lnoddee
Teacher How can you tell?
Toby: 'Cause that is only one [pointed

to one stickJ and that's one, two, three.

lpointed to each stick in the other sef!

Teacher: Well done!
Such individual meeting ancl extending of children's leaming levels did not only take
place when the teacher was working with a single child. Often, particularly
when children
were composing and writing their own stories, the teacher would provide individual help
for a few children at the same time while sitting with them at a group table.
Glay's (1985b) description of teachers of new entrants providing 'a rich set of
opponunities" (p.23) could well be apptied to the teaching learning experiences availabte
to the children in this study. Individual intellectual effort was being enhanced in
interactions with teachers who were sensitively observing and responding to what
children were aclually doing, thus ensuring they were continuing on independent learning
routes. lt can be suggested that the more teaching follows a child's agenda,
the more it
will be appropriate for each chitd's leaming and therefore likely to assist such leaming.
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Gategories of facilitative teacher behaviour
The facilitative teacher behaviour occurring in all the teacher-leaming interactions over
two observation times is shown on Table 7.2. These data provided insights into the
attention teachers gave to each specific form of behaviour that in this study was
considered to foster independent learning.

Table 7.2
Pdrcentage of facilitative teacher behaviour in each of six categories at each obseruation time
Ohervalion tinB

Category

showing ched<ing

&
testing

l

31.95

24.C2

18.85

worhng at
orols diffiq/ltie
2.fi
3.51

2

32.11

26.52

12.62

5.11

rclationships

Trying

Attending

Rehearsing

to

& repeating

623

1821
17.41

Four categories accounted for the majority of facilitative teacher behaviour at each
observation time. There was a relatively high percentage of facilitative behaviour in both
the showing relationships and checking categories. Teachers were consistent over both
observations with from 25 percent to 32 percent of moves in teacher-child interactions
related to these two categories. ln the showing retationshipscategory children were
being assisted to identify and relate information to help them understand how different
things are connected. ln the following example from a story sharing time, links are being

encouraged between letters and something very

Louise:
Teacher

He's got

a'T'on

familiar- their names.

it. [his teeshrf]

He's got a'T'. ,T'for

?

'T'for Toots. That's his name. lr you wore your retter of your name you'd
have a ...?

Lyle:
Teachen

Lyle:

'1'l
'L'. 'L'for Lyle.

lsmiledl

Teachen And you'd have a'M'. 'M'for
Nicky: 'N'
Teachen 'N'for Nicky.

Michael. lto MichaetlNicky would have a...?

[continued for allthe children in the groupl
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The teachers also helped children to monitor their action s (checking) in many different
ways across curriculum areas. ln a group session in mathematics the chitdren were
asked to get two things that matched. Renee chose a numeral card for eight and a
picture card with eight flowers.
Teacher: Why did you choose those two?
Renee: They both are eight.
Teacher: would you like to check for us in a loud voice so we can hear?

Renee: [pausedl
Teacher How can you check?
Renee: By counling.
Teacher: lsmiledlOkay. you point and count for us.
Renee lpointed to and counted each flower on the card!
Teachen Was there eight?
Renee Yes. [smlrhgfl
The consistent attention that teachers gave to encouraging children to attend to very
early literacy and numeracy activities and to revisit and re-exptore familiar tasks at both
observation times was apparent in the rehearsing and repeatingcategory of facilitative
teacher moves. That teachers were fostering these opportunities indicated that they
understood the value of practice to achieve fluent responses and of informal
opportunities to explore printed material and reinforce number skills in children's
development- ln the following example the teacher was encouraging children to return to
books she had introduced and read with them.
Teacher:

Now in the box today are some books that we've already read before, and

I

would like you to choose one ...that you would like to choose all by yourself
... and then you can try and read it and then take it home to read to
someone there. lf you g€t stuck l'll give you a helping hand.
[she held up
each book giving its title as she spread them at! out on the carpef

ln the trying and testing category teachers in this study were providing opportunities for
children to use and enhance their problem solving strategies, to search, to predict, and to
explore and check options, early in their schooling. This suggested that with the kinds of
leaming experiences the teachers were providing there was an expectation that children
would be in a sense, negotiating meaning and understanding. An example from the

teaching of reading to new entrants illustrates aspects of the complexity involved in
teaching for active processing. The children had been exposed to meaningful books from
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the start and were encouraged to expect reading to make sense. These teachers shared
books with the children. They read to them, and introduced new storybooks by talking
about the story and reading it to and with them. Children were thus prepared to read the
story for themselves. (ln the example given // indicates cuts).
Teacher:

lholding up the small book so all chitdren in the group of six could sde the
pictures and the lextl This boolCs called iSleeping Ouf. What does
sleeping out mean?

Toby:

Teachen

Camping.
Mmm. Camping sleeping outside. How many of you have slept outside?

//

Who has never slept outsid€? // What's it like in a tent, Lucas?
Lucas:

Teacher

Well, you can hear all sorts of different noisas and scratching. //

Let's look at what happened to these people when they go sleeping out.
Whereabouts are they camping? // What could it be? // Who do you think?
I wonder

ll

what other sounds they heard?

These excerpts illustrate how the teacher explored the main ideas of the story, built on
children's prior knowledge and encouraged them to anticipate both the events in the
story and the text. She was fostering comprehension, helping children learn how to use
the pictures and the text to think about the rest of the story. The children, as usual, were
able to and did respond in individual ways. Such situations, acccording to Smith (1ggg),
demonstrate the teacher's ability to work in the zone of proximal development with a
group. Somewhat less teacher behaviour in the trying and testing category at Time 2

may be explained by a shift in emphasis from an initial teacher effort to help children
search out and check options to one of encouraging them to process more of the
information for themselves.

The low overall percentages in the attending to errors and woHng at difficutties
categories is probably a reflection of the relative complexity of these behaviours. By Time
2 the incidence in these categories was still low. But, there were clear indications that,
as
the children adjusted to the new environment of formalschool work, the teachers were
able to move them gradually towards developing competencies in these relatively
complex behaviours. Examples below illustrate this. They were helping them to leam
more about how to notice and attempt to conect their errors as in this seriation task in
mathematics.
Teacher:

you lo have a think about the sizes ol those ones.
[pointrng] see if
you can fix that titile part. lfs trickyl
I want
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They were supporting them to overcome obstacles.

Teachen

Yes, you need a piece ol wool about that length. Can you thread the
needle?

Rachael: lshookheadl
Teachsr: You have a try.

Rachael
Teacher

ltook wool and needleJ
Squeeze il. Squeeze it with your fingers. Squeeze it tight like this. lshowed
Hachael how to do it on another piece of wooll

Rachael: ltriedi

Teacher

Tight. Roll it like thal Make it so lhat you can't really see it Rachael.
Squeeze it in there like that. lshowed hefl

Rachael: ldid sol
Teachen Thal's right. That's

right. And push the needle down over the top.

RachaeL Like that?
Teacher: lnoddedi
Rachael: lkept ttying to thread the needlal I can't put it in. I can't really do it.
Teachen lwatching, came closefl l'll squeeze it with my fingers and you can push the
needle over th€ top.

Rachaeh [dtdsol
Teacher: You push that needle down. Good girl! That's it! Right! There you arel
You've done it. Pull it through.

Rachael: lpulled the wool right throughl

Teacher
Rachael

Oh! Let's do it again.
lwent to use the pointed end of the needle. Noticed that it was wrong.
Tumed it around to the other end so that she had the eye by the wool the
teacher was holding. Threaded it successfullyl

It appeared that the teachers were in various ways and contexts ma>dmising children's

access to leaming within school, acknowledging the behaviours that had emerged in
preschool contelts and building on this learning. By fostering continuity of development
the teachers were allowing the continuation of child initiatives, contrary to a trend in

some educators'concems that the styles of home and school learning can remain
isolated from one another (e.9. Glynn,1992). At the same time these two teachers were
consistently focussing on helping children construct understanding of meaning and
develop new skills.
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Facilitative teacher behaviour in interaction types
Four types of teaching-learning interactions were identified in the classroom conte).t
(p.77). The percentage of facilitative teaching behaviour occurring in the combined

(three) individual and in the small group teaching interactions is presented in Table 7.3.
ln this analysis a distinction was made between individual interactions occuning in group
teaching, and small group teaching generally.
More facifitative teaching moves lhan other behaviour occurred in both kinds of
interactions across the two observations. The combined individual interactions accounted

for consistently more facilitative teacher behaviour (av. 38%) than did small group
teaching (av.23o/").

Table 7.3
Percentage of teacher behaviour for combinad individual intaractions and group teaching at each
obseruation tima
Teadrer behadour

Inlenction type

Obseryalion tinB

Facilitatirc

0her

Combined indMdual interactions

39.54

n.45

Srnallgroup teaching

ns3

10.68

Combined individual interactions

3523

1s.68

Smallgroup teaching

27.79

17.8

In individual interactions it appeared that the teachers were able to create many
opportunities deemed to foster independent learning. There were numerous instances of
individual exchanges that included facilitative leacher moves as children were reading
and writing stories, acting out an event in the home comer, working with science and
equipment, creating a construction, painting or even leaming how to tie a shoelace as in
the illustration below, for example. lt illustrates skilful scaffolding (see p.14). The teacher
got Adam to concentrate on teaching what she thought he could leam to
do at this time,
while she carried out the rest of the task. She thereby could be said to have prepared
him for later achieving the whole task alone.
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Adam: Mrs Sengler. lput his feet out so she could see his shoelaces wera untied!
Teachen oh dear me! | think you'd better have a practice. come over here and l'll
show you how to practice. Two of them! Right coms over here. We'll

practice. You have this shoe and I'll have this one.
[gave him a practice
sandshoe and kept one herselfl

Adam:
Teachen

Noll llaughing tonel

come onl Yes! You have to learn! 'cause when you're six I'm not going to
do your shoes up any moro and you'll be six one day. l'll show you how.

Teacher

see that one.lpointed to teft lacel Rightl you have that shoe. you g6t your
two bils, one in each hand. Rightho, now you have to cross them over.
Iteacher did so with hersl

Adam:

I

don't do the first bits. [crossed the laces over as shownl

Teachen That's right. Now you've

got to get that crossed over bit through there.

[showed himJ

Adam:
Teachen

lbagan to push it throughl
Pull it down through. Thal's it, good, now put th6 bits ona in each hand...
and pull.

Adam: ldid sol
Teachen Thafs

the first partll Right, untie it and see if you can do the first part by

yourself.

Adam:

lput head in hands

Teachen Oohh!

-then

thumb

in mouthl

Hard work isn't it? Hav6 a try.

Adam: lpicked up lacesl
Teacher Cross over first ... That's right.
Adam: lcrossed overl
Teacher Now poke one bit through.
Adam: Ahh!ltrying hard but didn,t achieve ifl
Teacher [watchingAdaml
Adam: Poked it through. lafter trying again)
Teachec Got it through the hole. Good boy! Then what do you do?
Adam: lpullad the two laces correctlyl
Teachen Right. Now you can do bits from now on! Have one more try, one more try.
Adam: [tried again, staning it quickly and correctly]
Teacher oh look at this! This is getting so clever. Good! you even know what to do
next withoul me telling you.

Adam:

lpulled laced throughl

Teachen lwatched

him linishl rhere you are. lf your shoes come undone you have to

do the first part and l'll do this partldid the bow! for a little while, but you
have to do the first part, lhen l'll show you how to do the next part.
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It would seem that these varied tasks and situations occurring in the informal activity
settings set up and managed by the teachers (while also "managing" the rest of the

class) allowed for an interactive sgle of teaching that the teachers used to advantage.
The rich set of activities available, which were freely accessible to children, also allowed
for shared interactions with individual children to be an integral part of the classroom
learning context.
Considerable facilitative teacher behaviour also and necessarily occuned in small group
teaching that did not include individual interactions with target children. These situations
were also analysed as they provided a different kind of teaching-learning event. Group
interactions might be an appropriate term for such sessions. They tended to be
occasions, as for example in mathematics, where children worked together on a variety
of new tasks guided by the teacher as they sat in a large circle or where, in reading, they
listened to the teacher explore ideas and encourage anticipation of a story, read cooperatively with the group, chorused answers or individually contributed to questions
asked or opinions invited. An example of facilitative teacher behaviour in smalf group
teaching follows. The children had been at school for three weeks.
Teacher: [introducing

a new book to children in preparation for individuat reading of

if

And look at this. h's a strange name! [wrofa ,Toots'on the blaclboardj
Toors. Sssh phifiip. [fo chitd tatkingl
Toni:

Teachen
Shona:

Teachen
Chorus:

Teachen
Chorus:
Teacher:

Apple.

No. His name is...?
Carl.
Toots.

Toots. Toots.
Would you like to be called Toots?

Nolllaughingl
well, that's his name. ltuts a circle around roots on

tha blact<boaral

rhat...

this book is about Toots. Toots is going off to buy something for his feet. lf
you look at his feet, what do you notice?
Chorus:

Teachen
Bob:

Green.

They're greenl
Shoes.

Teacher

Shoes? [quicklyl

Lyle:

No, feet. lloudlyl

Teacher:

What is missing?

Louise:

Teachen

Socks and shoes.

Missing. Right. socks and shoes are missing. He has no socks and shoes.

155

Lyler
Teacher:

Thar wiil be a... [/aughs]
He is going off to find something lor his feet. lpoints to the title

-

readsl

"Boots...lor... Toots." lclearlylThat's the name of this book. lcontinued.,.l

Such new extrant group exploration and sharing of the ideas and concepts required for
anticipating and working on telit, offered children with somewhat similar reading
behaviours, exposure to facilitative teaching acts to which they could and did respond
variably. In a number of these episodes the target children were overtly taking part.
According to Smith (1993) such could be seen as children working in their zones of
proximal development in shared activity with others. Sometimes the children being
studied offered no contribution in such interactions. They just listened and watched. Nonparticipatory behaviour in such settings may not hinder access to effective leaming
opportunities. lt is feasible that non-contributory children witl benefit from the dialogue
and interaction that occurs in smallgroups as Johnson and Johnson (1g7b) found.
Certainly, the data revealed that target children in this study were often exposed to
intensive facilitative teaching in these settings.
The groupings used by the teachers were regularly altered according to the rate of
individual progress of children in the curriculum area even during these beginning weeks
at school. Appropriate challenges were readily available as the children responded in
different ways to the leaming opportunities that were offered.

An interesting finding was the relatively large amou nt of otherteacher behaviour
occurring on Table 7.3. The highest percentage of otherbehaviour was in the combined
individual interactions at Time 1 (27"/o). Sometimes otherbehaviour related to
management issues.

Teachen Excuse me! What's going on?
Children: lsilencel
Teacher well, there should be something!

There should be raading.

At other times the teachers were spending time showing children how to work in the
informal activity setting as in this example from a mathematics session.
Teacher:

Now remember, when you are finished the pegboards, what are you going

to do?... Put your name on it. And then? After that?
Louise:
Teacher:

Go to another table.
You are going to choose one ol the boxes with shapes of different sizes in.
I want

you to work by yoursefues today. I'm not going to be here very much
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at all so first you do these two pegboard pattems, then put your name on il
so I know which is yours, then you choose one of the boxes, then go away
and do that all by yourself and last of all when you have done all of those

things you can go to the puzzle table. Three things to remember.

The teachers thus ensured they had given help with procedural aspects of tasks that
were new to most children such as working with mathematics equipment, reading for
themselves in the library, or using the overhead projector. At the same time, however,
(see Table 7.3) children also had access to facilitative teaching that was promoting and
supporting their own efforts in these individual interactions.

Individual interaction types
Table 7.4 provides detail of the extent of facilitative and otherteacher behaviour within
each of the three individual interaction types. The highest percentage of facilitative
behaviour took place in the individual (one-to-one) and individual in informal group
settings (2oo/o to 30%).

Table 7.4
Percentage of facilitative and other teacher behaviour within three individual interaction types at each
obseruation time
Teadrer behaviour
Intenaction type

Obseffation

tirp

Facilitative

Otrer

29.89

n.u

Individual in group teadring

8.50

4,rc

inbrnnl group

20.63

16.14

28.36

13.23

lndMdual in group teadring

5.80

1.54

IndMdual in inbrmal gmup

30.m

21.07

lndivktual(on*toone)

Individual in

Indiv'rlual(on+toone)
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A high proportion of the one-to-one interactions observed in one-to-one and informal
group settings were encounters of sustained teacher-child conversation that frequenfly
continued over many turns. They were therefore quite different to Cazden's experience
of the teacher

-'stopping momentarily on her individualized rounds" (1g88b, p.20).

The social organisation of both the classrooms in this study was such that the teachers
were consistently successful in facilitating leaming opportunities within individual
interaction types (Table 7.4). As a result they were manifestly providing for both the
development of personalized, individual interchanges with children, and the management
of their teaching time to achieve extended interactions. Extended interactions often
involved composing and construding stories, understanding number concepts and
reading books. These are illustrated in Appendices B.B and 8.4.
Observation records (Appendix A.1) showed that sometimes such interactions occurred
as the children were grouped around the teacher, sitting on the central carpet area
individually reading short story books aloud or using mathematics equipment. At other
times interactions occuned when the teacher sat down beside the children to assist them
as they worked at the large work tables drawing, writing or constructing. There were also
occasions when the teacher and child interacted when she stopped as she was moving
around the classroom to engage in talk about the tasks children were undertaking such
as working with water, dough or the construction blocks, studying the nature table's
exhibits, painting a picture, or completing a jigsaw puzzle. The consistency with which
both teachers were encouraging children to .talk more" (Clay, lgBSb) is different from the
low incidence of this behaviour reported by Clay in her research on teacher-child
interactions in new entrant classes.
Considerably less facilitative and otherbehaviour occurred when teachers interacted with
individualtarget children in group teaching settings (Table 7.5). The most common form
of interactions in these settings were short, involving relatively few tums. The first
example below, occurred during the teaching of reading. A new book had been
introduced and shared together and the group was working on some features of the
print.
Teacher: lto group)

Toby:

See if you can find ,am' in the story?

U)ointedto'are,)

Teachen ReadyourstoryToby.

Toby:

[reaol What are..

Teacher: Ohhl

ls that an ,am'?

158

Toby: Nuh!
Teacher Try another page.
Toby: lturned back. Looked closety. Found,am'.

pointed and read!,am'. I am

frightened. lstessing'amf

Teachen Oh, aren't you clever!
While some individual in group episodes occured in reading sessions, it was more often
during mathematics when teachers called on individuals to respond. Some interactions
were very brief.

Teacher
Phillip:

What do you notice phillip?
lt's getring bigger.

Teachen Getting bigger. [arpressrvely]

Right!

Others continued over a sequence of moves.
Teacher: Tell me why Rachael

...Gan that go with that one Rachael? lltointed

to set

with rod and orange bottle topl

Hachaet Yes cause it's orange.
Teachen lt's orange. Anything else? [pause] Anything €ls€ that's different?
Rachael: lshookhaadl
Teacher: Hight, tell me what's the same about lhese two Rachael.
Rachael: They're all green and thefre the same size.
Teacher: Wellthey're just about the same size. Tell me why these went together?
Rachael: Cause they're the same colour.
Teacher: Same colour. Are they the same shape?
Rachael: [noddedi
Teacher: They are. What shape is thal?
Rachael: Round.
Teacher: Good girl. lfs a round shape and this one is a ...?
Rachael:

Round.

Teacher: lt's a round circle shape.
Sometimes the response was unexpected and unrelated to the intended task which here
was to labelsets with numeral or word cards.

Teacher

Lyle:

lturning to LylelWhat have you done?
Miss Gox! Miss cox! ltoudly and excitedlyll'vetound to't
finger over the 'w' in the word ,two'

and discovered,tof

Teachen

laxpressivelylClever boy! you have!
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lHe had put his

As these illustrations indicate, the teachers were attempting to create specific individual
teaching interactions within group instruction. They provided further opportunities for
capturing individual children's ideas, understanding and thinking. That these interactions
were relatively short may be explained by the fact that other children were involved.
Having them wait for long periods while the teacher worked with a single child could be
seen as poor management and, to that extent, unprofitable.
A further arca of interest was the potential of the two settings, namely group teaching
and individual teaching for the promotion of independent leaming opportunities. The data
on facilitative teacher behaviour from both types of interaction occurring in small group
teaching situations were combined and compared with teacher behaviour in one-to-one

exchanges in individual teaching. The results indicated a consistent quantity of facilitative
teaching acts in both situations and at each observation time (45o/o and 49% within all
small group teaching, and 55% and 51% in individuatteaching outside this setting).
These results demonstrated that while the teachers were able to work in ways that
allowed for facilitative teaching in two very different kinds ol settings more opportunities
were created in one-to-one interchanges.
The classroom environment functioned effectively to support this teaching. The
observations in these two classrooms were made at the acquisition stages of reading,
writing and mathematics which offer the greatest challenge to teachers. A common area
of concern is how to keep the remainder of the class purposefully engaged while the
teacher interacts with one child or with a small group of children. The findings reported
earlier on the quantity of child directed acts (Chapter Six) demonstrated that the teachers
were working towards having the children be as independent as possible. Children were
able to work effectively without teacher assistance. Thus, the teachers were freed to
provide the most appropriate leaming opportunities for children without the demands of
'\rvhat to do with the others?"

Overall, the results showed that these two teachers were able to combine group
practices with a considerable amount of individual teaching and they used both as
important aspects of the programme. The teachers appeared to optimize opportunities
for interacting with children. While most facilitative teaching occuned in individual
interactions, a considerable percentage emerged in group teaching. lndividual teaching
did not in this study appear to be in preparation for group instruction as Clay (198Sb) had
suggested. Nor was individual teaching seen as replacing small group teaching. Cazden
(1988b) had reported this as a view that she understood was being promulgated in New
Zealand schools at that time. ln this study both kinds of settings were apparenily valued
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in the teachers' programmes and used early in the children's schooling. A responsive
social context had been created in which a style of teaching that encompassed many
facilitative teaching acts prevailed.

Child directed acts in interaction types
Of interest were the opportunities that the different settings created for children's
independent learning. The quantity of child directed acts emerging in the four interaction
types is presented in Table 7.5. Almost half of the teacher-child interactions contained
chifd directed acts (this represented 31o/o af all episodes with child directed acts). The
most striking feature of these data was the relatively high percentage (more than one

third of all the instances at both observation times) of child directed acts that appeared in
the individual (one-to-one) interaction gpe.

Table 7.5
Parcentage of child directed acts in intdraction Wes at each observation time
Interaction type

Obseryation

tinB

Chlld directed acb

Individual (onetoone)

44.35

Individual in inbrmal group

24.r9

Individual in group teadring

8,87

n.8

Snnllgroup teadring

IndivkJual

(on+toone)

38.53

Individual in inbrmal group

fi.47

IndMdual in group teaching

12.06

Smallgroup teadring

n.s4

A lower but similar percentage of child directed acts occurred in both individual in
informal group interactions and in small group teaching. Fewer child directed acts
emerged in the individual in group teaching interaction. Surprisingly, the percentages
were similar for both observations for each interaction type.
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Clearly, individual encounters provided more opportunities for independent leaming in
the form of child directed acts than any other teacher-child interaction setting (illustrative
examples of child directed acts in such situations are in Chapter Five, pp.83 to 95). The
high percentage of child directed acts observed suggest that the extended nature of
many of these interactions with children provided the most profitable leaming experience
for advancing independent learning.
It was in one-to-one exchanges (and in the interactions in informal groups) that the skill

with which the teachers assisted individual children with tasks they were initially unable
to effect for themselves was most clearly observed. They were leading and encouraging
children to take increasing responsibility for their own actions. The emergence of a
relatively high percentage of child directed acts in these interaction types suggested that
a particular style of teaching in several different settings contributed to the promotion of
children's power and control over their own processing.
Not only were the teachers enabling children to reach forward to achieve at higher levels
but also they were exploring completely new ideas with a child. At other times they were
helping children to use what they already knew, or they were encouraging practice. The
assistance was offered in different ways across different tasks but, whatever the

curriculum area, teachers were actively supporting the children, seizing the appropriate
moment to offer guidance, encouragement, information, to demonstrate, or to help
correct mistakes.
Independent behaviour occurred in all curriculum areas, in many varied types of
episodes and across different pattems of organization. Yet because the behaviour was
ongoing and much of it set within an interactive style of teaching, the teacher and child
were frequently working together sharing a task. In such interactions the teachers were
often seen to be attempting to provide opportunities for the children to leam more about
how to leam. The opportunity created did not necessarily result in immediate evidence of
child directed acts. An exploratory attempt was made to trace back over the sequence of
teacher moves to see if any patterns prior to the emergence of a child directed act could
be identified. There were no clear indications of any consistent pattems. The teachers
seemed more to be promoting emerging strategies by interacting or teaching at particular
points, helping the children to build an efficient processing system (Clay, 1gg1a). Any
child directed acts that occurred may therefore be a reflection of the child's developing
processing abilig.
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TEACHER BEHAVIOUR: INDIVIDUAL SCHOOLS
The opportunities provided by the teachers in each school are reported first with regard
to the quantity of facilitative and otherteacher behaviour.

Facilitative teacher behaviour: individual schools
There was surprising consistency in the opportunities for promoting and supporting
independent leaming provided by both teachers. The percentages of facilitative teacher
behaviour for the teachers at both Kumin and Brunttee schools were very close at
Time 1. Even at Time 2 the difference was about ten percent (Table 7.6). There was a
similar pattem tor otherbehaviour although the percentage of this behaviour was much
lower.

Table 7.6
Percentage of facilitative and othar teacher behaviour across schools at each obseruation time
Teadrer behaviour
Observation

linp

School

Kumin

6271

37m

&undee

61.07

38.93

Kurnin

67.88

32.12

BrunUee

s8.47

41.53

This comparison showing the extent of and similarity in the facilitative behaviour of each
teacher supports the original nomination of these two teachers amongst those deemed
to be providing opportunities for independent leaming to occur and develop. Both were
creating a responsive environment and were directing their teaching towards assisting
children to be active, constructive learners. Neither teacher assumed a directive,
dominant role in the classroom. Interestingly, these findings for schools regarding
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facilitative teacher behaviour reflect the consistency observed between schools in the
overall incidence of child directed acts that emerged in episodes (see Table 6.7).

Categories of teacher behaviour: individual schoots
Table 7.7 shows how facilitative teacher behaviour was distributed across all categories
for each school. A feature of the data is that the two teachers provided different
opportunities for children in some of these categories. The greatest differences at both
observation times were in two categories. At Time 1 Miss Cox at Brunilee attended less
(13%) to assisting the children to be checking on themselves than did the Kumin teacher
Mrs Sengler (23o/"). At Time 2 there was lqss behaviour in each category for both
teachers, but a similar difference remained. On the other hand, in the category trying and
testing the situation was more or less reversed. The teacher at Kumin attended much
less to this category than did the Bruntlee teacher. At the second observation this
increased to a 19 percent difference between them.

Table 7.7
Percentage of facilitative teacher bahaviour in all catagories across schools at each obsaruation time

Obs.

School

Calegory

time
Showing

Checking

relationships

Trying &

Atlending to

lesting

erots

at Rehearsing &
diffiarltiss repeating

Working

Kumin

40.60

23.40

18.00

6.40

1.80

9.80

Brundee

41.55

13.03

30.35

1,63

2.U

11.00

Kurnin

45.72

19.90

15.59

4.47

2.88

11.$

Brunilee

u.47

8.38

35,34

4.66

1.82

15,34

Differences in three other categories were of interest. The Bruntlee teacher at Time 2
engaged in fess facilitative behaviour in the category showing relationships. Secondly,
whife there was a relatively small amount of such teacher behaviour in attending to errors
at the first observation at both schools, Mrs Sengler paid more aftention to helping the
children to notice and aftempt to solve some of their enors at Time 1. The opposite

occurred in rehearsing and repeating at Time 2 with Miss Cox facilitating more of these
behaviours.
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The differences in the opportunities the teachers provided in the checking and the trying
and testing categories may be explained, in part, by the different way the teachers
worked with the children. Mrs Sengler typically interacted individually with children about
the activities or constructions they were working on. This offered considerable
opportunity for helping them to check on their own processing and performance by
monitoring, comparing and confirming (p.1 0g).
As well, she placed emphasis on having children take responsibility for their own actions.
Thus, she created many opportunities likely to foster checking. Even when problems
arose over routine matters such as wasting paint or scribbling on the table with crayon
(other), she encouraged the children to think about appropriate action rather than to
correct or reprimand.

Teachen

You know, all that paint would have painted another caterpillar lor us. Now
wo've run out. [pause]Oh daar! llong pauselWell, hang these [paintlngs]
up to dry. Wash the brushes as well...You've gol good common sense. You
don't need to do silly things.

Teacher

Excuse me. Now I have a question to ask. Who did lhis? fpointing to the

cnyon scibbla on the table

-

no responsel Well, what are you going to do

about it? fpauselWell, you'll have to get it off somehow You'll have to work
out how to do it. lt's your problem.

On the other hand small group teaching (see Table 7.8)was often used in addition to
one-to-one interchanges by Miss Cox. She regularly worked with small groups when she
was introducing and reading new books with the children. They frequently were extended
teaching sessions (see Appendix 8.5). The way in which this situation allowed many
opportunities for assisting children to search and test out options, that is, trying and
testing, was discussed earlier in this chapter (p.151). The relatively high percentage of
behaviour observed in this category for the Bruntlee teacher suggested her intention was
to provide the opportunities for children to learn how to use searching strategies in order
to construct meaning in small group settings.

lnteraction types: individual schools
Similarities and differences in the kinds of opportunities the teachers were creating were
also observed within the interaction types. As in previous analyses, more facilitative than
other behaviour occurred in all types. Table 7.g shows the mean percentage of
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facilitative behaviour for each teacher in the two broad interaction groupings. Each
teacher had a preference for a different setting: Mrs Sengler at Kumin for the individual
setting and Miss Cox for group teaching. The greater difference between them was in the
combined individual interaction Vpes.
Table 7.8
Mean percentage of facititative teacher bahaviour in each school

School

Inlenaclion type

Combined indivirlual

Facilitative behaviour

Kumin

Smallgroup toaching

'15.21

&untee

30.03

Kumin

20.10

Brundee

n.74

This difference in the percentage of facilitative behaviour revealed in combined individual
interactions may be accounted for in the different style of interaction that each teacher
used with children. Both teachers engaged in conversations that worked from the
children's responses but Mrs Sengler at Kumin more frequently focussed her attention

on having the children think for themselves. She could be heard offering alternatives for
them to weigh up, encouraging them to make decisions alone, or helping them examine
the appropriateness of what they had done. Her questioning for a response was
persistent. Often she was working individually with one of the children in a group,
continuing the conversation and gently persuading the child to work through a problem
using his or her own resources. (ln the examples given // indicates cuts.)
Teacher: What's

happened to yours?

need lo get one more?

Anna:
Teacher:

ll

//

So what can you do to fix il?ll \Nhy do you

What can you tell me about four and two?

Four's older than two.
How do you know four is older than two?
it? You're doing good thinking.

ll

ll

How much more than three is

How much more than two is it?

//

How

could you make two say four?...

Frequently she would repeat a question when the child had not been able to respond to
it, sometimes two and even three times. On occasion she would rephrase the question
slightly but most often it would be a repetition of the same question.
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The Bruntlee teacher Miss Cox, also engaged in detailed conversations with the chitdren,
but in a different style. She appeared to work towards helping the children understand
ideas. She talked to them, in the sense of explaining things to them, often going over a
point or a direction for a task a number of times. There were often detailed explanations
of how the children might do things. She frequently asked the children to explain to her
what they were going to do or how they were going to do it. As well, she often elicited
these responses from the children in small steps seemingly helping them to gain greater
control over the tasks they were engaging in. Frequently statements were repeated and
then elaborated ending by drawing a full statement together, as a kind of summary, as in
this segment from a typical episode.
Teacher:

Have a look at the koala's legs.

//

You can't see the other one because

he's hanging on the tree. Why does the koala need such long claws?
Phillip:

Teachen

'Cause ses how high he can climb the tree.
To hang on. Right!They love climbing trees and they need sharp claws,
sharp strong claws to hold themsefues up there.

ll

I hope you ar€ going to

remember his fluffy ears, his sharp claws, his flutfy body, very fluffy body,
and the lrae.

ll

They love climbing trees with leaves, special leaves to eat.

Some interesting pattems emerged for each teacher in the data on facilitative teacher
behaviour in each of the individualgpe of interactions (Table 7.9).
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Table 7.9
Percentage of facilitative teacher behaviour in individual interaction types acrcss schools at each obseruation
tima
Teacfier behaviour

Interaclion typo

Obeerualion

School

Facililative

tima

IndiviJual (oneteone)

Kurnin

8.n

Individual in group teadling

10.48

Individual in inbnnal gmup

28.42

lndivilual (on+toone)

Brundes

37.60

Individual in group teadring

620

IndMdual in inbnnal group

11.57

Indivklual (oneteone)

Kurnin

a.25

Individual in goup teadring

5.00

lndMdual in inbrnal group

3521

Indivklual (oneloone)

Brundee

2723

Individual in group teadting

6.$

Indvidual in inbnnal gnoup

nn

Noticeable was the consistency across observations demonstrated by Mrs Sengler at
Kurnin in both one-to-one and informal group situations. More opportunities were created
in the latter setting at both times. On the other hand, three times as much facilitative
behaviour occurred in the one-to-one setting as in the informal group at the first
observation for Miss Cox. There was a change from Time 1 to Time 2 when a pattern
more like her colleague's was revealed. Finally, the lowest percentages of facilitative
behaviour for both teachers occurred in interactions embedded in small group teaching.
The difference in these pattems may be explained by what each teacher considered
important for assisting school beginners to move into this new leaming environment.
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Attention was drawn earlier to the particular features of their style of working. Miss Cox at
Bruntlee tended to emphasize understanding of the experience or the task to be carried
out, while Mrs Sengler appeared to have an expectation that even very young children
could be helped to attempt to think about and resolve the problems they met.
It is not surprising then that the Bruntlee teacher initially made more use of the one-toone situation to assist the children through cueing, linking and shaping the children's
responses. She did this while introducing them to, for example, the classifying, sorting

and seriation materials they would be working with in mathematics or when helping them
write stories. She worked with each child alone often drawing them away from others
nearby. The observation records showed that she kept retuming to individual children to
ensure each was able to engage in the task in hand and effectively helped each one if
necessary. For example, soon after Phillip began schoolthere was the following
exchange.
Teacher

llooking at Phillip's name which he had written

-

'P', 'h' (back to front), 'llipf

Just about forgot the 'i'. Where's the 'i'? lltaused then smiledlTell you what
Phillip.

Phillip:

Teachen

What?
Use this nice sharp pencil. lgot pencil out of the penciltinl Write your name
again on that line. lpointed to the folded line on the blank papefThink very

carefully. Like you wrote it this moming lor me.
Phillip:

Taacher
Phillip:

Teachen

lwrote'Pf
Good boy. There's the 'p'. Now what comes after the 'p'?

lwrote'h'l
Excef lent! And aftar

the 'h' comes? Don't worry about that. lthe edge of the

paper was curling upl You think. Think hard and remember.
Phillip:

Teachetl
Phillip:

Teachen

lwrote'if
Ahh! 'i'. I'm glad you remembered the'i'. Good boy!
lsmiledl Wrote 'llip'.
Won-der-ful! You've got it perfsct. That's exactly right Phillip! Excellent! You
can go and choose a stamp.

By the second observation she was fostering many more learning opportunities within
the informal group setting as well, and thus spending less time with individual children

alone, although when she did work with children one-to-one they tended to be extended
interactions (Appendix 8.3).
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The opportunities that the Kurnin teacher provided for facilitating children's independent
leaming were, as noted, made both with individuals in informal groups and alone at both
observation times. She interacted frequently with the children as they worked individually
and with others on their tasks and constructions. The 'developmental activities' that
began the day in that classroom meant that children were interacting socially and cooperatively on self-initiated tasks. During this period Mrs Sengler particularly used these,
as well as other opportunities during the day, to elicit responses, invite opinions and
extend the children's own ideas as this example shows.
Teacher

Now see if you can read me the colours that you think are warmer colours.

What colours make you leel warm Anna?
Anna:

Teacher
Anna:

My warm, warm ono, the very very warmest ona is red.
Mmm.

And my second one starts with the yellow and then ...|'ve forgotten the
name. lp oi n ti n g to onn gel

Teacher
Anna:

Teachen
Both children:

Teachen
Dana:

Teacher
Dana:

llaughaQWhal's it's name? Ask Dana if he knows.
Oh yeah! | remember... oh ...and orange.
Do any of the colours make you feel cold at all?
Yes.

Which colours are cold ones?
Umm...green.
Green does. Why does green make you feel cold?
Because it's a lake.

She appeared to value the children's contributions as she encouraged them to develop
leaming from their own resources. Many opportunities were informally created to talk and
work along with the children, assisting them to elrtend theirthinking and their leaming.

Taken together, these analyses of teacher behaviour in interactions indicated that,
overall, more facilitative behaviour was demonstrated ry the Kurnin teacher in individual
settings while for the teacher at Bruntlee it was in the small group teaching setting. In the
types of individual interactions the one-to-one exchanges were the dominant source for
the Bruntlee teacher at Time 1. The increase of facilitative behaviour by her in the
informal group setting at Time 2 matched the consistent, relatively even occurrence of
this behaviour in both these settings by the Kumin teacher across observations.
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TEACHER BEHAVIOUR: INDIV|DUAL CHTLDREN

Opportunities for independent learning for each child
The percentage of facilitative teacher behaviour that was directed towards individual
children varied across children and between schools (Table 7.10). This variation was true
for both teachers but more particularly for the Bruntlee teacher. There were differential
amounts of facilitative behaviour offered by the teachers according to their perception of
each child's needs.
A higher percentage of facilitative teacher moves were directed towards Lyle at Bruntlee
than to any other child. The way Miss Cox persisted with facilitative teaching in Lyle's
case (most particularly at Time 1) rather than focussing on his behaviour difficulties was
discussed earlier (p.132). The reduced level of facilitative teaching behaviour at Time 2
may be seen as a successful outcome of this earlier approach.

The relatively high percentage of facititative teacher behaviour directed at Rachael
during the second observation time appeared to arise out of the need to make up for her
relatively slow progress in constructing her own stories and engaging in early reading
tasks. Miss Cox was often observed working alongside her and guiding her efforts in
these areas at Time 2 (Appendix 8.1). Most of the other children at Bruntlee were
exposed to a somewhat similar level of facilitative opportunities, with the exception of
Nicky, particularly at the second observation time. This is consistent with the way Nicky
was engaging effectively with school leaming for herself. She worked intensively on
activities, testing out hypotheses, making links to new things and working at solving
problems (see p.1). Other children were working in similar ways, but Nicky was obserued
to work for a considerable proportion of each observation time without teacher help.
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Table 7.10
Parcentage of facilitativa teacher behaviour for aach child in each interaction type at each obseruation time
Obseryation time

1

1

2

2

Facililative behaviour

Kwnin
Anna

17.13

Adam

18.18

Benee

12.91

Toby

14.49

Phillip

12.06

Rachael

11.94

Lyle

26.00

Nidq

11.07

Anna

12j3

Adam

19.89

Renee

19.06

Toby

16.80

Phillip

14.29

Rachael

N26

Lyle

14.{I

Brundee

Kurnin

Brunllee

Nicky

9.45

It is interesting to note that while Phillip had had limited preschool experiences and
required considerable help with early literacy and mathematics leaming, Miss Cox did not
appear to be creating any additional opportunities for him at Time 2. This could have

been because she considered he needed to gain further control over what he was
already learning to do. Conversely, she may not have realized how limited his behaviours
were. Her close and continuous observation of the children make the former seem more
likely. No particular trends emerged at Kumin school indicating markedly different
aftention to individuals. The range of facilitative teaching acts across children was five
percent at Time 1 and seven percent at Time 2. Adam received most attention during
both observations. He needed considerable encouragement and support to enable him
to engage in the learning opportunities available in the classroom and these data affirm
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that assistance. When Renee started school at Time 1 she worked effectively at a variety
of tasks. As her competencies in literacy and mathematics learning increased Mrs
Sengler worked with her more often in these areas extending her learning. By Time 2
Anna was showing evidence of working in a similar way to Nicky, persisting with
problems by herself and often working at tasks without needing or requesting much
teacher help. Toby, similarly, worked steadily, calling for or receiving assistance as
appropriate.
With the exception of decisions made by Mrs Sengler with regard to Adam at Time 1, no
striking pafterns were identified in the facilitative teacher behaviour in each of the six
categories for individual children. Both teachers' behaviour was distributed unevenly
across the categories for all children suggesting that teaching was being tailored to
individual needs. At Time 2 almost all categories were used with all children. Adam was
initially given special attention by the Kumin teacher in two category areas apparently
because of what she perceived as limited preschool experiences. She spent by far the
greatest proportion of her teaching effort time helping him to see relationships at Time 1.
She also assisted him to check on his own actions. At Time 2 she was working with him
across all categories but particularly encouraging him to re-engage in familiar tasks for
practice and fluency in what he was learning to do.

Child directed acts in interaction types
In terms of the opportunities available to individual children for independent leaming,

exposure to different interactions in most cases provided different kinds of opportunities
for each of them. Table 7.11 shows the percentages of child directed acts that emerged
in each interaction type. The variation in the incidence of these acts in the four
interactions is striking. For some children, in some situations, no child directed acts
appeared (e.9. in small group teaching). For others, in the same interaction type, a high
percentage was recorded, such as for Lyle, at Time 1.

The percentages of child directed acts occurring across interaction types among children
at Kurnin School fluctuated from 0 percent to 26 percent. The range was even a little
wider (0-31o/o) at Bruntlee School. These high and low percentages of child directed acts
and those in between appeared in different types of interactions. For most children at
Kurnin School relatively few child directed acts emerged in individual interactions in
group teaching and, at Time 1, hardly any appeared in the group teaching setting. Toby's
high percentage in one-to-one interactions at Time 1 stands out among the child directed
acts occuning there.

173

Table 7.11
Percentage of child directad acts in interaction types for each child across schools at aach obseruation time
ChiH directed acts in intsraclion types
Obseryation

chiH

lime

lndividual

lndMdual

Individual

(onetoone)

ln group

in

leading

1

2

2

Smallgrroup

teading

gr0up

Kumin

Anna

16.36

3.&{

0.00

0.00

Adam
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The child directed acts emerging for individual children at Bruntlee were spread across
interactions with noticeable individual differences occuring in all but the individual
interactions embedded in group teaching. Interestingly, Lyle's very high percentage of
child directed acts occurs in two different interaction types at each observation.
The differences in the occurrence of child directed acts in interaction types may be
explained by a combination of the way in which each child responded to the
opportunities available in the situation and the kind of interactive teaching occurring.
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Some of the different learning experiences to which the children had access have
already been explored. They appear along with certain individual leamer characteristics
that have been described to account for much of the variation observed.

SUMMARY OF TEACHER BEHAVIOUR IN TEACHER.CHILD
INTERACTIONS
The data indicated that more facilitative lhan otherteaching acts occuned in both
schools in the interactive teaching style that was demonstrated in all aspects of the
cuniculum. Most facilitative behaviour occurred when the teachers were assisting the
children in individual teaching-learning situations supporting individual responses and
fostering and extending independence in leaming. A considerable percentage also
appeared when teachers were working with smallgroups of children guiding their
development and understanding of concepts and ideas.
Four categories, showing relationships, checking, trying and testing and rehearsing and
repeating, accounted forthe majority of facilitative teacher behaviour. At both

observations there was a high percentage of facilitative behaviour in the first two
categories as well as consistency of attention to rehearsing and repeating. A shift to less
facilitative teacher behaviour in the trying and testing category was observed at Time 2
as the children were encouraged to process more information for themselves. There
were low incidences of facilitative behaviour in the categories attending to errors and
woki ng at diffi culties.
While both teachens had a way of teaching that provided remarkably similar access for
children to facilitative behaviour, they carried out this intensive teaching in individualistic
ways. The Kumin teacher made more use of the individual interactions for facilitative
teaching in contrast to the teacher at Bruntlee, who used the group teaching situation
more extensively. Differences emerged between the two teachers in the amount of
facilitative behaviour appearing in some of the categories, in particular in checking and
trying and testing. The Kumin teacher assisted children extensively in the former
category while the Bruntlee teacher attended more to the latter.
Both teachers provided different opportunities for different children according to their
perception of each child's needs. The variation in facilitative teacher behaviour directed

towards individual children was marked at Bruntlee at both observations while at Kumin
the delivery of facilitative teaching was more consistent across children and
observations.
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CHAPTER EIGHT

.YOU LEARN BY TRYING TO
THINK IN YOUR HEAD'
Anna 5.3 years*

When five year old Anna was asked about the ways that she thought children like her
leamed things she seemed to be suggesting that learning came from what you thought
about in yourhead. Concern among many educators and educational researchers about
didactic instruction at all stages of primary school leads to suggestions that the attention
given to "over teaching" may limit the opportunities for children to engage in this kind of
self-generated, self-monitored and selFconstructed learning that five year old Anna
seems to know about. However, if the focus is solely on the child and the role of teaching
is underemphasized, opportunities for independent learning may be equally as limited.
ln this research three questions were posed to uncover the phenomenon of independent
leaming and the kind of teaching that facilitates such leaming. lt is now possible to say
something about the nature of the association between the active child as an
independent leamer in school and the role of the assisting adult.

INDEPENDENT LEARNING IN THE SCHOOL SETTING
Anna and the other children in this study were approaching much of their leaming
independently. They engaged in interesting, authentic tasks without requiring the teacher
to be working with them all of the time. Through active involvement they expanded their
own repertoires of leaming. In their attempts to understand and negotiate meanings in
individual ways, they were drawing on what they knew and controlled, working on
different kinds of information, thinking through what they were doing for themselves,
reaching and often checking their own solutions.

* Elrtract from informal interview in
answer to the queslion "How do you learn?"
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What difference does such independent learning make? While any inferences about the
value of independent learning for new entrants must be somewhat speculative, it
appears that there are both practical and theoretical reasons why "knowing how to
generate and direct the processes of learning..." (see p.3) early in school is of value.

Continuing learning
Children who are independent leamers can continue their leaming even when the
teacher is busy working with others. The children in this study were not dependent on an
adult for most of their actions. They did not require the teacher to consistently tell them
what to do or how to carry out each task. They proceeded using their own initiative,
requesting help only when the complexity of the task was beyond their present
capabilities. There was no pattem established of waiting for help, or of believing they
could not carry out the tasks. An expectation that children could operate independently
prevailed. By continuous encouragment to build on their own strengths and with support
for their efforts, a momentum was established and maintained. One could almost say
that the teachers required and expected children to engage in independent learning.
There were many instances of activities and interactions initiated by children, as well as
situations initiated by the teachers, that allowed for oppportunities for independent
leaming. Significantly, a considerable proportion of the tasks the children worked on
were open-ended. They constructed their own reponses (generating their own stories to
write) and created their own products (painting individual pictures) without constraints
imposed by the teacher or the task. They were not given preset activities where the
answers to problems were previously determined. Thus, the leaming opportunities they
had access to can be clearly distinguished from mere "busy work" (such as colouring in
geometric shapes on a worksheet). Pupils can work on tasks industriously and even
productively but such activity may not necessarily be "engaging children's minds" (Katz &

Chard, 1989). Access to learning experiences from across a wide-ranging curriculum,
pitched at a level that was neither too limiting nor too daunting, enabled the children in
this study to succeed in what they were doing, and to build a foundation that could
support their ongoing success as leamers (cf Clay, 1gg1b).
These findings stand in contrast to the limited opportunities for active constructive
leaming associated with the way teachers usually carry out instruction (Clark,1991;
Hughes,1989; Desforges & Cockbum,1987). Indeed, Clark suggested that most school
beginners learn to become dependent on the teachels judgement and permission. She
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identified rigid, fragmented timetables, inappropriate expectations of what children are
capable of, tasks that are neither sufficiently meaningful or challenging and a teacher
assuming responsibility for determining the conectness or acceptibilig of performance,
as reasons for this dependent state.

Extending learning
There is further value in independent learning. Knowing how to work at one's own
leaming characterizes a state of independence. lf engaging in independent leaming
means children are developing cognitive competencies that allows leaming to be "selfextending" (Clay, 1991a), it seems important. The clearest evidence of this concept is
provided by the way that Anna, as well as all the other children, approached varied tasks
with a problem solving frame of mind. They were also beginning to process information in
the course of their problem solving. This happened when they were reading novel texts,
conecting erors and solving numency problems for themselves. McNaughton (1985)
argued that active leaming by young children from problem solving can promote the
development of strategies and even increase effective independent leaming. Both Clay
(1991a) and McNaughton (1987) described the contribution of self-conection (selfregulation of performance) to independent leaming for children in their first year of
school. Successful beginning readers in their studies were spontaneously noticing and
correcting their own mistakes. This kind of behaviour observed in reading acquisition was
already emerging in the behaviour of these children, not only in reading but across all
curriculum areas.
Bruner (1960) adds a further dimension. The advantage of independent leaming he
claimed, is that it not only allows children to extend their leaming but it allows them to
leam more easily as learning continues. A key aspect is the efficienry inherent in it. As
the activity is the child's own the child is likely not only to be learning but also to be
generalizing such selFregulation processes. The opportunities the children in this study
had, through tasks initiated both by them and by their teachers, to link items and ideas,
check on what they had done, work on and look for different ways of solving various
kinds of problems, allowed them to build a simple network of strategies and to develop a
growing ability to apply these strategies effectively. Thus, Anna and her peers could be
expected to be generating and managing new leaming by their own efforts, allowing
future learning to proceed more easily.
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This research provides refinement of a process that has figured prominently in the
theories and the research of developmental psychologists and others from Piaget (1977),
Bruner (1973) and Vygotsky (1978), through to Cazden (1991), Clay (1991a), Rogoff
(1990) and Wood (1988). There is evidence from these classroom settings of children
working on their own learning. The children appeared to be controlling some aspects of
the underlying processes by monitoring, organizing and expanding ideas of different
forms and complexity, allactivities integralto effective learning (Resnick,1989). This is a
particularly significant issue if it is child activity of this kind, supported by a teacher acting
in particular ways, that provides a basis lor developing independent leaming.
The identification and description of "qualiry" one-to-one interactions with an "adult
expert" are a particular feature of this study. We now focus on ways that independent
leaming was supported and enhanced by particular teacher activity.

THE ROLE OF ACTIVE TEACHERS
Creating contexts for leaming in which children are operating for some of the time as
independent leamers who are gradually assuming increasing control over their leaming
means "more not less competence on the part of teachers" (Glynn, 1984, p. 17). The
ways this competence is manifested is centralto understanding the teacher's role in
promoting independent learning. lt is important if any clear distinctions are to be made
between instruction as commonly defined and assisting children to engage in
independent learning, that a number of general points are raised about aspects of the
facilitation processes.

Responsiveness to children
Clear images of how teachers perceived children as learners emerge from the examples
in this research. Each child seemed to be following a personal agenda determined in part
by background factors exclusive to that child, and the teachers took their cues for
attempts at facilitative behaviour from that. The teachers were involved in helping to meld
curriculum goals through children's agendas, by the contexts they created. They showed
an adaptability to new children with different backgrounds, and deftness in their
responses to individual leamers. There was encouragement for children to use their

initiative combined with the sure knowledge that the teacher would be available to
support that initiative and unlikely to compromise it by taking over. The teacherc showed

179

a respect for the child's ability to achieve personal goals. Both of them had developed a
way of reacting to the child's responses to leaming with openness. The ambience that
was established encouraged children to participate freely and to approach the teachers
readily.

The teachers were creating within the classroom a flexible environment in which they
were "disceming observers of children trying to leam and of the learning process" (cf
Clay, 1991a). Working from the child's present actions and responding to very different
starting points, they acknowledged and sought to make use of what each individual child
knew and did. They were judged to be closely observing how children were responding,
by listening carefully to what they were saying, and watching how they went about
different curriculum tasks, trying to gain insights into their thinking and levels of
understanding. Both appeared to have a common set of goals to be achieved with
school beginners but carried these out with individual interpretations and style.
The nature of the responsiveness of the two teachers reflected a compatabilig with the
child's interests, knowledge and point of view. This mutual understanding achieved
between people in communication has been referred to as "intersubjectivity" by
Trevarthen (1974 ) and others. Establishing intercubjectivity is an essential starting point
in promoting effective learning for through shared understanding children can internalize
and construct their own understandings (McNaughton,1991b; Rogoff, 1gg0).
The shared activity observed was reflective of a significantly different kind of relationship
between teacher and child with regard to knowledge and understanding than has been
portrayed in many classrooms (Chapter Two). lt was the kind of responsiveness that
allowed all the children to develop as independent learners and for one of the target
children to nearly catch up with the rest of the group after having been well behind at the
start. This finding appears to add support to the position held by Clay (1991a),
McNaughton (1991a) and Wood ('l9BB), that teaching contingent on children's responses
and reflecting shared understandings helps children to build a processing system that
allows them to direct their own processes of leaming.

Effective individual teaching in classrooms
Ongoing monitoring of children's progress provided a foundation for the teachers'
decisions to help each child move in appropriate directions. They had to make
judgements about what they would do with a child's initiated activity, using their skills in
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organizing the enthusiasm that each child brought or developed. They were making split
second decisions choosing the facilitative style suited to individual children yet still
consistent with the curriculum requirements of the whole class of new entrants.
As they interacted with individual children in various situations they were looking for
opportunities to help each child to find relationships in information, ideas or objects
("How do you know if they belong or not?"). They were getting them to monitor their own
actions and responses where they saw the need for that ("How can you check?"). As
appropriate, they were encouraging children to be trying and testing, to actively search
and check hypotheses in their early attempts to engage in literacy, numeracy, nature and
socialstudies, art and craft ("Read it again and see what you need"). Sometimes the
teachers were drawing the leamers'attention to errors that arose from their own
performance, helping them to identify and deal constructively with these mismatches by
using them to remind the children about what they had already done and knew ("Have a
look here"). When difficulties arose from the activities they were engaged in children
were assisted to actively work at overcoming these ("Let's think why that doesn't work
first'). Teachers also encouraged rehearsing of what were judged to be emergent
behaviours, ('Write this part now"), and repeating certain activities to help the children to
get better at them ("Choose your favourite book to read again").
While the two teachers were interpreted as having a similar general idea of how new
entrant children should be worked with, they were observed at times to foster the
leaming and understanding of children in different ways. For example, a style of
questioning used by one coaxed the children to think as much as possible for
themselves by turning things back to them for further reflection, getting them to elaborate
and extend their responses, and asking for reasons while acknowledging her emphasis
to them (You're doing good thinking"). A variation in style of questioning and comment
developed by the other teacher focussed at times on helping the children understand
concepts and ideas by eliciting responses with leading questions. Prompting them to
make links with everyday experiences was combined with explaining and summarising
how things worked, and with possible reasons for what was happening ("They're sad
because their baby bird died").
The data confirms that both teachers showed differential treatment of each new entrant
at each observation. In addition, changes between observations for individuals arose at
least in part from teachers' perceptions of individual needs. The increase in the amount
of child directed acts that brought some individuals from a relatively low to an average or
above average level of performance between observations is evidence of the
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effectiveness of a learning environment in which each teacher played a key role in
creating opportunities that fostered independent learning. While it could be possible that
some of the changes might be accounted for merely as a function of time, regardless of
teacher behaviour, this would seem unlikely to be the sole explanation. The responsive
approach by sensitive teachers in intensive teaching encounters which focussed on the
needs of leamers was deemed to be critical for fostering independent leaming.
Direct and obvious connections between specific examples of what is here called
teachers'facilitative behaviour and examples of a child's independent learning (child
directed acts) were not able to be identified on any consistent basis by transcript
analysis. The relationship between teacher behaviour and a child's response might best
be described as a symbiotic one. Teachers'facilitative teaching moves set the tone for
independent behaviour and it was to that tone that children most often responded rather
than to a particular teaching act (see Chapter Seven for illustrative examples). One of
the implications of this finding for inservice work is that there are unlikely to be any
particular forms, or set sequences, or pattems of words, or questions, that will be
effective in fostering independent leaming. Based on the evidence of this study two
important prerequisites are effective management skills and what are here called
systems factors.

Managing the classroom environment
A sharpened awareness of the importance of the teachers' organization and
management skills emerges from these observations, The teachers had created and
sustained an environment to enhance the opportunities children had for independent
leaming. These opportunities occured through a style of teaching incorporating
facilitative moves in one-to-one teaching interactions and small group teaching, and in
the way the settings were aranged and operated to allow opportunities for the children
to work on their own for a considerable proportion of the time.
Several levels of management were involved. While there was variation in the two
classrooms both were prepared and operated in a way that acknowtedged the presence
of a wide range of leamers with different needs. Children had access to a diversity of
tasks and materials that spanned all curriculum areas and provided a wide range of
experiences (Appendix A.7). They could and were specifically encouraged to engage in
activities that allowed them to build on their current competencies such as reading
increasingly difficult short books matched to their current level of ability, and, from the
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first week of school, creating their own stories in writing. The many tasks and activities
available provided opportunities for developing children's current knowledge and
understanding. They often involved new concepts, such as when working with
mathematics equipment (e.9., scales), or watching and talking about how snails move.
The kind of literacy, numeracy, social and natural science and constructive activities
offered, allowed and in various ways directed, encouraged and persuaded children to
look for links between things, to monitor, to problem solve on meaningful tasks, to work
on fixing up errors and to practise familiar tasks.

These teachers had a responsiblilty for children's leaming in each curriculum area and
goals which had to be achieved. This was not perceived as a rigid, predetermined set of
skills that had to be mastered. The teachers were not constrained by a cuniculum
dominated by workbooks or "ditto" sheets. Nor did publishers dicate the teaching
programme by the materials they offered. Rather, the two teachers fostered the

development of skills and strategies through access to a diversity of activities that
allowed for open-ended responses by each child. They did this within a responsive
conte)d in which they arranged for frequent access to individual children in different
organizational situations; one-to-one settings, informal groupings or small group
teaching. The range of opportunities available in these settings appeared to maximise
different children's attempts to be independent.

Systems factors
Effective individual teaching of new entrant children in a setting where the composition
(in terms of numbers and length of time at school) of the class is changing often and
where the nature and level of the preschool experiences of each new entrant class
member differs, seems difficult to contemplate for some educators. Critics of the
difficulties that arose in the U.K. over the implementation of the Plowden Report (1967)
suggest that focussing on individual child needs proved at that time to be very difficult if
not impossible in the U.K. primary school classroom. This difficulty was also experienced
by teachers in other countries (Chapter Two).

The generation of a number of child directed acts signifying independent leaming in both
observation periods for both schools suggests that there may be factors conducive to
this phenomenon at least among good teachers of new entrants in Auckland primary
schools. One of these factor:s discussed earlier is common to all primary schools in New
Zealand (Chapter Four). Each child has a right to enter primary education on or near his
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or her fifth birthday. There are therefore theoretically about 200 (40 weeks x 5 days)
different entry points lor individual children throughout the school year. New Zealand
teachers appear to have become used to organizing and managing new entrant classes
to provide individual attention for children who are obviously different in a number of
ways. Those who do it well provide opportunities for individual children to practise the
skills and use the knowledge they bring with them while working alone or in the company
of other children, with their teacher acting in ways that suggest they have the different
needs and circumstances of each child in mind. That situation is well illustrated in the
data from this study. A further influence in New Zealand schools may be the impact of
attention to individual children in Reading Recovery, a daily, individual tutorial
programme designed for six year olds finding early literacy leaming troublesome. As a
system intervention, it has operated in schools nationally since 1983, supplementary to
classroom programmes. Most teachers would have some awareness of the effectiveness
of individual teaching in this context.
Associated wlth the practical situations regarding school entry and possible influence of
an early intervention programme appears to be a philosophy or set of attitudes that may
have something to do with the range of altemative means the teachers saw for
encouraging independent learning. The relative consistency of the teaching sgles of
these two teachers when facilitating independent leaming could reflect a common set of
attitudes about, and general procedures for encouraging, independent acts in children.
The differences they showed may reflect a flexibility associated with a self-confidence
that allowed for teacher/child differences in background and in ways of responding to
each other. There were, however, insufficient data across a wide enough sample of
children to allow for any valid conclusions about reasons for similarities and differences
between teachers. Interviews with the teachers might have provided useful data on this
matter.

AN INTERACTIVE VIEW OF TEACHING AND LEARNING
The conceptualization of independent learning in this study was developed from a
general theory of active leamers assisted by active teacherc. The independent leaming
emerging early in school involved a child constructing learning through his or her own
endeavours and a particular kind of involvement of a teacher as facilitator who was
supporting and focussing aspects of the child's activity.
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A different way of teaching
A way of teaching emerges from this research that has features which distinguish it from
instruction as commonly defined. lt is not instruction in either sense referred to by Katz
and Chard (1989). They distinguish the term direct (didactic) instruction, which applies to
whole class or ability groups, from the term systematic instruction, defined as "an
approach to teaching individual children a progression of intenelated subskills"(p.10).
Both these kinds of instruction are likely to arise from and follow the teache/s
predetermined agenda.
The teaching observed in this study is best described as representing an interactive view
of teaching and learning. The view of the child as a constructive leamer is integrated with
the role of the assisting adult, in this instance, a classroom teacher. In the tradition of
Vygotsky and Bruner, the children moved from being supported to participate just
beyond their present competence, to internalize activities shared with the teacher, and,
as a result, to advance their capabilities for independently managing problem solving.
The main thrust is that of assisting children to get ahead in each curriculum area
predominantly, but not solely, by their own actions. Parallels can be drawn with what has
been observed in Reading Recovery (Clay, 1993b) for children experiencing difficulty in
early literary leaming. ln that programme, while children are active in constructing their
action systems the teacher plays a very active role in assisting learning. An important
difference is that in the present study the interdependence of child and teacher activity
was achieved in different settings with classes of children.

The nature of facilitative interactions
A number of steps particular to the kind of individual interactions in this study can be
identified:

(a)

the teacher provides a sefting in which each child's response provides clues to his
or her current status in a particular cuniculum area

(b)

the teacher explores this status further to verify the initial judgement

(c)

conversation arises out of an individual task initiated by the teacher or child
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(d)

questions, statements or actions in 'shared activity" between child and teacher
relate to the task being carried out, or solving the problems being met, with the
teacher working from the child's responses.

The interactions had the following in common but with a different emphasis on particular
elements at various times. The teachers were encouraging children to reflect on what
they had done and to try to finish, or think back to what they did yesterday, the other day,
or before that. They helped children to remember a bit of knowledge, or to compare it
with what they knew. Often they asked open questions that stimulated thinking or
reflection, or left the child free to think. They used leading questions, that is, asked with a
hint of the answer in the question. Sometimes they were asking for reasons for
responses or decisions to check hypotheses. They encouraged listening to what the
teacher said or articulated (e.9., slowly saying a word to write); gave stronger and
stronger hints about how to complete a task; or asked them to watch (e.9., writing a
difficult word). They consistently praised accomplishments and acknowledged
appropriate responses. They attended to form (detail) by showing a letter or pattern in
mathematics or, after asking children to try something, pointing out when it was wrong.
They helped find what was needed; a word or letter, or some missing part of a pattern.
And all the time, they were making judgements about the kind of teaching,
encouragement, or level of independence an individual could handle or needed.
The effectiveness of this graduated assistance stemming from shared activity with an
active interacting expert, described as scaffolding, was confirmed in the study by Wood,
Bruner and Ross (1976). What is important in this kind of interaction is that the teacher
has to anticipate what the child might find difficult or not understand and tailor her
intervention accordingly (but of course she risks developing or inducing dependence

because of an ill-timed or unnecessary intervention). with the child's growing
competence, scaffolding requires continual revisions. As Palincsar(1986) pointed out,
the support provided not only has to be regulated but also has to be provisional.
There are important differences between the kinds of help that can take place within the
concept of scaffolding. Two levels of assistance, in the form of facilitative behaviour, can
be identified in the interactions observed in this study. The first was the way teachers
assisted with particular tasks (such as helping children to leam to write their name
correctly or tie shoelaces) in order for the child to be able to eventually carry out that
particular task alone. The second was at a different level. lt concerned the way teachers
helped children acquire and develop early literacy and numerary strategies (for example,
guiding and supporting them while they were composing and writing stories; or
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questioning them while they were using equipment to develop understanding of
mathematical concepts). The first example focusses on working towards helping a child
to eventually complete a specific task on his or her own. The second example has much
wider implications. lt is concemed with facilitating the development of ongoing
processing. Teachers were "activating problem solving in the child" (Wood, 1989, p.60)
thus helping children to reach levels of competence higher than they would have been
able to alone. ln arguing that the concept of the zone of proximal development is
considerably more important theoretically than the notion of scaffolding, Wood highlights
the importance of the leamer not only carrying out a task but gaining an inner network of
strategies, that allows for the generation of new learning. lt seems important to
distinguish between what is being achieved when discussing scaffolded instruction and
to note its limitations in accounting for the inner network of strategies.
Teaching in interactions where the teacher finds out and makes a judgement about the
level of knowledge that the child brings and checks it with the knowledge that is required
to see what needs to be done, is different from teaching which follows a teachefs
prespecified agenda. lt could be argued that the more teaching follows the child's
agenda the more appropriate it should be for that child's leaming. lt could however be
uneconomic in terms of learning if the behaviours teachers fostered were not promoting
'Valid and useful" early leaming strategies.
An approach to teaching that appears to facilitate independent learning has been
illustrated by two classroom teachers who had worked out how to do this in different
ways, guided by their knowledge and understanding of children and leaming. An
interesting question is why did these New Zealand teachers work in these ways with
children without having studied Vygotsky's concept of the zone of proximal development
or Brune/s notion of scaffolding? This question is one for future investigation since one
of the limitations of this study was that the teachers were not interviewed about their
views of teaching and the theoretical assumptions from which they were working.
Further, there were no discussions with the teachers about their reaction to, and
interpretation of, the observation records of the interactions or examples of children's
independent learning. Such reflection by the teachers would be likely to provide insights
into their teaching practice, and also perhaps, deepen their conceptions of it.
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IMPLICATIONS FOR FUTURE RESEARCH
Observation techniques have been successful in the study of interaction (and other
areas) in identifying stable phenomena (Bakeman & Gottman, 1986). Pattems have
been discovered leading to plausible and testable explanations for the observed
phenomena. Critics of this methodology claim that the effort to get objective evidence
means that only those readily defined, easily observable behaviouls are recorded. lt is
also claimed that many behaviours which are definable by teachers in the overall
classroom situation are very difficult to analyse down to the discrete level required for
observing. A further criticism is that there is a weakness in the methodology for although
there might be a gain in accuracy in the objective collection of data by these methods,
the interpretation of these data may be difficult.
The present study attempted to overcome these criticisms by adopting a definition of
independent learning based on practice and theory. Working from this definition, child
directed acts and facilitative teacher actions associated with such activity were identified.
These originated in part from an analysis of the research literature that ranged from what
was represented as a widespread concem about didactic instruction in primary schools,
to more specific studies by developmental psychologists on the nature of children's
leaming prior to and then as new entrants to primary education. The concepts and ideas
about independent leaming that contributed to the theoretical underpinning of this
research were supplemented and defined by obseruation prior to the commencement of
the study in new entrant classrooms where there was evidence of a kind of teaching and
learning discussed in the literature.
Both a quantitative and qualitative approach to the data were used. The overall nature
and details of the child directed acts and interactions were illustrated by numerous

examples from the observation records (Chapters Five, Six and Seven). In an attempt to
overcome some of the problems inherent in the percentage agreement statistics
commonly used for observational research, inter-observer agreement was coded using
Cohen's kappa, an agreement statistic that corrects for chance (Bakeman & Gottman,
1986).

This research provides insights into the phenomenon of independent learning and
associated facilitative teacher behaviours in new entrant classrooms. The appeal of
independent learning is that it may influence children's opportunities to be successful
leamers in the sense of developing an inner network of strategies that allows for the
generation of new learning. To establish the validity of any claims for the desirability of
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independent learning there is a need for comparative studies with high quality didactic
instruction, to test out the relationship of such teaching styles to leaming outcomes,
Further, comparative studies are needed that analyse the classroom practice of a larger
number of new entrant teachers to compare the incidence (if any) of independent
leaming in their classrooms with the two in this study, and to examine the nature of the
organization and management procedures used to facilitate this kind of learning. Such a
study would need to include a larger sample of school beginners to observe the range of
differences among children entering school. lt is possible that a wider variety of
behaviours associated with such learning may be exhibited as children leam more from
their own and from teacher behaviour about how to learn for themselves. Thus,
describing change over time for particular children and for children of different ages
would increase understanding of the phenomenon.
It would be of interest to undertake further indepth explorations of teacher-child

interactions across a wider group of teachers involving different age groups. The kind of
questions that teachers are asking as they create opportunities for children to contribute
to their own learning and the way they respond to the children's initiatives have been
described in this research. They provide some guidance on the kind of interactions that
occurred and what teachers were doing. Do other teachers work in this way? lf so, how
have they developed this style of teaching? Of special interest in investigating a greater
number of teaching-learning interactions would be study of the kind of encouragement
(or praise) used by teachers. Tharp and Gallimore (1988) claim that initially a "rich diet of
teacher praise" (p. 32) is necessary to assist young children to develop new relationships
among functions. lt appeared from the observations in this research that these two
teachers used a maximum of encouragement as they worked alongside children, not
only for successful learning encounters but also for children's problem solving attempts.
Uncovering if possible, whether this is a critical variable in the facilitation of independent
learning may throw further light on how best to foster children's self-learning.
At the beginning of this research an intervention phase was proposed. lt became
obvious from the pilot study that a search to uncover the phenomenon of independent
leaming and associated facilitative teacher actions was a demanding task in itself. lt
became the sole focus of the investigation. Now it would be possible to carry out an
intervention study. This should allow teachers to effectively test the effects of such
leaming in early schooling . lf teachers are able to better arrange to work with children in
order to create increased opportunities for them to learn how to learn, they need to have
a reason or a theoretical basis for making particular teaching decisions. They need to
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know how children can learn and how they can further their own learning. lf these
essential characteristics and processes involved in such learning are identified and
explained, it would allow teachers and researchers to work through to a theoretical basis
for independent leaming and facilitative teaching.
This study offers a beginning. The detail of the teacher-child interactions creates a vivid
impression of what children and teachers were doing. These teachers did not follow a
specific set of rules or procedures. Nor did they carry out their teaching in the same way
although the outcomes were similar. Thus, the study is not providing other teachers with
a structure to follow, but examples they can test against their own experience and seting
and reflect upon their relevance as they set up environments for new entrant children.

A Maori saying introduced the study:
Nau te rourou Naku te rourou Ka ngawari aki ngamahi
With your expertise and mine the task will be easier.

These words capture the essence of what occurred in these two classrooms. Learning
came from the collaborative efforts of teacher and child, for the independent leaming
observed to occur so early in schooling was the outcome of the activity of the child and
the activity of the teacher. An important task for both researcher and practitioner is to
search for greater understanding of the nature and the effects of children's independent
leaming, and the interactive teaching that may promote and support it, to test out the
long term usefulness of the notion and then to explore the ways it might be enhanced.
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APPENDIX A.1
FIELD OBSERVATION RECORD SHEET
EPISODE

START

SETT|NG123456

END

chitd

Classification
Child Location

_

Materials

Date

APPENDIX A.2

Type of episodes of activity with starting and ending moves
Type of episode

End

Starting move

Ghlld lnltlated actlvlty

A

choics

open ended
afl the aclivities available in

|1

lhe

I

Teacher gives open ended choice

to ctrild

environment
I You can go and choose
i) lo class
B limited choics
I ii) to indivldual child
a limited range ol activities available to | 2 Child sr,lece
choosefrom
I U purpsefulongagsment
(i.e., 3 or less)
in an aclivity
|
ii) incidental engagement in an
C choice fiom activiliEs which the
activity (e.g., as passing by)
teacher has specifically suggested
(i.e., usually related to a theme or unit
of inleresl)

|3

I

4

activity

Child chutgos to new
ol own volition
ii) after suggestion by the leacher
by another
Peer initiated
Target child accepts invitation lo join

i)

I
I
I
I
|
|
|

or I

child

|

in I
aclivity
I
i) ve6al
ii) nonvedal
I
5 Vicuious
I
Observalion of anolher child engaged
in an activity
I
|
|
|
|
an

7he actvity is nmplated when:
the largot child mov€s lo a different
task
the type ol episo& changes
(i.t., lo interaction) [not to be confused
with a l€mponry chanp - the activity
continuel

*y

another child intenupts the aclivity and
il is not compleled
ttre larg€t child is unable to complete

lhe task successfully and gives up

I

other children leave the aclivity so
target child ceases invohement

I

Teacher Inlilsted

D

acuvlty

indirect elemenl of choice
(i.e.,
e.9., you can wrile a
(no topic

invofued | 6

unspecified)
story

|
|

provided)

E assigned'open'

|

scared I
|
F assigned'limited'
|
e.g., read this book; thread the beads; |
e.9., draw what nnkes you

copy under my

story

|

7

interuene

specific)
t go lo lhe library

|

work in the malhs area

Teacher setsa specilb activify

i)
'.
'

ii)

'.
.

opan

make a zoo for these animals
draw a trEe in spring
road hom book box
limiled
read lhis book
fill in this pan€m
do this printing card

Incldental actlvlty

G

accidentalactivity I Oubtde

chance or
6.9., an outsider brings something
the

classroom

into

Other
O

no learning activity

involved

e.9., playing with shoe, wailing, tidying
up, wandering around aimlessly

(non+pisode)

I
I

I
I
I
I
I

phytime, lunchtime or homelinp

Teacher assigns an actvity (non'

.

|

the leacher calls for the class to stop
(excluding a brief interruption)

I

D

starb
a visilor initiales an activity

e.9., maybe you can draw a police
car
an accident occurs
e.S. spilt blue and yellow painl
Otoduces greon
paint a farm

-

child decides to

scheduled observation tinB isovet

APPENDIX A.3

Type of teacher-child episodes with starting and ending moves
Type of episode

End

Starting move

Teacher stail

I

lndividuaf

(l)

|1

Tacher (verbal)

.
.

Let me help you
Como now please

Teadtar

.
I

a

fndividual in gnoup
(embedded:

E)

teaching
group
Gp)

|2
|
|
IS
|

(nonveftal)

Teacher directs attention to targpt child
tn group teaching

l

Individual in inlornul
(addilional parlicipanl(s):

An intenclnn is concluded when:

I

the teacher is drawn away or leaves
and does nol relum

he tarset child moves awaY

child
(vebal: nonverbal)
Teacher to nonts,rge,t child
(verbal : nonverbal)
fiiis move responded lo by target
chil{
lll Smaflgroup teaching: child present but I a Teacher seb up the group
teachar does not originate participation |
wilh child individually (GpT)
(sae E below)
|

f

|

Beckons child to her

Teacher to

brget

|
I
I
I
|
I
|
|

there is no response lo the initialion
the type of episode changes
another child intenupts and lhe
inlerchange coases
the leacher calls for tho class to stop
(excluding a brief intenuption)

phytime, lunchtime or hometime
inlervene
scheduled observailon tinB is over

Chlld stsrt

lV.

V
Vl

Individual

|

(0

lndividuaf in gnoup
(embedded:

E)

|5

teaching

|
I
I

(veba0

Child
I need to write c-ooking

.

|
|

|
|
' Picks up book lo read to teacher I
' Approaches targel child
Child

(nonverbal)

informalgroup | 6 Odtu child (verbal)
Gp)
| . Look al my cut-ups (lo target child)

lndividuaf in
(additional participant(s):

Oher child (nonvubal)
poinls lo book
(Ihis move reEonded to by largel

r

child)

thele has been no conversation for
more than 15 seconds
in group leaching the teacher tums
hom Arget child lo group or anolher
child

APPENDIX A.4
Ty pe of peer interaction episodes with starting and ending moves
Type of episode

Chlld

I

f

f

stlrt

Target child

individual

Olher child
individual

intEraction:

interaction:

parlicipant(s)
other child

Target chifd

addtional

lll

other child

-

targel child

End

Starting move

interaction:

|

1

I

Child (verbal)

|

ls this Bamaby?

Child (nonvertul)

.

|

|2

gives child a puzde

Child (verbal)

. Can lwork hers?
Child (nonvertul)
. shares a library book

|
3

Other child to dillerent
(varbal)

.

Come and work on lhis

wilh us

Oher child to dilferent

.

child

|
|
|

An interaction is nncluded when:

|
I

$e target

building I

child

(nonverful)

beckons child over
(Move responded to verbally
nonverbally by target child or

I

|
or I
not I

the leacher is drawn away ot laaves
and does nol relum
c-hild moves away

there is no response to lhe initialion
ttre type of episode changes

anolher child inlenupts and the
interchangs csasss

here has been no conversation for
more thanlS seconds

rcsponded lo)

lV Other clrild - target child
inferaction
additional participant(s)

|
|
| 4 Otru child (verbal)
you a lid?
| . Shall I make
(nonvarbal)

|
|
|
Otlnr child
|
. Shows wriling work lo peer
(Move responded lo verbally or
I
nonverbally by other child or not
responded lo)

the teacher calls for the class to stop
(excluding a briel interruplion)
playlime, lunchtima or hometime
intervene
scheduled observation tinn is over

APPENDIX A.5

ORGANISATIONAL SETTINGS

@DE

where lhe teacher and target child are working/talking together with no
olhers involved (e.g., the teacher calls a ciild over to tralk lo her; works
with a chiH on a task such as writing a story: or comes to sae a child's

Teachor-child alone

(on*lo+ne)

work)

where the tuget child is wo*ing completely alone on an activity separale
from other children (e.9., painting a picture, reading a book alone)

Child wofting alom

c

Individualwhhin an

i)

inlomal group setting

simila task to olhers

whare a hrget child is engaged in individual activity wilhin a group s€lling
undertaking the same kind of task (e.9., writing own slory with others
writing theh 0vn stories)

ii)

individualtask

where the child is engaged in individual activity within a group setling bul
in a different trask (e.9., reading a book when peers are drawing)

Smallgroup leac-fring

where the teacher has galhered a small group together for group
inslruclion

lncidental

i) leacher anangod (e.9., the leacher calls a taryet child over to her while
she is working with olhers; or, lhe leacher sugg€sts a targsl child sil neat
her)

ii) casual (e.g,, a target child provides some help for a conslruction as he
goes by; or offers the spelling of a word etc. or intenupts)

APPENDIX 4.6
CLASSIFICATION OF GURRICULUM AREAS

Choosing time; Developmental period; Theme based activities

.
.
.
.
r
'
.

scianca
nature

strdl

social studies
heallh

dama
music

lileracl & numeracy activiliee

Reading and language

Mathemalics

Written language
(story wdling)

Art, craft, construction, sewing

APPENDIX A.7
RANGE OF TASKS

-

magnelic lellers etc.

1

Alphabet activilies

2

Building blocks, Lego

3

Carpenlry

4

Colowing in

5

Construcling

6

Cooking

7

Cutting andor Pasting

I
I

Dance/ movemenl, outdoor games, skipping

Dnwing

t0

Experimenting

11

Fantasy - role playing

12

Gardening

13

Homefuea

14

Lislening

15

Making

16

Mathematics activity

17

Manipulaling/matching/sorting

18

Modelling

19

Nalurc Study

n

Painling

21

Playing musical instrurnntJsinging

n

Prinling (form)

23

Puppetry

24

-

to lap€, record, using a lislening post

(craft)-

-

box modelling, collage

-

using equipmenl classified as malhs (including jigsaws)
cards, puzzles (excluding malhs equipment)

clay, dough, plasticine

Reading

a
b
c

material from inslruclional prognmme

ratedal from book comer (library) etc. or own writing
activity combining reading and wdting

25

Sand exploralion

26

Science

27

Sewing

-

planels etc.

n
a

Talking

30

Vehicle phy (cars, trains)

3l

Viewing

n

Water exploration

33

Wriling

Shopping

a
b

u

-

c

-

-

oral inlerchange (no matedals, equiprnnt)

overhead proieclor, slides, filnslrip, video

crealivo (using words elc.)
explotatory (using letters only)
name

Other

e.9., being taught how lo tie shoelacos, taking shoes off, throwing dough, waiting lor teacher, wandering alound,
lidying up.

APPENDIX 8.1
EXAMPLES OF CODED TEACHER BEHAVIOUR

(See Ghapter Five for code)

Facilitative and other teacher moves
[The teacher was helping Rachaelwrite a story on a piece of paper to go with the picture she had
dnwn. lt was about snails - an outcome of watching live snails in science. The story (sentence) had
been composed aloud. Rachaelhad witten the'.1

Teacher.' lreadlThe /s/... larticulated first letter of the next word snatlsl | (3)

Rachael; Snake.
Teacher: Snails. [pausel Snails. lsaid very slowlfl | (4) What...? I (3)
Rachael: Snails. lwrote's'l
Teacher: Good girl. You did the's'. | (3) Pass

me your pencil. l (0)

Rachael; [Does so]
Teacher; Snails | (3) [says word slowly. Picks up a piece of papefl Now, you've
af ready got the 's' there haven't you, so you'll start. ..lwites hl | (6)
Rachael.' 'H'

Teacher: 'N'it is. l(4)
Rachael: 'N'[repeafs]
Teacher; lwrites

rest of word 'snails'

on the paper tor Rachael to wite, saying slowlyll

(6)

Rachael: lwites word into her storyl
Teacher.' You read what you've written. I (5)

Rachael: lreads)The snails.
Teacher: Right. The snails... | (6) lpausel'. keep going... the snails ... lpausel | (3)
Rachael:

1s...

Teacher: The snails... is... I (3)
Rachaef: lwites'is' in her storll
Teacher: The snail is...? | (31lteacher reads
Rachael: Hiding.[smiles]

snail for snailsl

Teacher: Hiding. [says slowtyl Hiding's going to start with? Hiding [says word slowly
stressing lhe hl I (3)
Rachael: 'H'
Teacher: Good girll [sounds surprisedlYou write it down. | (3) Leave a space. | (3)
Rachael: lwrites hl I don't know what comes next.
Teacher: I'll show you. | (6) [rvnfes word while explainingl. After the 'h' comes 'i', then
'd', then'ing', hiding. | (6) You've already got the'h'. | (6)

Rachaef: lcopies the word in to her story but wites 'hibingl
Teacher: lreadslThe snail is hiding ...? l(3) lignores errofl
Rachaef: ln.lwites'inf
Teacher:

[readsJ The snail...

l(6) You read it, love. l(6)

Rachael: lreadsl The snail is hiding in ... [/ooks at teacher and smilesl
Teacher: lwarfs] Come on. Hurry up! l(0] ItaughslThe bell's rung! | (0) Uaughs againl
lreadslThe snait is hiding in...lpausel in what?
In...? | (3)

Rachael: Bushes.
Teacher:

In the bushes. Right. ln bushes? In bushes. All right. I (3) Bushes is going to

start with? Bushes lsays word slowly stressing
bushes. Bushes. | (3)

the'bf bushes. | (3) You say

Rachael: [smles]
Teacher: lwites'busheslThere we are. | (6) Bushes starts with a'b'. I (3)
Rachael: llaughs delightedlyl
Teacher: llaughs a/sol Bushes. There we are. t (6) Don't forget to leave a space. | (3)
Rachael: lcopies 'bushes' into her storyl There! lputs a fullstopl
Teacher: llooks at Rachael's worfi Oh good! | (6) The fullstop too! | (3) Read the
whole thing now, Rachael. | (6)

Rachaef: lread and pointedlThe snail is hiding

in the bushes.

Teacher: Good girl. | (6) The snail ... 1(6) When you come back inside, when you
come in from ptay | (0) you can get the paste and paste that on there, like
that. | (0) [shows child where to put story on her picturS

Rachael: Yeah.
Teacher: 'Cause I won't have time to staple it. | (0) You paste it yourself. | (0)

Other teacher moves
Examples of behaviour coded as othersometimes comprised allthe teacher moves in an interaction
as follows.

lThe children were drawing pictures with crayon ready to cover with dye.l

Teacher: Excuse me. | (0) Now I have a question to ask. | (0) Who did this? lpointing
to the crayon scribble on the tablel | (0) [no responselWell, what are you
going to do about it? l(0) [pausing]Wellyou'll have to get it off somehow.
You'll have to work out how to do it. lt's your problem. I (0)

Amber: Yes it is Mrs Sengler. lnoddingl

Mhile painting segments of a caterpillafs body to use to act out a play the children had wasted
paint by painting on the newspaper on the table.J

Teacher: You know, all that paint would have painted another one for us. | (0) Now
we've run out. [pausesJ Oh dear! | (0) Uong pausel. We'll hang these
[paintingsl up to dry. | (0) Wash the brushes as well. I (0)

Renee: Yes, Mrs Sengler.
Teacher: You've got good common sense. You don't need to do silly things. | (0)

APPENDIX 8.2
EXAMPLE OF EXTENDED ACTIVITY EPISODE

This activity episode lasted for the full ten minute observation.
The child's reading is recorded. The text is in brackets where it differs.

lLyle's reading group had been sent off to read by themselves. They were choosing books from the
boxes of familiar books in the library area fbooks that had been introduced and read previously].
Lyle had selected five books which he put on the spare chair beside him.l

Lyle:

lopened the Nursery Rhyme BoofiYeah! That's the one laloud to himself
as he tumed the first pages over. He tumed back to the beginning and
began reading aloufl
One two three four five,

Once I caught a fish alive.
Six seven eight nine ten,

Then I let it go again.
Why did you let it go?
'Cause he (it) bit my finger so.
Which little finger did he (it) bite?
This little finger on my right.
Hal Ha! Serves you right!
Don't you know that fish can bite?
lclosed book, put it down and picked up "The Lazy Pig'and began readingl
The Lazy Pig
The lazy (sun) pig (is) oh! oops!
freread correding enors i.e., self correction, SQ

The sun is up.
Wake up! Wake upl
said the sun
early in the moming.
Cock-a-doodle do
Cock-a- doodle do
Wake up W... (said) said [SG] the cock
early in the moming.
Moo (l) | [SC] am up said the cow.
Moo moo lam up.
I am up (asleep) said the pig. [pause]

lto researchef
I don't know that word. lpaused, began reading againl
I don't know that word. What does that word say?

I am up (asleep) said the pig.

The lazy pig.
Breakfast said the farm. (farmer)
Gome to breakast.

Wake up

luy

pig. Here I come.

I am up. I am up.

said the lazy pig.
lam hungry.
lclosed book and put it downl
lpicked up "On a Chaif; began readingl
On a chair
On a chair
Lookl
Where?
Over therel

One little monkey
Sitting (on) a chair.
Lookl
Where?
Over there!

Two little [pause] monkeys
Sitting (on) a chair.
Lookl

Where?

Overtherel
Three little monkeys
On (off) a (the) chair
lpaused, rereaQ
On (off) a (the) chair
On (off) lwent back further and rereadl
Three little monkeys
On, up on (off) the chair
lcouldn't sort it out, sighed and closed the bool{
lpicked up "The Monsters'

Paffi

lread aloufl
The Monsters'Party
What can this liftle monster do?
ft can pfay (sing) llong pausel
That's what it can do.

Ahhl [smfiing] | know thatt

What can this llttle monster do?
It can dance.
That's what it can do.
What can this little monster do?
It can fly.

That's what it can do.
What can I do
I can't play (sing).
I can't dance.
I can't fly.

But (-) | can jump in the jelly

like a kangaroo
That's what I can do.
lclosed book and put it down with athudl
lpicked up "Dan the Flying Mano, read the title aloudl
Dan the Flying Manlpointing accuratelfl

lbegan reading the

texl

Dan (l am) Dan

the flying man.
Catch me, catch me
lf you canl
Over a house
And over a crane,
Over a bridge
And over a train,
Over flowers,
Over trees,

Over mountains,
Over seas,
I am Dan
the flying man.
Catch me, catch me
lf you can.
Allof (the)the [Sq people
ran and ran.

They caught Dan
the flying man.
lay back on the cushions that were in the library area;
lstopped reading
Iooked back in the box; got out "Sticking Plastef and "Sing a Song of

-

Sixpencel

lsfadd b

read ?sltldslng'Flastefl

Sfilcklng Pfasler lpofniing

PetEr is going

to the shop
for Mother;
Look Feterl
Loolc,where
yorl are goingl
Look where
arp (!rou) you (are] golngt

Ohl oht,ohlr
Peter,io up.

Peterls crylng
and erylng.

Peterls (went) home
to Moffier,
I am hloeding

said Peler'
Oh Peter said ilother,.,

End of 10:mlnu,te eplsoda

aowlratdyl

APPENDIX 8.3
EXAMPLE OF EXTENDED TEACHER.CHILD INTERACTION EPISODE:
READING

Complete interactions are provided to illustrate the amount of sustained child behaviour and the type
and length of interactions that occurred.

[The teacher had just compteted taking a group reading lesson using'The Bear Family'. They had
discussed and read the book together with her. She then gave out a book to each child and asked
them to read it by themsetves. The teacher was sitting beside Toby listening to him read while the
other children read nearby (i.e., first reading of a new book).1

Toby:

lbegan reading by himselfl
Here is Father Bear.

Text.'

Here is Father Bear.

Toby:

Mother Here [SC"] is Mother Bear.

Text:

Here is Mother Bear.

Toby:

Bill...

Text:

Here...

Teacher: Ooh! ls that

Toby:

lshook heafl Bill...

Text:
Teacher:

Bill?

Here is Bill Bear.

No, start from this place. fitointed to beginning of sentencel

Toby:

Here is Bill Bear.

TexU

Here is BillBear.

Teacher: Rightl

Toby:

Peter Here [SQ is Peter Bear.

Text; Here is Peter Bear.
Toby: Sally, Ooh! Here [SQ is Sally Bear.
Text:
Toby:

Here is Sally Bear.

Text.'

Here is Baby Bear.

Here Oh! Here is Baby Bear.

Toby: lread from ight to leffl Here is...

Text;

Bill Bear is here.

Toby:

ls here, ooh, here
Bill Bear is here.
lread ight to

Teacher:

lefi

Hang on! Stad this way.

[pointed to teft hand side of pagel
Toby:

Umm [reao]
Bill Bear is here.

Text..

Bill Bear is here.

Teacher:

Who ls this?

Toby:

Baby Bear is here.

Text;

Peter Bear is here.

Teacher:
Toby:
Teacher:
Toby:
Teacher:
Toby:
Teacher:
Toby:

What's his name?

lno responsel
Peter.

This isn't a long storyl
Nol it's notl
This is easyl
Way you go then.

lreadl Here Father [Sq Bear is here.

Text.'

Father Bear is here.

Toby:

Mother Bear is here.

Text.'

Mother Bear is here.

Toby:

Uhhl Mother Bear is here.

Text;
Teacher:
Toby:

Bill Bear is here.

What was his name? Can you remember his name?

lreafl Bill Bear is here.

Text;

Bill Bear is here.

Toby:

Baby Bear is here.

Text;

Peter Bear is here.

Teacher:

Uhl Uhl What's his name?

Toby:

Oh! Peter. Iread cotectlyl
Peter Bear is here.

Text;

Peter Bear is here.

Toby:

Sally Bear is here.

Tefi; Sally Bear is here.
Toby:

Baby Bear is here.

Text;

Baby Bear is here.
[end of the storyl

Toby:
Teacher:

lclosed the booll
lsmiled and leffl

* SC self conected own error spontaneously.
=

APPENDIX 8.4
EXAMPLE OF EXTENDED TEACHER.CHILD INTERAGTION EPISODE:
MATHEMATICS

lAnna was engaged in a mathematix activity. She was making sets of four with counterc and

labetling them with numeral cards. The teacher was moving around the small group of children
working with each one in tum individually.l

Teacher: Anna, can you think of anything about four?

Anna:

Yes. Umm... because...

Teacher: Now where's yourfouf Does that say touf? llooking at the

Anna: Yes.lltointing

set of threel

to the numeralcard underneathf

Teacher: That says four, yes. Have you got the right number of counters?

Anna:

Umm I've got..-Oh! llooked surprisedl

Teacher: What's happened to yours? fsmilingl

Anna:

I haven't got enough.

Teacher: So what can you do to fix it?

Anna:

Get one more.

Teacher: All right. Why do you need to get one more?

Anna:

Because it...

lanother chid Med to interrupt and respondl

Teacher: lshook fingefl Aaaah! Anna's little problem.

Anna:

Because umm... because there's ...

Teacher: Right. What can you think about toufl ftausel What can you tell me about
four and two?

Anna:

Because four's older than two.

Teacher: Over than two or did you say older?

Anna:

Older. lfirmlyl

Teacher: Fou/s older than two! [smiledl
Teacher: How much more than two is it?
You're doing good thinking. Good girl. How much more is it than two?

Anna:

Because it has two, umm, counters.

Teacher: Mmmm... lnoddedl

Anna:

And four has four counters.

Teachen Oltay, Qan you mate two?

Ann*:
Tsadler:,

ldrd spl
How ean you ffi'd(e-, that

@,

ilow @n you make that two say four?

Wnardo:You havetodo?

Ann*

Ytru,have

b do thie. tgsl Wo mu,rfrersl

Toachen How rnany, dras did you get?

Anna;

_kdnen
Anna:

Trys.

Thats dght.
danergirll

Go-od glrl. r$o you had to get tlvo more to make

lsmtled br,6NM

itsay four. VeV

APPENDIX 8.5
EXAMPLE OF SMALL GROUP TEACHING EPISODE:
INTRODUCTION TO A NEW BOOK

Teacher:

Chorus:

Teacher:

This one is about Cuckoo. lteacher held up book so children could seel
Cuckoos...are very naughty birds. Cuckoos are VERY bad birds. Do you
know why?
Why? Why?
Cuckoos don't look after their babies. fread title] Cuckoo in the Nest.
Cuckoos don't look...Wait, lchildren wanted to reafl wait, wait wait wait.
They don't look after their babies. They lay their eggs and they just fly away!
you're talking. Here's the cuckoo.
And they leave them. Be quiet Nicola
The lazy cuckool lpointed to picture on coverl She zoomed down there into

-

their little nest. This nest belongs to Mother and Father bird. Lazy old
cuckoo has flown down there, laid her great big egg in the nest and just gone away. And we all know that mother birds have to sit on top of eggs.
We know they have to sit on top of eggs to keep them...
Chorus:

Warm.

Teacher:

Warm.

Bob:

Teacher:

Father birds have to get food.
Get the food. Right. The father birds have to get the food and they sit on
them sometimes too. They have tums! But here's alazy cuckoo. She's not
she's not a good mother.Would your
even going to look after her babies

mother do that?
Chorus:

Teacher:
Chorus:

Teacher:

Chorus:

Teacher:
Chorus:

Teacher:

-

No.

Would your mother fly away and leave you for someone else to look after?
No.

Nooool Never, never, never. You always know the cuckoo'cause it's much
bigger. Much bigger than mother bird. lholding up picture in boofi
lopened book - pausedl
Here is... No!... Mother...

You can read...
Bird.

Here is Mother bird. Why do you think she's flying away?... Why do you
think she's going... That's her own little egg. lpointingl Why do you think
she's flying off? She's flying off to?... lpausel Well, she has to go and get

she can't just sit on
some food sometimes... She can't just sit on the nest
the nest all of the time and eat nothing. She's got to go off and find...

-

Toni:

'Cause the cuckoo's coming.

Teacher: No, she doesn't know the cuckoo's coming. She doesn't know the cuckoo's
coming at all. She's going off because she needs food. When your mum
needs food she goes to the supermarket. When ba.. mother bird needs food
she goes and looks around for...

Nadine: Worms. lsoftlyi
Teacher: Caterpillars and worms and beetles! All those sorts of things. Right, would
anyone like to read this page?

'f:::,#: :ff:"i";r'r';: i"'
Lyle:

e

atte n ti o n a l I

th

ro u s h th e a b ov e

lput hand upl

Teacher: Right Lyle.

Lyle:

[readl Here is Mother Bird. Mother bird is hungry.

Teacher: Good! She's hungry. That's why she's going off. She's hungry! She wants to
go off and get the food. And while she's gone who comes?

Sarah: ltrying

to read texd Here is...

Teacher: You read it on your own. [fo child]Here comes... lreadl

Lyle:

Cuckool

Teacher: Cuckoo. l'll write cuckoo up here. lwrote word on blackboardllchild looking
closely at blackboardl

Teacher: lf I want to write cuckoo how will I start it? Cuckoo. C..uckoo. What shall

I

use?

Ghorus: lincluding Lylel'C' lsaying letter namel
Teacher: 'C', right 'c'.lwrote cuckool Cuckoo. Starts with a ...?

Chorus:

'C'

Teacher: Can you tell me any other word you know that starts with'c'?
Nadine: Cat.
Teacher: Good girl Nicky. lwrote cat upl And also...?

Matua:

Come.

Teacher: 'Come'. Good boy. 'Come' is the one I was thinking about. [wrote'come1
[read and pointed to words slowlyl 'Cuckoo, cat, come'. Say them with me.
Teacfrer&

chorus: [including lyle] Cuckoo, cat, come. Right. ltumed back to the boolfl{ere
comes...

Chorus:

Cuckoo.

Teacher: Guckoo. Oh, oh! What's that cuckoo going to do?

Lyle:

Going to lay an egg.

Teacher: Thats exactly what she's doing.She's sitting on the nest and she's...laying
the egg. I'll read it to you. lteacher readlOuckoo is on the nest. Cuckoo is
laying an...[pausel

Matua:

Egg.

Teacher: An egg. Cuckoo is laying an egg.[Lyle watching Teacher closely while
readingl

Lyle:

Here comes... Cuckoo...

Teacher: Who comes? Look at the picture.
Teacher&cfprus: Here comes Mother bird. Here comes Father bird.lLyle joined in from
'Mothef onwadsl

Teacher: Now I want to ask you something.

Do you think they know the cuckoo's

been in putting an egg in their nest.

Chorus: Yeah,

Not

Teacher: What willthey do about it?

Lyle:

Put it out.

Teacher: l'll tell you what they're going to do...

Time [episo de conti nuefl

APPENDIX 8,6
TASKS FOR CODER AGREEMENT
CHILD BEHAVIOUR

lnstructions for Coders
TASK ONE

ldentifying episodes with child directed acts
Each written transcript of a ten minute observation sample is divided into episodes which form the
unit of analysis. Episodes are clearly defined by heading slips that contain identifying information,
conseculive numbering, that is 1, 2, etc. and by a black dividing line. (The exception is continuous
episodes which are marked continuation and are identified by the original episode number.)

Nonepisodes are indicated by vertical broken lines and are marked nonepisode. The coders will be
identifying episodes that contain directed acts from those that do not.

Procedure
1.

For each episode identify from the heading slip the classification of the task (classification) and
the materials being used (materials). Study the photograph if one is available.

2.

Read each numbered episode from the beginning (including the introductory statement) taking
into account the preceding episodes (unless it is the start of an Observation Sample) and any
field notes recorded in the right hand margin. Using the six categories of child directed acts
identify any instance of child behaviour which has any of the identifying features of any
category. This will be known as a child directed act. (Take careful account of "continued'
episodes.) As soon as one example of behaviour is identified as a child directed act indicate
this on the Agreement Sheet CDA in Episodes (Appendix B.8) for that episode (i.e., Yes). Move
immediately to the next episode. (lt is not necessary to continue to read this episode. One child
directed act is sufficient identification.) lf there are no instances of behaviour in the whole
episode that fit any of the categories of child directed acts mark the Agreement Sheet
accordingly (i.e., No). Move on to the next episode. Proceed as above.

TASK TWO

Coding behaviours into categories of child directed acts
Instances of behaviour (child moves) in activities or interactions that contained identifying features
indicating a child directed act will form the unit of analysis. The unit is indicated by underlining. The
coders willtherefore be categorizing identified child directed acts into one of the six distinct
categories.

The temporal sequence
Any child directed act will need to be categorized in relation to the complete transcript up to the point
where the unit of analysis begins. The context of occunence involves the situations in which the
behaviours occur and the order in which they happen. While these contexts themselves will not all
be specifically categorized it is important they be taken into account in order for the coder to be able
to interpret the behaviours within the ongoing situation. The advantage of having sustained
observed data over a period of time should be capitalised on to recreate as much of the context of
occurrence as possible.

Procedure
Child directed acts: within activities

1.

tdentify the target child. Study the photograph if available. Read the transcript from the
beginning identifying each new episode (identified with numberals 1, 2 etc.) and the
classification of the activity (e.g., sewing, mathematics), up to the point where the first marked
instances of behaviour occur.

2.

Taking into account the preceding activities and interactions categorize all the underlined child
behaviour according to one of the six categories of child directed acts. (Note that the instances
of behaviours in activities tend to be fairly long descriptions.) Flecord on the Agreement Sheet:
Categorizing CDAs (Appendix B.9).

3.

ln an episode there may be more than one set of underlined behaviour identified as a child
directed act. Each one is identified in alphabetic sequence (upper case letters). They should be
categorized separately with all preceding context taken into account.

Child directed acts: within interactions

1.

As for 1. above (omitting the photograph).

2.

Taking into account the preceding activities and interactions, paying particular attention to the
dialogue in the interaction, categorize the underlined behaviour according to one of the six

categodes of ehild dlrocted acts, {The instanres of behaviour in interactions tend t@ be one or
more biiel veruat suaternents, thepfore lherc,ls much lss behaviour to be mtegorked ftan in
asfivifiesJ

O.

there ls msre than sne set ofi behaviottr indicating a child dfreEted act eaOh One is
identlfted by alphaberio,sequ€nee (l.orrtrcrcaSe fetters) and should be categortzed:separately,
wiill all prrcding context tak€n irts murfr.

11y;16n

APPENDIX 8.7
TASKS FOR CODER AGREEMENT TEACHER BEHAVIOUR

lnstructions for Coders
TASK ONE

Recordi ng types of teacher-child interactions
Each episode of teacher-child interaction identified in the written record of the ten minute behaviour
observation sample is one unit of analysis. These episodes are clearly marked. They are headed
with an identification slip that includes details about the child, setting, type of interaction, etc(See Appendix A.5.)

The episodes of teacher-child interactions were coded into two types with subgroups. These were
classified by the first coding scheme. The coders will be identifying teacher-child episodes of
interaction for analysis that have been coded as:

(a)

individual interactions (one-to-one situations with the teacher and a target child alone) (l)

(b) individual interactions in small group teaching (one-to-one

interactions with a target child

embedded within small group teaching) (E)

(c)

individual interactions in an informal group (interactions occurring when the teacher is
interacting in an informal situation with a target child and other children) (Gp)

(d)

small group teaching (interactions occurring in situations initiated by the teacher for group
instruction without specific attention to a target child) (Gp T).
(See Appendix A.3)

Procedure

1.

ldentify the first teacher-child interaction from the heading slip.

2.

Record the details of the episode on the form (Analysis of Teacher Behaviour: Appendix 8.10)

a)

ten minute observation sample code

b)

episode number

c)

classification of episode (according to the types detailed above).

Note for coders:
A one-to-one interaction with a target child may occur within an episode classified as group teaching as
described above. Embedded interactions are recorded on a new line. The continued recording of the
group teaching interaction starts on a new line and is marked "continued". More than one embedded
interaction may occur in an episode of group teaching.

Task Two is carried out concurrently.

TASK TWO

Coding teacher moves
Teacher behaviour described as teaching moves will form one unit of analysis. Each teacher tum in
the interaction will be analysed according to moves. A move may consist of a single word, a part of a
sentence, a sentence or a series of remarks. The boundaries between teacher moves are defined
by a shift from one idea or part idea to another. (See Chapter Five, p.97.) The end of a move is
indicated by a vertical line.

The intention is to identify facilitative teacher moves which may promote and support independent
leaming. Moves which relate to creating opportunities that could assist the child by focussing on the
kinds of behaviours included in the six categories of independent learning will be coded as
facilitative teacher moves. All remaining teacher moves will be coded as olfierteacher moves. (See
Chapter Five, p.96.)
The question to ask is "ls the teacher move focussed on behaviour (processing, thinking or action)
related to one of the six categories?" In the following example the teaching involves two categories
of behaviour.
storybook was being introduced to a small group of chitdren. They were subsequenily going to
read it alone. The teacher hetd the |ittle book up so att dtildren could see the pictures.l

IA

tittle

Teacher: What does Bill like to play? | (3)

Marcel:

He likes to play soccer because he's got soccer boots.

Teacher: Yes he has. Indeed. I (1)

Toby:
Kim:

No! He's going to play rugby!

Look at...

Teacher: Oh! Rugbyl | (l) How do you know it is rugby? | (1)

Toby:

Course it's rugby, because thatball is on the ground. lltointing to the oval
rugby ballin the picturel

Teacher: Okay! | (11lsmilingl...
Each teacher move in the above interaction fits one or more of the six categories of facilitative

teacher behaviour.

Procedure

1.

Read as much of the prior record as is required to obtain information about the context related
to the interaction. Study the photograph if one is available.

2.

Study the first teacher moves marked. Either code it into a category (i.e., facilitative behaviour)
by placing the category numeral into a circle on the Analysis of Teacher Behaviour form
Appendix 8.10 or, if the move does not fit a category (i.e., other behaviour) place an 0 in the
circte. Each circle will indicate a teacher move). Continue analysing and recording each move in

sequence.

g.

lf a child directed act has been recorded in the interaction indicate where it began with c. lf
unrelated to the teacher move, place an o above the c. lf the child directed act continued
indicate with an anow

-)

Move on to the next teacher-child interaction. Proceed from Task One as above.

Details for coders

1.

All questions, statements, comments and nonvefial behaviour are included in the coding.

2.

lmmediate repetitions are coded as part of the original move.

3.

The categodes cover alt behaviour that occurs within the classroom so may include behaviour
not related to academic matters.

4.

The teacher behaviour in a ten minute observation sample is identified within the child's
observation. A new sheet is used for every observation sample.

APPENDIX 8.8
Agreement Sheet
CDA in Episodes
Coder
Date

Occunene

Occunence
Episode

Yes

No

Episode

Child/School
Obsewation

Date
Child/School
Obseruation

Sanple

Sarple

Date

Yee lb

APPENDIX 8.9
Agreement Sheet
Categorising CDAs
Coder
Date .

CDA

Date

ChildSchool
Ohseruation
Sarnple

CDA

Category

Date
Child/School
Observation
Sample

Category

APPENDIX B.1O
Analysis of teacher behaviour

obs

Day

-

I

E

Gp
Gp

APPENDIX C.l
Assessments on entry to school (5.0) for four studies

ConcepbAbout LotH
ldontificalf,on
Print

lVtfiing
VocabulatY

724

15.48

2.19

6.75

13.6e

L13

ifdlaughhnandKaai'90 8.06

15.19

lfi

18.13

.|75

qay'85
(te72)
NaHgr'85
(n=1q

(n=16)

Walson'93

8:53

(ft4)

APPENDIX C.2

Assessments atter three months at school (5.3) for two studies

Wrfing
ConoopbAbout Letter
ldentificalion Vocabuluy
Print
llakler 85

Wod
T€st

13.06

A%

9'06

4fi

13.38

ca.66

'11.00

338

(tt=16)

Watson'9{l

(n4)

APPENDIX C.3
Assessment results at entry and after three months for each school

School

Oberyalion
lime

Average
agp

Concepr

Letbr

Wriling

/rbout Print

ldentificalion

Vocabulary

Record of
Orall:trSrage

Kumh

I

5.0

950

26.76

1.50

2125

Brunilee

1

50

715

9.50

2.00

15.75

Kurnin

5.3

't215

3625

825

%15

Brunilee

5.3

14.00

31.50

13.75

2:t5

APPENDIX C.4

Range of scores across assessment results at entry and after
three months for each school

School

Obseryation

lirB

Avenge

Concepb

Letter

Wdtng

agg

About Pdnl

ldenlificalion

Vocabulary

Recod of
OralLangtago

Kumin

5.0

2-14

Gtl2

s3

4.31

Brundee

5.0

&15

s31

05

6,2.

Kumin

5.3

916

4-51

G19

6-36

&untee

5.3

11-19

r$45

+2

1G31

APPEND]X C.5

Test

Agm

reults

at entry and after three months for all children

ConcepE

Letbr

UVritng

I$out Print

ldenllficalion

Vocabulay

50

5.3

5.0

5.S

5.0

5.3

Recodol
OdLan$tage

5.0

53

Kumh

15

19s,

00

56

319

31 S

3t

Rorpe

14

1S

Toby

10

t6

21 e,
04
4t 48
a.
51

29

Phillp

411

015

04

610

Radrad

612

5A

214

Lyla

614

2CI

115

15

31

5?2.

14n
n31
n3t

Anna
Adam

12

16

23

35

Bnndeo

Nidry

19

45

APPENDIX C.6

percentage of all episodes in each curriculum area with child dlrected acts
Cunirulum Area

Observalion Clroodnglfum/
Ttpmobsd
lirn

Epirode
typo

Wdtbn

Roa&tg

brguaga

Mcrafr/
oonstuclbn

actvilic

2,fi

20s

1l.s)

0.00

0.00

1

6.85

8.56

6.16

0.00

0.00

1

1027

925

4.45

0.00

0.m

13.$/

18.O2

8.30

4.45

1.01

Tmdrerdtildinteraclion 2

526

to.sl

12.55

s24

0.61

Pe€rinbraclbn

9.92

7.19

4fi

q20

020

Teacherdrild
P€or

inleraclion

inbracli,on

2

