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ABSTRACT 
   

 

 

 Text production is rapidly evolving because of digital communication technologies 

and multimodal forms of text. Yet within the current Australian Early Years of schooling 

context, educators are observing Governments publicly fixating on high-stakes tests to 

show national writing achievements. Early years educators are feeling pressured to teach 

and tick off predetermined literacy knowledges and skills, which is predominately via 

paper-based means. The epistemological assumption is that learners’ knowledge of how to 

produce text develops through a standardised paper-based ideology. Text production risks 

losing its focus on multimodality unless educators can carefully craft pedagogies to thwart 

a standardised conception of what it means for learners to produce text.  

 

 The research study utilised design-based research (DBR) in an exploratory case 

study of an Early Years classroom to explore the potentials of a new organic literacy 

pedagogical approach named LAUNCH on fourteen learners between five and six years-

old as text producers. The study took place in an Australian Brisbane-based Preparatory 

classroom, over a four-week timeframe, in Term 2 of the 2017 school year. Qualitative 

data of video and audio recordings, cogenerative dialogues, and multimodal artefacts 

captured shifting knowledge structures, relationships, and pedagogical choices relating to 

learners’ text production. 

 

 Basil Bernstein’s (1996, 2000) sociology of curriculum, pedagogy, and evaluation 

acted as the research study’s theoretical foundation. Analytic tools of classification and 

framing were utilised to explore and understand the theoretical and practical 

operationalisation of Bernstein’s message systems of curriculum, pedagogy, and 

evaluation during LAUNCH. Analytic work revealed the manner in which curriculum 
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decisions, educator/learner hierarchical relations, and crafted pedagogic practices infused 

learners’ identities as text producers. Findings suggest that crossing the pedagogic midline, 

a new theoretical term, described learners’ production of texts in different forms, for 

different purposes, and communicated in different ways. Such pedagogic movement 

provided opportunities for learners to produce oral, print, visual, and digital texts, and 

disrupt standardised paper-based conceptions of text production in the Early Years of 

formal schooling. 
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1.1 CHAPTER INTRODUCTION 

 
 
 
 

We pride ourselves in developing the kind of educational experience that inspires 
students to dream big. Our students are not just attending classes; they are 
learning to become leaders. Our teachers are not just imparting information; they 
are empowering students to become critical thinkers, coherent writers, and 
confident speakers. Our principals are not just managing staff; they are creating 
the most joyfully rigorous schoolhouses imaginable. As a community, we are 
building a cathedral of learning. (“A Letter from Shelley Harwayne | Harlem 
Village Academies”, 2016) 
 

  

 As a prominent education leader in the United States of America, and co-founder of 

the Progressive Education Institute at Harlem Village Academies, Shelley Harwayne’s 

message is mighty; educators take delight in utilising pedagogies to enable learners to 

develop identities as flourishing literacy learners. However, what is not well defined is how 

such an educational experience might be actualised, particularly at a time when early 

academics in policy and curriculum are affecting the Early Years of formal schooling in 

Australia. At its most general, this dissertation moves beyond Harwayne’s inspiring 

declarations, and presents an exploration of organic literacy pedagogies within an 

Australian Early Years Preparatory classroom. By way of explanation, I use the term organic 

literacy pedagogies to mean pedagogical practices which influence literacy learning 

through text production as creation, as opposed to learning as imposed. Subsequent 

sections of this chapter include a discussion of organic literacy pedagogy, what it signifies, 

its fundamental principles, and potentials and possibilities. At a more detailed level, this 

dissertation aims to explore and analyse organic literacy pedagogy framed by Bernstein’s 

sociological theories of curriculum, pedagogy, and evaluation (Bernstein, 1996, 2000). 

Findings should have practical and theoretical significance for educators, academics, 

researchers, and policy-makers who seek information and analysis of an organic literacy 

pedagogical approach in the Early Years of formal schooling in various nation states 

throughout the world.  
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 Chapter 1 presents the aim and research problem of the study in sections. Section 1.2 

provides insight into my pedagogic identity by recounting pedagogical challenges as an 

Early Years educator. The foregrounding of these challenges encouraged me to think how 

organic literacy pedagogy might work within the Early Years of formal schooling in the 

midst of early academics. To explain, I use the term early academics to refer to curriculum, 

pedagogy, and evaluation shifting toward formality of academic knowledge, particularly 

around literacy and numeracy (Bassok & Latham, 2014; Bassok, Latham, & Rorem, 2016; 

Stirrup, Evans, & Davies, 2016). Next, Section 1.3 introduces the research questions of this 

dissertation. The research questions align with the theoretical framework proposed in the 

study (see Chapter 3). Then, Section 1.4 presents the research problem, which is 

contextualised by a discussion of early academics in the Early Years of formal schooling in 

Queensland, Australia.  

 

 Section 1.5 introduces an organic approach to Early Years education. Then, in 

Section 1.6, I present LAUNCH, an organic literacy pedagogical approach developed 

specifically for the study in hand and provide explanatory notes on its enactment within a 

Preparatory classroom. Within the preceding sections, I spotlight the paucity of Australian 

empirical research literature specifically citing an organic approach to Early Years 

education. Section 1.7 puts forward the theoretical and practical significance of the study for 

those who develop Early Years policy and those who teach in the Early Years of formal 

schooling. Finally, Section 1.8 provides a structural overview of the remaining seven 

chapters. 

 

 Now, I offer insight into the shaping of my pedagogic identity, embedded in my 

performance and practices, through my experiences of literacy teaching in the Early Years 

of formal schooling. 
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1.2 MY PEDAGOGIC IDENTITY  

 In Shelley Harwayne’s (2000) publication, Lifetime Guarantees towards Ambitious 

Literacy Teaching, she shares the inspirational idea of lifetime literacy. Harwayne describes 

the pedagogical base of over two-dozen educators at the Manhattan New School in New 

York: their strategies; actions; judgements; and decisions in the pursuit of fulfilling the 

promise of literacy for a lifetime. In addressing the parent audience, Harwayne writes: 
 
 
 
 
 
 
 
 

Your children will not just learn how to read and write. They will choose to 
read and write. Now and forever. (Harwayne, 2000, p. xv) 

 
 

 

 

 

Reading Lifetime Guarantees inspired me to reflect on my pedagogic identity in my work as 

an Early Years educator. By way of explanation, Bernstein (2000) uses the term pedagogic 

identity to theorise the construction of a “moral disposition, motivation and aspiration, 

embedded in....performances and practices” (p. 65). From Bernstein’s viewpoint, pedagogic 

identity is founded upon particular socio-cultural foundations and interactional experiences 

from which intuitive decisions are made, bringing together nurtured skills and the tools 

learned along the way (Bernstein, 1996, 2000). For me, my pedagogic identity is so 

intrinsically part of my educator being, that it is difficult to deconstruct, unpack, or reverse 

engineer it. Of significance, I did not just have an inbuilt pedagogic identity. My pedagogic 

identity came from a slow, rich marinade of social classroom-based teaching experience, 

reflective self-study, collegiate conversations, personally driven reading, and interest-based 

professional development opportunities. Zukas and Malcolm (2002) state these interactive 

types of teaching and learning experiences create pedagogic “versions of the educator”, 

which are neither exhaustive, nor mutually exclusive, but representative of pedagogic work 

(p. 205). From this perspective, pedagogic work is “always and everywhere identity work of 

some kind” (Bernstein, 2003, p. 4). 
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 The book Lifetime Guarantees (2000) inspired new pedagogical thoughts and ideas, 

underpinned by Harwayne’s view that literacy teaching should identify and value young 

learners’ home, school, and community activities, interests, and capabilities. The 

epistemological notion here is that knowledge can flourish via young learners’ lifeworlds. 

Additionally, Harwayne helped me appreciate the important role of “inspirational” 

children’s literature in growing lovers of reading and writing (Harwayne, 2000, p. 107). As 

I moved into my second decade as an Early Years educator, I continued to soak up 

Harwayne’s wisdom in Going Public: Priorities and Practice at the Manhattan New School 

(1999), along with the early pedagogical work of Donald Graves’s Writing: Teachers and 

Children at Work (1983) and Lucy Calkins’s The Art of Teaching Reading (2001). It was 

during my Master of Education degree that I became increasingly interested in the potentials 

of multimodal texts. To explain, multimodal texts combine words with moving images, 

sound, colour, and a range of photographic, drawn, or digitally created visuals (Cope & 

Kalantzis, 2000; Serafini, 2014). They can be digital, paper-based, or live research (Jewitt, 

2008; Kress, 2010). To study the potential of multimodality, I engaged in action research 

within my Year 1 classroom surrounding popular culture 1  paper-based music lyrics, 

supported by online music videos, to develop reading fluency and accuracy. The educator-

as-researcher added a further pedagogic version of me, and the shaping of my pedagogic 

identity. 

 

 However, with every added pedagogic version, I developed a growing awareness of 

the distinctions between my pedagogic identity, and those of many of my colleagues. For 

some literacy teaching was little else than following phonics programs, conducting sight 

words drills, adhering to levelled book2 sequences, and filling in workbooks. In contrast, the 

 
1 A resource that taps into young learners’ interests and expertise. 
2 Levelled books are organised according to level of reading difficulty. Commercial book publishers offer 
levelled classroom collections by Year level, genre, and theme. 
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plastic rain gutters that lined my classroom walls displaying young learners’ most-loved 

books, and the garage oil drip-trays bolted to the doors enticing learners to pick up a 

whiteboard marker and write authentic messages hinted that I did things differently. 

Moreover, the plush two-seater lounge, comfortable beanbags, round floor rug, book boxes, 

and softly lit reading lamps, affectionately called the QANTAS Club3 by colleagues, told 

young learners and their families that literacy was a cherished, much-loved happening. For 

me, my literacy pedagogic role was not simply to enable young learners to remember letters 

and their associated sound/s, repeat sight words, and read levelled books in a way where 

fluency and accuracy were the masters of success. On the contrary, I viewed literacy 

pedagogy as involving a community of pedagogues that as a collective would flourish and 

prosper what Harwayne describes as “an enriched literacy landscape” to grow young literacy 

learners in ways that would last a lifetime (Harwayne, 2000, p. 1). Sadly, my school 

administrator found it difficult to consider my pedagogic identity, as anything much other 

than different. To explain, my pedagogic identity helped define me as an individual, but it 

also made clear my difference in comparison to some Early Years educators working in my 

educational context.  

 

 Now, I share a personal experience as an educator, which highlights the deep-seated 

fracture between my pedagogic identity and my administrator’s expectations for literacy 

teaching. By so doing, I externalise my position of what a quality classroom of literacy 

teaching and learning looks like, and the values I hold for my young learners in the pursuit 

of literacy for a lifetime. 

 

At the beginning of the new school year I sent letters to my incoming Year 1 young 

learners asking for the titles of their most-treasured books, as shown in Figure 1.1.  

 
3 The QANTAS Club is members-only lounge for flyers of the Australian airline QANTAS. 
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nFigure 1.1. 

Letter to my Year 1 Learners 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

If the letter seems overly filled with chat of authentic reading and writing, this decision was 

a conscious one. I wanted families to understand that: young learners choose books that 

matter to them; young learners pursue their interests in books; and young learners think and 

talk about books. Moreover, I wanted families to have a first glimpse of my literacy 

pedagogical foundations, while at the same time evading questions such as, “Why do 

you....?” and “How come you don’t...?”  
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 A Year 1 Welcome Kit accompanied the personalised letter, filled with goodies aimed 

at alleviating first-day jitters. A brief explanation accompanied each goodie, as revealed 

below. 
 

 

• A packet of Smarties4: To remind you that you are smart. 
• An eraser: To remind you that it is OK to make mistakes. 
• A piece of BluTack5: To remind you that I will always stick by you. 
• A Band-Aid: To remind you that I am here to help you. 
• A five-cent coin: To remind you that you are priceless. 
• A smiley sticker: To remind you to laugh loudly. 
• A Starburst6: To remind you to shine bright like a Starburst. 
• A party popper7: To remind you that Year 1 is so much fun! 

 

The letter and Welcome Kit, or as Kress (2010) calls the “prompt”, can be described as a 

multimodal text. As such, the multimodal text conveyed meaning to young learners and their 

families by means of words, image, sound, gesture, and movement (Kress, 2010, p. 32). The 

multimodality of the text was high due to multiple communication modes utilised: by talk, 

as making a comment; by gaze, as looking at the goodies; by movement, as touching and 

passing the letter and goodies; and by gesture, as expressing a feeling, a taste, a touch, or an 

idea. Additionally, I chose to invite my young learners to email titles of their most-treasured 

books because I believed, with the support of their families, they were capable of harnessing 

digital communication. Danby’s et al. (2013) research of Kindergarten8 learners’ use of 

digital communication at home found learners frequently observed their family’s use of 

email and texting on smart phones and/or other screen-based digital devices. Through 

knowledge and experience, learners were “savvy users of digital technology” and 

comfortably managed digital activities and digital interactions with family members (p. 94).  

 
4 Smarties are small, colourful, sugar coated chocolate. 
5 BluTack is a putty-like cohesive material used to join lightweight objects. 
6 Starbursts are fruit-flavoured lollies or candy. 
7 A party popper launches paper streamers and is commonly used for parties or celebrations. 
8 Kindergarten learners must be aged four by June 30 in the year they attend the Kindergarten program. 
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  Today this type of multimodal text – the letter, the Welcome Kit, and the email 

response is not new, however, fifteen years ago it was the first of its kind at my school. 

Pleasingly, I received approximately a dozen email responses. Two emails, as shared below, 

were typical of responses.  

 

nFigure 1.2. 

Email Responses from my Year 1 Learners and their Families 

 

 

 

 

 

 

 
 

 

 

 

 
 

 

 

 

Based on responses, I curated collections of books. I popped them into crates, and made 

labels such as Dr Seuss Books for Noah, How the World Works for Tom, Gabrielle Loves to 

Garden, and I Love to Design for Lily. I placed crates into the reading lounge area, and the 

remainder were scattered around the classroom. On the morning of the first day of Year 1, 

learners found their personalised crates; they hunkered down and flicked through their 

collection of books. The letter and Welcome Kit had offered families insight into my 

dispositions, motivations, and aspirations embedded in my performances and practices as an 

Early Years educator of literacy (Bernstein, 2000). 
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 Regrettably, the successfulness of the multimodal text led to its ultimate demise. My 

administrator was concerned other families might ask why not all educators engaged in this 

sort of communication. There was disquiet about the potential of an inequity of opportunity, 

that is, not all learners were afforded this opportunity. My administrator said, “only if Mr 

Curry 9  does it” and “you’ll need to get him on board”. Then, there was concern my 

colleagues might feel compelled to copy my multimodal text. It seemed it would be adding 

more work to colleagues’ already full workload. Finally, my administrator said, “I don’t 

want parents thinking you teach differently”. However, I did teach differently. My 

administrator’s concerns contributed to my thinking that if my pedagogic identity was not in 

congenial alignment with my colleagues, or my school’s philosophy of literacy teaching 

then, my practice does not matter. However, it did matter. To me, it was my being. It was 

important. I had evidence of my beliefs inspiring literacy success by creating positive 

learning environments that honoured and leveraged young learners’ interests, capabilities, 

and inherent strengths. I tried to forge ahead, seemingly against the odds, after being told 

“no” many times. From this challenging experience, and from others similar, I slowly came 

to understand that my own pedagogic beliefs did not restrain me, but the beliefs of other’s 

certainly did. Therefore, I accepted that my pedagogic identity and those of some of my 

colleagues and my school represented contradictory positions in an ideological and 

pedagogical tussle.  

  

 However, in the current Early Years climate that is ever ready to categorise and 

standardise, it may be difficult to think about literacy teaching in terms of a community of 

pedagogues to grow young literacy learners devoted to their literacy (Harwayne, 2000). The 

organic literacy pedagogical approach LAUNCH, as introduced in Section 1.6, was born 

from a place of being professionally unhappy. I did not want to put my learners on a pre-

 
9 Mr Curry is a pseudonym for an Early Years colleague.  
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prepared curriculum pathway and compel them to follow a synthetic phonics program, 

undergo flashcard drill practice as a proxy for reading accuracy and fluency, and fill in 

backline-masters 10 . The ontological consequence of a standardised experience is the 

privileging of certainty over possibility. Of significance, American educational reformer 

John Dewey suggested more than a century ago that a standardisation ideology might propel 

learners into “the formulated, the crystallized, and systematized subject matter of the adult” 

(Dewey, 1916, p. 190). As an alternative, Dewey asserts educators provide a learner-driven 

learning environment where learners can relate to their own individual possibilities (Dewey, 

1964). However, Dewey is very quick to dismiss any tendency for dualities, which emerge 

from pitting educator-driven against learner-driven. When dualities are initiated and set 

Dewey states, “we are left with barren and fruitless oppositions” (Dewey, 1902/2010). 

Hence, this dissertation avoids dualistic thinking by shunning notions of fixity, finality, and 

absolute truth, and instead considers organic literacy pedagogies as flexible and shifting 

practices. It is through these practices I believe I may fulfill the potential of literacy for a 

lifetime.  

 
  

 On securing a new role as a pre-service teacher educator, I wanted to better 

understand organic-ness. I rationalised that if I understood organic-ness then I could better 

prepare pre-service teachers by offering organic literacy pedagogies as an approach to Early 

Years education. However, such a consideration was potentially problematic, given the way 

in which early academics have influenced educators’ work. In light of this, and the paucity 

of empirical literature exploring organic-ness, the aim of this study is to explore organic 

literacy pedagogies. Its potential will be of significance to those who develop Early Years 

curriculum and policy and those who teach in the Early Years of formal schooling in 

Australia and nation states throughout the world. 

 
10 A blackline master is a printable resource mass-produced by a publisher. 
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1.3 RESEARCH QUESTIONS  

 As indicated by the title of this dissertation, the study aims to explore organic literacy 

pedagogies to stimulate text production among young learners in a Preparatory classroom 

context. Three research questions express the study’s aim. As explained in Chapter 3, 

Bernstein’s sociological theories of curriculum, pedagogy, and evaluation (1996, 2000) 

underpin the research questions. The study utilises the visual vocabulary red, blue, and green 

throughout this dissertation to represent Bernstein’s message systems of curriculum, 

pedagogy, and evaluation, and by so doing, keeps alignment between research questions 

and theory at the forefront. The research questions are: 

 

 

 

To answer these questions, I employed design-based research (Brown, 1992; Collins, 1992) 

within a case study. The case was the bounded system of a Preparatory classroom of fourteen 

learners, their educator, Miss Walton (pseudonym), and me (Mrs Silver, pseudonym) in the 

capacity of coeducator and researcher. By way of explanation, in the Australian context in 

which my study was enacted, the Early Years of schooling extends from Preparatory to Year 

2. Young learners commencing Preparatory are to be aged five by June 30 in the year they 

enroll (“Prep enrolments | Education and training | Queensland Government”, 2019). 

Qualitative data from coeducating videos, cogenerative dialogues, and artefacts helped 

explore organic literacy pedagogies. Preparatory is an important context given the potential 

of an early academics phenomenon. In my attempt to better understand this phenomenon, it 

is necessary to explore the motivations for early academics, and its effect on Early Years 

curriculum, pedagogy, and evaluation as a means of contextualising the research problem.  

 
 
 
 

What content knowledges 
are included in organic 
literacy pedagogies to 

stimulate text production 
for young learners? 

 
 
 
 

Which literacy 
knowledges and skills are 
evaluated during organic 
literacy pedagogies for 

young learners? 

 
 
 
 
 
 
 
 
 
 

How are organic literacy 
pedagogies enacted for 

young learners? 
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1.4 RESEARCH PROBLEM 

 The Queensland Government states, “it is compulsory for Queensland children to 

undertake Prep prior to Year 1” (“Prep enrolments | Education and training | Queensland 

Government”, 2019). In a media statement, the then-Minister for Education Kate Jones11 

claimed full-time Preparatory “is an important start to learning” and results in Australia’s 

National Assessment Program (NAP) have evidenced the “benefits of the extra year of 

schooling” (Queensland Government, 2016). The Queensland Government asked 

stakeholders including schools, parents, and the wider community to adopt the view that an 

earlier start to formal education would constitute a better start. This dissertation uses the 

term early academics to stand for this position. The Queensland Government’s position was 

influenced by the United States of America policy No Child Left Behind Act (2002) (NCLB). 

By way of background, with NCLB learners in Year 3 through to Year 8 sit high-stakes 

evaluations in learning areas such as Reading and Mathematics. To help learners achieve 

core standards, policy-makers advocated for an earlier start to academics. The effect was the 

trickling down of early academics into preschool12 settings as educators strived to teach 

knowledge and skills that would help learners to attain core standards expected in 

Elementary13 school. Similarly, Queensland education policy-makers hoped an earlier start 

to formal schooling would better prepare learners for NAP. Like NCLB, the effects have 

filtered from the Middle years of schooling, down to the Early Years, and in some cases, 

prior to the school years. In my attempt to better understand the problemisation of an early 

academics phenomenon, it is necessary to look at the shift toward a more formal school-

based philosophy to make explicit the foundation on which the study has been built.  

 
11 The Honorable Kate Jones held the position of Minister for Education in the Queensland Parliament from 
February 2015 until December 2017. 
12 Preschool is non-compulsory classroom-based education. Young learners are to be four years of age on or 
before September 1 in the year they enrol. 
13 Elementary is compulsory classroom-based education. Young learners generally attend from the age of 5 
until 11. 
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  Some Early Years educators and academic experts have voiced formidable concerns 

over early academics, and its effect upon Early Years curriculum, pedagogy, and evaluation 

(Breathnach, O’Gorman, & Danby, 2016; Jay & Knaus, 2018). Australian media outlets 

have captured this concern with article headlines such as, “Prep students pushed ‘too hard, 

too fast’ says Queensland teacher” (Hinchliffe, 2017), “Are we pushing kids into class before 

they’re ready?” (Henebery, 2016), and “Are our students being pushed too hard, too fast?” 

(Remeikis, 2016). These articles represent a concern that Preparatory has shifted too far 

toward Year 1. Formal academic work has begun too early, and as a result, has detracted 

from young learners’ enjoyment of learning and school experience (Hinchliffe, 2017). A 

Queensland educator states: 

 

 

 

 

 If the [the system] is pushing them too hard when they’re not ready and 
 making them hate school, then something has to be  done. The system is 
 simply wrong. (Hinchliffe, 2017) 
 
 

 

 

 

 

 

This inadvertent outcome, according to Early Childhood Teachers’ Association (ECTA) 

president Kim Walters, has made it challenging for some young learners “to succeed, 

develop a love of learning, positive attitudes to schooling and learning” (Henebery, 2016). 

From these articles, the authors conclude that an earlier start to formal education is 

potentially setting up Preparatory learners to not succeed, and that earlier [education] is not 

always better.  

 

 An earlier start to formal education is also placing performativity pressure on Early 

Years educators. By way of explanation, Ball (2012) contends performativity is observable 

when “performance related practices, such as teaching and learning, are expected and 

regulated through measurable criteria” (p. 30). Performance criteria are centred on 

accountability, whereby the quality of educators’ pedagogical practice is judged according 

to achievement of learners’ academic outcomes (Fenech, Sumsion, & Goodfellow, 2008, p. 
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4). Findings of a qualitative study by Kilderry (2015) reveal performativity pressure has 

impacted Early Years teaching, learning, and curriculum. Specifically, Kilderry (2015) 

brings emphasis to three important issues that Australian educators encounter in relation to 

intensification of performative pressures. These are: 
 

 

 

 

1. the influencing of educators’ decision-making; 
2. the changing of teaching, learning, and curriculum; and 
3. the redesigning of educator roles.  

 
 

 

 

 

 

There are tensions in this, with Australian media reporting educator burnout, and ever-

increasing pressure on educators through testing regimes and curriculum overload. In the 

article, “Australian education system in crisis, says teacher quitting after 33 years”, an 

educator tells of “the constant barrage of assessment” and constant pushing of her learners 

“so hard” (Gaffney, Atkinson, & Coghill, 2016). Similarly, Stroud (2017) talks of her 

personal experience of performativity pressure to “improve test results, meet the teaching 

standards and deliver faultlessly an overcrowded curriculum” in the article, “Why do 

teachers leave”. Recently, Stroud (2018) captured Australia’s attention on the television 

program Q&A 14  by asserting pressures are causing educators to feel a sense of 

“demoralisation” (Australian Broadcasting Corporation [ABC], 2019). 

 

 Consequently, for some Early Years educators early academics is triggering 

uncertainty and tension about education in the Early Years of formal schooling. It is timely 

to explore the potentials and possibilities of an organic approach to Early Years education 

among Early Years educators who are influenced by and respond to such formidable 

concerns in their daily work. Now, I introduce the notion of an organic approach to 

education, as a means of acknowledging young learners’ tendencies, interests, inherent 

strengths, and capabilities. 

 
14 Q&A is an Australian television show that focuses on a range of issues impacting upon Australians. 
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1.5 ORGANIC APPROACH TO EARLY YEARS EDUCATION 

 The word organic is frequently associated with organic agriculture, organic 

horticulture, and organic produce such as fruit and vegetables (O’Mahony & Lobo, 2017; 

Rasmussen, Rahmann, & Løes, 2017). The Research Institute of Organic Agriculture states 

the typical interpretation of organic is “a production system that sustains the health of soils, 

ecosystems and people, helps protect the environment, and delivers health benefits for 

people” (Willer, Lernoud, Huber, & Amarjit, 2018, p. 23). From this understanding, organic-

ness works in accordance with natural systems. In opposition to organic-ness is conventional 

agriculture, which uses unnatural fertilisers and pesticides to keep pests at bay and cultivate 

produce. These artificial additives are imposed from the outside. As an example, biologists 

utilise molecular biology specialist techniques to genetically modify crops by artificially 

imposing traits such as pest, virus, and disease resistance (Wilson, Shakya, & Dahl, 2015). 

Opponents of conventional agriculture assert that crop growing has become a technical 

agricultural enterprise (Seufert, Ramankutty, & Mayerhofer, 2017; Shennan, Krupnik, 

Baird, Cohen, Forbush, Lovell, & Olimpi, 2017).  

 

 It would seem there is similarity in conventional agriculture and the Early Years of 

formal schooling in regard to the artificial-ness of imposing from outside. This imposing 

from the outside is evident in Australia’s national curriculum, which overtly exacts content 

knowledge, skills, and understanding in eight discipline-based learning areas (Australian 

Curriculum, Assessment, and Reporting Authority [ACARA], 2019a). Some argue the 

reduction of Early Years education to discipline-based learning areas predestines what 

possibilities learners will experience, as opposed to permitting learners’ possibilities to 

flourish. The ontological aftermath of losing ownership of possibilities is the disingenuous 

disclosure of being. Having said that, General Capabilities offer educators a hint of how they 

might permit possibilities (ACARA, 2019a). A number of Early Years educators and 
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academic experts are voicing formidable concerns that imposing knowledge is far removed 

from an organic approach to education and its connection to learners’ interests, inherent 

strengths, and capabilities. This critical view is evident in New Zealand education pioneer 

Sylvia Ashton-Warner’s 1963 publication Teacher when she asks: 
 

 

 

 

 

 All this plastering on of foreign stuff. Why plaster on at all when there is so 
 much inside already? So much locked in. If only I could get it out and use it 
 as working material. And not draw it out either. If I had a light enough touch 
 it would just come out under its own volcanic power.....What an exciting and 
 frightening business it would be. (Ashton-Warner, 1963, p. 14) 
 

 

 

 

 

 

 

By this admission, Ashton-Warner seemingly suggests that imposing from the outside 

ignores the possibilities for learners to be influential in their own learning. She calls for 

educational institutions to allow young learners to own his or her expression of education or 

as Dewar (2016) puts it, “to uncover and bring forth, like water from a well, the human 

being’s most meaningful possibilities” (p. 51). Of significance, the specific terms organic, 

organic-ness, and organic pedagogy are not common in literature. In Chapter 2, I call upon 

Ashton-Warner’s 1963 publication Teacher to examine more closely the standings of 

organic, organic-ness, and organic pedagogy within an Early Years learning environment. 

 

 Now, I present the organic literacy pedagogical approach LAUNCH, developed in 

collaborative partnership with my coeducator Miss Walton (see Chapter 4 Section 4.3 and 

Section 4.4). Explanatory notes describe its implementation, with particular emphasis upon 

children’s literature, which provided much of the practical sponsorship and guidance for 

developing learners’ mindfulness of LAUNCH principles. At this starting point of the 

dissertation, it is important to note that LAUNCH is not to be considered as an unyielding 

prescription for enacting organic literacy pedagogy in a Preparatory classroom. The 

rationality for this is that the Preparatory classroom context is dynamic and complex, and as 

such, there is not a single way LAUNCH would, or could work.  
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1.6 ORGANIC LITERACY PEDAGOGICAL APPROACH LAUNCH 

 When members of my classroom community are dedicated to their literacy, you can 

observe homages to language and literature as part of the classroom aesthetics. For example, 

you can read the walls of my classroom, as well as the doors and windows, you can role-

play in the outdoor càfe area, and watch digital storytelling created using the iPad app Sock 

Puppets15. To do the best literacy teaching, I worked hard with learners’ interests and 

capabilities to create a rich literacy landscape. Readers of this dissertation caught a glimpse 

of this in Section 1.2. As evident in my examples, being literate “is not simply about 

knowledges and skills”, but rather a multimodal approach of “listening to, reading, viewing, 

speaking, writing and creating oral, print, visual, and digital texts (ACARA, 2019a). Thus, 

it is problematic to look at literacy as just “linguistic accomplishments” (Jewitt, 2008, p. 

241), but rather as making meaning through a multiplicity of modes.  

 

 In this way, multimodal literacy, as asserted by the New London Group (1996), a 

group of academics from various national and professional settings, offers a “much broader 

view than portrayed by traditional language-based approaches” (p. 60). From a pedagogic 

point of view, organic-ness offers potential for multimodality. In the article Multimodality, 

creativity and children’s meaning-making: Drawings, writings, imaginings, Bock (2016) 

documents a case study of examples of learners’ interests and capabilities launching “full 

and productive access” (Kress, 2000, p. 159) to a multiplicity of modes. Here, learners drew 

upon popular culture strengths and interests, and competencies in 3D modelling, 

photography, print-based writing, and speaking to make meaning (Bock, 2016). 

Ontologically speaking, this grows learners’ being, and frees the ontological nature of 

meaning-making potential and possibility. 

 
15 Sock Puppets is a storytelling iPad app to help learners create a digital story. They can add different 
puppets, props, backgrounds, and their voice to their story.  
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 LAUNCH is an inspiring organic literacy pedagogical approach to Early Years 

education developed specifically for my research study (see Figure 1.3). It came from the 

seemingly nonstop pedagogical obstacles that thrust themselves upon me during my work 

as an educator. So, LAUNCH aims to shake things up by sidestepping binary pedagogic 

thinking; it is neither solely learner-centered or educator-centered. At its core is the idea that 

literacy learning comes from a rich mix of pedagogic artistry. To explain, it is a pedagogy, 

like Vygotsky’s (1962, 1978) social constructivism and Dewey’s (1938, 1964) experiential 

learning, that allows literacy learning through active exploration and discovery from the 

learning environment, and the learners within that environment. Further, it is also a pedagogy 

peppered with moments of explicitness. Perhaps most importantly, LAUNCH does not 

pedagogically take learners down a predestined literacy learning pathway. Actually, 

learners’ pathways are yet to be forged; the surprising moments of implicitness and 

explicitness are what make LAUNCH a pedagogical journey of discovery.  

  

 LAUNCH begins with an idea, albeit a flicker rather than a roaring fire of an idea. 

Young learners are the active force behind the drive to nurture it, to love it, and to see it 

grow. They are gifted what Dewey (1995) calls “stretched time” to make choices and face 

the affordances and challenges of those choices (p. 35). Young learners accept that their 

choices may lead them into the uncomfortableness of the unknown. When endings of a 

choice do not work out, there is an opportunity for failure. In fact, LAUNCH celebrates 

failure with enthusiasm. Undeniably, the organic literacy pedagogical approach LAUNCH 

requires braveness, imagination, resourcefulness, openness, and anticipation. It stirred 

something within me to be more renegade, daring and disruptive, yet purposeful. To be a 

game changer and a pedagogical rule breaker. In the context of my research study, LAUNCH 

stirs and inspires young learners to find an idea with a social, moral, or humanitarian 

dynamic and give it attention, to nurture it and grow it (see Figure 1.4). 
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nFigure 1.3. 

LAUNCH (Noun) 
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nFigure 1.4. 

LAUNCH (Verb) 
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 To enact LAUNCH, my coeducator Miss Walton, and me, in the capacity of 

coeducator and researcher, collaboratively set a recurrent slice of classroom time. The time 

was dependent on the working stamina of young learners. LAUNCH was to be experienced, 

and thus, the concept of time honoured learners’ genuine immersion in its flow; some 

learners chose to tinker, experiment, and produce at morning tea. Young learners were gifted 

time to frame their ideas, thoughts, and personal dilemmas as they sought to find an idea, to 

nurture it, to love it, and to see it grow. Typically, LAUNCH continued for roughly sixty to 

eighty minutes, three or four days per week, over a four-week timeframe. We encouraged 

young learners to meet knowledge through self-organised discovery. Pace was often self-

directed, enabling young learners to make choices, and experience the affordances and 

challenges of those choices. Young learners chose various learning spaces to think, tinker, 

create, and try out ideas. Multimodal materials offered young learners the opportunity to 

represent learning in multiple ways by means of “many types of materials, many expressive 

languages, many points of view, working actively with hands, minds, and emotions” (Reggio 

Children, 2018). They worked in a mix of individual and collaborative learning, as compared 

to only individually, or only collaboratively. Young learners, Miss Walton, and I regularly 

came together as a LAUNCH community before, during, and after LAUNCH “to see, to 

sense, to communicate [our] groupness” (Cuffaro, 1995, p. 42). At the LAUNCH Exhibition, 

learners shared their multimodal text production with the Principal of the research site, other 

educators and their learners, peers, parents/guardians, and the wider school community.  

 

 LAUNCH is exploratory, as it is new, and has not been previously presented in any 

educational context. Therefore, in collaboratively developing LAUNCH, Miss Walton and I 

were drawn to American technology company Google, and their ways of creating 

opportunities for individuals to act as creative directors, thinkers, and innovators. 
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 Google company founders Larry Page and Sergey Brin encourage Google 

employees, known as Googlers, to use inspiring ideas to make information accessible and 

useful for all (Schmidt & Rosenberg, 2014). They do this by means of ever-evolving 

principles of innovation. Of interest, these principles are no carefully guarded eleven-secret-

herbs-and-spices recipe. In fact, Page and Brin have openly shared them globally since 2008. 

These principles uniquely empower Google employees to be creative and innovative; they 

are encouraged to be ambitious, take risks, aim big, and embrace the notion of encountering 

failure. Eric Schmidt, former Executive Chairman of Google accepts the inevitability of 

failure. He states: 
 

 

   

 

 To innovate, you must learn to fail well. Learn from your mistakes: Any failed 
project should yield valuable technical, user, and market insights that can help 
inform the next effort. (Schmidt & Rosenberg, 2014, p. 238). 

 

 

 

 

 

 

 

 

 

 

In fact, Schmidt states that when Googlers fail, they do it well, and do it fast with low risk. 

Because of this ethos, they try out many new and thought-provoking things, unafraid of the 

outcome (Schmidt & Rosenberg, 2014). 

 

 At the time of preparing this dissertation, Google had eight principles governing their 

innovation strategy, as depicted in Table 1.1. In developing LAUNCH, I wondered if a 

reimagining of Google’s principles might possibly offer an organic approach to Early Years 

education. A critical moment for self-reflection was whether the reimagined principles might 

disrupt early academics, particularly its effect on curriculum, pedagogy, and evaluation. To 

guide the reimagining, my coeducator Miss Walton and I worked in collaborative 

partnership to reflect on how the Preparatory classroom currently worked, to consider how 

it might work during LAUNCH, and to conceive how it could work in the future. By sharing 

ideas and pedagogical expertise, Miss Walton and I came to understand that there was not 

one way to enact LAUNCH. So, Miss Walton and I settled on six principles. These principles 
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suited the uniqueness of the Preparatory classroom context under study. When the principles 

clustered together, they formed LAUNCH – an acronym whereby each letter represented 

one principle, as revealed in Table 1.1.  

 

nTable 1.1. 

A Reimagining of Google’s Principles of Innovation 

 

 
 

 

                     Google’s Principles of Innovation                Reimagined Principles 
 

 

 

 

Focus on the user 
Open will win    (L) Latch on an idea 
Ideas come from everywhere (A) Ask questions and search for answers 
Think big, start small  (U) Use your creativity 
Never fail to fail    (N) Never be afraid to fail 
Launch early and iterate  (C) Collaborate and cooperate 
Be a platform, float all boats  (H) Have a blast 
Make it matter 

 
   

 

 

 In my study, the purpose of the LAUNCH principles aimed to empower young 

learners to find an idea with a social, moral, or humanitarian dynamic and give it attention, 

to nurture it and grow it. They propelled young learners forward, as opposed to pulling them 

and their idea backward – anything was possible. Moreover, LAUNCH principles 

encouraged young learners to dig deep; to wholeheartedly back themselves, fail well, and be 

completely devoted to their idea. Perhaps most importantly, they laid the foundation for a 

strong vocabulary for Preparatory learners, their educator Miss Walton, and me to 

communicate shared thoughts, ideas, and concepts about LAUNCH. To help young learners 

connect to and understand the LAUNCH principles Miss Walton and I jointly devised visual 

prompts, as shown in Figure 1.5. (Please Note: The following LAUNCH visuals prompts 

displayed in Figure 1.5 are professional redraws of the original prompts used in my research 

study.) 
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n Figure 1.5. 

LAUNCH Principles 

 

 

 

 

 

 

 

 

 
 
Figure 1.5. The visual prompts represented the visual vocabulary to communicate shared 
ideas about LAUNCH. These visual prompts acted as a visual reminder to guide work during 
LAUNCH.  
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 Children’s literature provided much of the practical sponsorship and guidance for 

developing young learners’ mindfulness of LAUNCH principles. Miss Walton and I 

cooperatively sought books with appealing illustrations and thought-inspiring narratives to 

support philosophical discussion and self-reflection. The Children’s Book Council of 

Australia cites these book traits as indicators of quality children’s literature for young 

Australians (Children's Book Council of Australia, 2019). LAUNCH principles underpinned 

by themes such as ideas, creativity, and failure can be difficult for learners to conceptualise, 

so carefully chosen books needed to hold their attention long enough to invite philosophical 

discussion and reflection around those themes. The following children’s literature offered a 

way to discover language around ideas, creativity, and failure, and most importantly, inspire 

learners to have an unwavering belief in themselves as creative directors, independent 

thinkers, and innovators. 

 

 

     
 
 
 

   L What Do You Do with an Idea? (Yamada, 2014) 
 
 
 
 
 
 

   A Rosie Revere, Engineer (Beaty, 2013) 
 
 
 
 
 
 
 
 
 
 

   U The Dot (Reynolds, 2003), Ish (Reynolds, 2004)  
    and Sky Color (Reynolds, 2012) 
 
 
   N  The Most Magnificent Thing (Spires, 2017), If I  
    Never Forever Endeavor (Meade, 2011) and The  
    Book of Mistakes (Luyken, 2017) 
 
   C Beautiful Hands (Otoshi & Baumgarten, 2015) 
 
 
 
 
 
 

   H The Cow Tripped over the Moon (Wilson, 2015) 
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 Following the use of children’s literature to introduce LAUNCH principles, the 

fourteen Preparatory learners, their educator Miss Walton, and I collaboratively devised “I 

can” statements to help better understand the guiding actions that directed each principle. 

The language was age-appropriate for Preparatory; it was repetitive, and most importantly, 

came from the inner strengths, interests, and capabilities of young learners. In addition, the 

“I can” statements offered a glimpse into ways young learners might give form to, and 

represent everyday text production such as drawing and writing, while permitting new, 

untried forms of producing text. Therefore, collaborative work around the “I can” statements 

illuminates the epistemological assumption that knowledge is developed through the 

experience of the study’s research participants. As an example, the “I can” statements for 

(U) Use Your Creativity included: 
 

 

 

 

 

      I can draw. 
      I can design. 
      I can write. 
      I can build. 
      I can tell. 
      I can record. 
      I can capture. 
      I can curate. 

 
 

 

Of importance, the “I can” statements are not a singular way to represent creative text 

production. Readers of this dissertation seeking to employ LAUNCH into their community 

of learners should consider the complexity of their educational context, and if necessary, 

explore adaptation to learners in that educational context.   

 

 Now, I provide a contextual snapshot of LAUNCH through the experience of Kevin 

(pseudonym), a young learner in the Preparatory classroom under study. By so doing, I bring 

insight into how children’s literature helped Kevin to find an idea, to nurture it, and to see it 

grow. 
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(L) Latch onto an Idea 

To heighten Kevin’s awareness of ideas we read the    

Independent Publisher’s Gold Award book, What Do You Do 

with an Idea? (2014) written by Kobi Yamada (See Figure 1.6). 

This book inspired Kevin to find an idea, to nurture it, to love it, 

and to see it grow. Questions for philosophical discussion and 

reflection included: 
 

 

• What is an idea? 
• What makes an idea significant? 
• When you have an idea, how do you turn it into something real? 
• What does it mean to care for an idea? 
• How have ideas helped changed the world? 

  

When Kevin walked into the Preparatory classroom that Thursday morning and announced, 

“Miss Walton, I have an idea”, Miss Walton and I smiled. We knew What Do You Do with 

an Idea? had given Kevin the confidence to welcome an idea, to care for it, and to share it 

with us. He happily communicated his idea for his classmates too. Unlike the boy in the 

story, Kevin was not afraid to share his idea. In a small huddle made up of coeducators and 

classmates, he enthusiastically talked about designing an upgraded defence system for the 

Star Wars starship, the Millennium Falcon. He 

had recently watched the movie on the big screen 

with his family. As Kevin held onto his idea, 

strongest impulses pushed up, which resulted in 

the organic outbreak of ideas, followed by more 

and more ideas.  

nFigure 1.6.  
  What Do You Do with an Idea? 

(Image: Compendium, Inc., 2018)  
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(A) Ask Questions and Search for Answers 

Andrea Beaty’s book, Rosie Revere, Engineer (2013), as 

shown in Figure 1.7, encouraged Kevin to search for answers 

to his ideas, by asking questions. When book character Rosie 

asked herself if she could build a gizmo to help her Aunt fly, 

this question was a tricky one, but worth her attention. Kevin’s idea was deserving of 

attention too. Questions for philosophical discussion and reflection included: 

 

 

• Do you think questions always have answers? 
• Is there ever only one answer? 
• Where can we look for answers?  
• How can we search for answers? 
• Who might help us? 

 

Like Rosie, Kevin felt his idea generated many questions that needed answers. We 

encouraged Kevin to go for the big visionary questions first, and then work back to figuring 

out how he was going to answer them. When Miss Walton asked him, “What do ray shields, 

and force shields looks like?” Kevin knew what to do. Using a mobile digital device, Kevin 

answered Miss Walton’s question by finding an image of the Millennium Falcon. Following 

Rosie’s lead, Kevin sketched multiple designed solutions for better defence mechanisms. 

We listened as he told us about his design – what he did, why he did it, and how it might 

improve the Millennium Falcon’s safety. To help Kevin think 

critically about his solution, we implicitly put forward open-

ended questions such as “How might you give the Millennium 

Falcon more speed?” By so doing, Kevin seemingly realised 

there was no one answer to many questions. 

 

nFigure 1.7. 

Rosie Revere Engineer                                          
(Image: andreabeaty, 2018)                                                                             
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 (U) Use Your Creativity 

To develop Kevin’s creativity, we read three books from 

Creatrilogy by Peter Reynolds: The Dot (2003); Ish (2004); 

and Sky Color (2012) (see Figure 1.8). These books inspired 

Kevin to embrace the power of creative thinking through 

tinkering, experimenting, recording, generating, trying out ideas, and finding solutions. Of 

significance, they invited Kevin to actively explore and engage in new creative ways to 

produce text. Questions for philosophical discussion and reflection included: 

 

 

• What makes an idea creative? 
• Do you think creativity is about new ideas and solving problems? 
• How are you creative? 
• Where can we be creative? 
• Can I create something new? 

 

 
Needing to create a designed solution to fix the design dilemma of the Millennium Falcon, 

Kevin entered into a creative process that required attention, commitment, and effort. For 

instance, when Kevin used trial and error to learn how to capture, record, and narrate using 

the app Explain Everything16, we knew that these books had helped him feel safe and 

supported to take risks and use his creativity in interesting ways. Like the characters, by 

looking beyond the expected, Kevin found creative inspiration to produce text. 

  

 
 
 
 
 
 

nFigure 1.8. 
The Dot, Ish, and Sky Color 
(Images: Penguin Random House, 2018) 

 
16 Explain Everything is an app where young learners can annotate, collaborate, share, record, capture, and 
import and export. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 31 

 

(N) Never Be Afraid to Fail 

To help Kevin feel comfortable with the sometimes-

uncomfortable feeling of failure we read Ashley Spires’ The Most 

Magnificent Thing (2017), Holly Meade’s If I Never Forever 

Endeavor (2011), and Corinna Luyken’s The Book of Mistakes 

(2017) (see Figure 1.9 & Figure 1.10). Interestingly, when we asked Kevin about his 

experiences of failure, he resolutely told us, “I’ve never failed”. After much discussion, it 

was clear that Kevin saw failure as a lack of success, as opposed to an opportunity to learn. 

These books taught Kevin that trying and failing repeatedly could spark inspired thinking 

and creative direction. Questions for philosophical discussion and reflection included: 

 

 

 

• What does it mean to fail? 
• Have you failed? 
• How do you feel when you hear the word failure? 
• Is there such a thing as a failed idea? 
• Can failed ideas become successful ideas? 
• Is failure a reason to give up? 
• Is there such a thing as perfection? 

 
 
 
 
 
 
 
 
 
 

When Kevin’s creation failed, we celebrated with much enthusiasm. We encouraged him to 

see his failure as an opportunity to take a reflexive approach to his design. Through open-

ended questions, Kevin reconsidered his choices. We helped him understand why his design 

solution was correct or incorrect, flawed or faulty. Then, we left Kevin to explore different 

pathways until it became clear how to fix his failure. Like the girl character in The Most 

Magnificent Thing (Spires, 2017), Kevin showed much persistence in creating new designs, 

despite the fear of failing. To complement Spires’ message, we read Corinna Luyken’s The 

Book of Mistakes (Luyken, 2017). This picture book showed Kevin that even the biggest 

blunders could spark inspired thinking and creative direction to produce text. 
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nFigure 1.9.     nFigure 1.10. 
The Most Magnificent Thing   If I Never Forever Endeavor 
(Image: Kids Can Press, 2018)  The Book of Mistakes                               

        (Images: Penguin Random House, 2018)       

 
 
 
 
 
 
 
 
 
 
 
 
 

(C) Collaborate and Cooperate 

To enhance Kevin’s awareness of collaborating and 

cooperating with others to achieve a desired outcome, we read 

Beautiful Hands by Kathryn Otoshi and Bret Baumgarten 

(2015). This book was the result of a collaborative effort 

between Otoshi and Baumgarten, their first picture book together (see Figure 1.11). 

Questions for philosophical discussion and reflection included: 

 

 

 

• What makes a good collaboration? 
• Can sharing ideas help our own ideas to grow? 
• Can you think of ways in which working with your friends have helped you? 
• Is working collaboratively better than working individually? 

 

 

 

 

 

 

When Kevin explained the functionality of his triple-booster defence mechanism and 

impressive heat shield to a classmate, a time of togetherness sparked capacity for immediate 

responsiveness. Through collaborative dialogue, Kevin was encouraged to think critically 

about his design, and explain the what, how and why of his design to his classmate. When 

his classmate asked, “where is the safety switch?” Kevin was catapulted into the chaotic-
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ness of re-exploring his idea; he was bumped from 

complacency, and forced to rethink the what, how and why of 

his design, and re-evaluate its functionality.  
 

 
 

nFigure 1.11. 
Beautiful Hands 
(Image: KO Kids Books, 2018) 
 

 

(H) Have a Blast 

The Children’s Book Council of Australia’s Book of the Year, 

Tony Wilson’s The Cow Tripped Over the Moon (2015) (see 

Figure 1.12), reminded Kevin to have a blast! When Cow trips 

and mis-jumps, he never gives up, and in the end, celebrates 

his success with an evening party with his friends. Like the character Cow, Kevin showed 

effort, hard work, and persistence. At times, he chose to work collaboratively with peers. 

This time of togetherness sparked capacity for fun and excitement talking about new ideas, 

proposing potential alternatives, and of course, celebrating new failures. After a few false 

starts, Kevin found an idea, nurtured it, loved it, and watched it grow. Questions for 

philosophical discussion and reflection included: 

 

 

 

• How can you measure your success? 
• Can you have a blast, even when you fail? 
• What does have a blast look like, feel like,       
and sound like? 
• Should the goal of LAUNCH always to have a    
blast? 
• How can you support others to have a blast? 
 
 
 
 
 
 
 
 

 nFigure 1.12. 
    The Cow Tripped over the Moon 
    (Image: Scholastic Australia, 2018) 
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 At the LAUNCH Exhibition, Kevin’s newly designed 3D model of the fictional 

starship in Star Wars, the Millennium Falcon sat as the centrepiece of his display. He had 

curated his collection of traditional paper and digital text produced by drawing, building, 

recording, capturing, and narrating. Kevin had a blast explaining his failed designed solution 

and his re-design of the Millennium Falcon’s defence mechanisms with the Principal, other 

educators and their learners, his peers, and the wider school community at the LAUNCH 

Exhibition. The LAUNCH Exhibition invitation is represented in Figure 1.13. 

 

nFigure 1.13. 

LAUNCH Exhibition Invitation  

 

 

 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
Figure 1.13. Young learners with the support of their educator, Miss Walton, composed the 
LAUNCH Exhibition Invitation. The invitation reads: You are invited to attend our 
LAUNCH exhibition! Wednesday 14 June in the Prep rooms. 
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 At this point, it is important to emphasise that LAUNCH is unlike inquiry-based 

programs whereby the inquiry process presents as a one-size-fits-all approach for young 

learners. This type of inquiry is evident on the Australian website Scootle17 (Education 

Services Australia, 2019), which aims to provide educators with digital inquiry-based 

programs aligned to Australia’s national curriculum. In the description and explanation 

offered, these programs are packageable, available as a quick fix to support the Australian 

Curriculum general capabilities such as Information and Communication Technology (ICT) 

and Critical and Creative Thinking. It is my standpoint that standardised inquiry units of 

work inclusive of outlines, learning outcomes, predetermined research questions, printable 

worksheets and templates, and checklists and rubrics, do little to tempt young learners’ 

innate sense of innovation, creativity, and inquisitiveness. Moreover, commercialised 

inquiry posters and anchor charts keep learners from genuine discovery as they follow 

inquiry flowcharts, locking them into a technique, or a set of procedural steps. Lack of 

openness “to examination, to experimentation, and to communication”, as asserted by 

Cuffaro (1995, p. 61), restricts complex interactions between young learners and their 

lifeworlds. The following string of statements from the Australian website Scootle is 

illustrative. To read the full description of the inquiry-based activities, I have provided the 

digital resource codes. Access to Scootle: https://www.scootle.edu.au/ 

 

 

 These activities tend to be more teacher-centred and allow for greater 
 teacher guidance of student learning. (Mathematics: TLF-ID S 4970) 
 
 Eight structured lessons are included. (Science: TLF-ID S7084) 
 
 It includes scaffolding in the form of worksheets. (Science: TLF-ID 
 M014118) 
 
 Seven structured lessons are included, with lesson plans, student handouts, 
 and additional support material. (Science: TLF-ID S7157) 

 
17 Scootle provides digital access to multi-disciplinary curriculum resources aligned to the Australian 
Curriculum. Access to Scootle: https://www.scootle.edu.au/ 
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 The pack consists of a teaching guide, a student magazine, and five student 
 worksheets focusing on topics such as physical characteristics and diet 
 (Mathematics: TLF-ID M024881)  
 
 It includes six inquiry sequences to develop understandings about mixing 
 ingredients and creating dairy recipes. (Science: TLF-ID M020367) 
 
 

 

According to these statements, the inquiry units of work are seemingly intentional 

endeavours that disempower young learners, thereby making this type of inquiry highly 

formulated. My position is that to approach inquiry in such as manner is to “strip the process 

of its nuances, its qualifications, and its intrinsic connectedness” to young learners’ 

lifeworlds (Cuffaro, 1995, p. 61). Ontologically, by seemingly relegating this kind of inquiry 

to curriculum cuts young learners’ control and ownership over the exploration of their 

possibilities and potentials. 

 

1.7 SIGNIFICANCE OF THE RESEARCH STUDY 

 My study generates data from coeducating videos, cogenerative dialogues, and 

artefacts to explore the organic literacy pedagogical approach LAUNCH. Although findings 

cannot be generalised across all Early Years classroom contexts, the data affords the 

opportunity for exploration, integrating complexity and subjectivity of classroom 

experiences to better understand ways participants might approach and experience organic 

literacy pedagogies. The findings of this research study should have theoretical and practical 

significance for those who develop Early Years education policy and curriculum, and those 

educators who teach in the Early Years of formal schooling in nation states throughout the 

world. 

 

 Now, I present an outline of the structure of the remaining chapters of the 

dissertation. 
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1.8 STRUCTURAL OVERVIEW OF THE RESEARCH THESIS 

 

 Chapter 2 provides a critical analysis of scholarly literature pertinent to the research 

problem, beginning with a discussion of early academics and its effect on Early Years 

curriculum, pedagogy, and evaluation. Next, is an examination of literature pertinent to an 

organic approach to education. In this section, I focus on the overarching literature relating 

to the ideas of educator Sylvia Ashton-Warner (1963). Then, I provide a critical analysis of 

literature surrounding literacy, and how literacy is produced and realised via different modes 

within a multimodal literacy learning setting. Contained within this discussion is emphasis 

upon multimodal text production, a key focus of my study. 

 

 Chapter 3 introduces Basil Bernstein’s sociology of curriculum, pedagogy, and 

evaluation (Bernstein, 1996, 2000), which informs the theoretical position of my study. 

Bernstein’s message systems of curriculum, pedagogy, and evaluation help to theoretically 

frame the realisation of knowledge during the organic pedagogical approach LAUNCH. In 

this chapter I present theoretical concepts, along with their definitions and references to 

relevant scholarly literature, which my study employs to explore and illuminate the impact 

of curriculum, pedagogy, and evaluation on young learners’ text production. 

 

 Chapter 4 provides design and method information related to my study through four 

sections. First, I outline the research method of design-based research within a case study, 

and its suitability for my study. Next, detail of the case study context provides information 

pertinent to the Preparatory participants, their educator, Miss Walton, and me Mrs Silver, in 

role of coeducator and researcher. Then, I offer my study’s data generation methods, and 

transcription, coding, and analytic approaches, and detail their capacity to explore, 

understand, and analyse the organic pedagogical approach LAUNCH. Strategies for 
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validating interpretations and findings provide confidence of a rigorous and trustworthy 

exploration of LAUNCH. Finally, I address my ethical considerations for the study. 

 
   
 Chapter 5 and Chapter 6 explore the data generated in terms of the methods outlined 

in Chapter 4, and in relation to the analytic framework, also presented in Chapter 4. By way 

of background, Scotty’s text production is the focus of Chapter 5, while Chapter 6 presents 

Russell’s production of text. Organisationally, Chapter 5 and Chapter 6 feature two parts. 

Part A provides a contextual snapshot of Scotty and Russell as producers of text. Part B 

documents analytic findings related to the research questions within Bernstein’s message 

systems of curriculum, pedagogy, and evaluation (Bernstein, 1996, 2000). To provide 

contextual insight and incite valid research, photographic exemplars, and transcript excerpts 

are included throughout the analysis chapters. 

 
 
 Chapter 7 presents theorisations around literacy learning through text production. 

Specifically, I offer final interpretations and theoretical discussion in regard to knowledge 

structures, educator-learner hierarchies, and pedagogical choices concerning Scotty’s and 

Russell’s production of texts for different purposes. This is significant given what it means 

to produce text surrounds and pervades young learners’ identities as text producers in the 

home, at school, and in their communities. 

 

 Chapter 8 indicates the contribution of my study to theoretical and practical 

knowledge of Early Years education, highlighting the emergence of key insights. It also 

offers limitations of my study, and suggestions for potential future research. 

 

 Now, I launch a critical examination of the scholarly literature relevant to my 

research study. 
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         CHAPTER TWO 
LAUNCH-ing a Review of the  

   Literature 
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2.1 CHAPTER INTRODUCTION 
 This chapter reviews scholarly literature in five sections. Within these sections is 

literature surrounding the research problem and aim of the study. Bibliographic information 

was gathered from seminal hard copy books and primary sources via electronic databases, 

as well as from scholars who shared with me their current research. In Section 2.2, I define 

early academics, followed by a brief overview to locate early academics more generally. 

Then, in Section 2.3 I review literature relating to the effect of early academics on Early 

Years curriculum, pedagogy, and evaluation to contextualise the research problem. 

Following this, in Section 2.4, I present a review of literature around an organic approach to 

education. It is to this gap in the literature that my study has contributed. Literature comes 

from the standpoint of Sylvia Ashton-Warner, a New Zealand educational pioneer. I also 

bring in literature from American educational reformer John Dewey, whose viewpoints 

underpin Ashton-Warner’s ideas. The rationale for this is that it is opportune to explore the 

potentials of an organic literacy pedagogy given the problematisation of early academics in 

the Early Years. To conclude Chapter 2, I examine a multimodal view of literacy within 

meaning making opportunities for producing text. 

 

 I now turn to literature on the early academics phenomenon and its rise from a global 

recommendation for investment in Early Years development. In order to sharpen the scope 

of the literature, Section 2.2 brings emphasis to two Australian education policy statements. 

These have strategically guided Australia’s response to this call for investment. These policy 

statements are relevant to the context of the study. Worthy of mention, the literature review 

does not look at policy statements from other countries, of which there are many reports 

(Allen, 2011; Tickell, 2011), for the reason that my study does not attempt to generalise an 

Australian early academics experience to global educational contexts. Instead, the literature 

review focuses on Australian Early Years classroom contexts and on the research questions. 
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2.2 EARLY ACADEMICS IN THE EARLY YEARS OF FORMAL SCHOOLING 

 This dissertation uses the term early academics to represent the view that an earlier 

start to formal education constitutes a better start for young learners. The idea of early 

academics is part of the Council of Australian Government’s (COAG) investment in the 

Early Years strategy (COAG, 2009). COAG’s commitment to early investment is 

underpinned by one of the World Bank Group’s main goals of “improving education quality 

and accelerating learning” (World Bank Group, 2019). By way of background, in 2000 the 

World Bank Group, a source of capital and knowledge for developing countries, hosted a 

conference addressing the affordances and challenges of investment in early years 

development. This landmark conference brought together the world’s foremost academics, 

educators, and education policymakers hoping to encourage countries to adopt policy 

statements directed at early interventions to improve the “nutrition, health, cognitive 

development, and social interaction of children in the early years” (World Bank Group, 

2017, p. 1). Australia’s membership of, and monetary contributions to, the World Bank 

Group allow Australia to play a part in development issues and policy (Australian 

Government, 2013). 

 

 The World Bank’s commitment to investment in schooling, learning, and early 

interventions are documented in reports such as The World Development Report – Learning 

to Realize Education’s Promise (World Bank Group, 2018) and Stepping Up Early 

Childhood Development (Denboba, Elder, Lombardi, Rawlings, Sayre, & Wodon, 2014), 

and articles published in the 2016 Lancet Early Childhood Development Series (The Lancet, 

2016). COAG’s plan Investing in the Early Years – A National Early Childhood 

Development Strategy (NECDS) guides Australia’s response to evidence presented by the 

World Bank Group’s reports about the significance of a “positive early childhood, from 

before birth throughout the first eight years of life” (COAG, 2009, p. 4). The Strategy 
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identifies early childhood outcomes that Australian Governments should seek to reach for 

children by 2020. Attainment of these outcomes is pursued under early childhood Australian 

educational reforms. The strength of the Strategy, according to the NECDS Progress Report, 

is its resolve to advance young learners’ education and development, and in so doing 

positively influence social inclusion, human capital, and prosperity and productivity of the 

nation (COAG, 2013).  

 

 Prominent American economist and Nobel Laureate Professor James Heckman also 

acknowledge the usefulness of investment in early childhood development. Professor 

Heckman's research reveals that beginning earlier has “greater returns in education, health, 

and productivity” (Heckman, 2019). From this, Heckman seemingly equates monetary 

investment with future monetary gains. However, some academic experts voice concerns 

over fastening together learners as human capital, with productivity and prosperity. 

Australian academics Cheeseman, Sumsion, and Press (2014) along with Neaum (2016) 

state that young learners are progressively, maybe almost wholly, being discussed in Early 

Years education policy in terms of “economic value and contribution to international market 

competitiveness” (Cheeseman, Sumsion, & Press, 2014, p. 243). Use of language such as 

“competition, investment, and return” (Millei & Jones, 2014, p. 70), and “value for money” 

and “market goals” (Millei, 2015, p. 47) positions young learners alongside an economic 

argument for investing in early development. This standpoint is made clear in the reports 

Lifting Our Game (Pascoe & Brennan, 2018), actioned by Australian State and Territory 

Governments, and The State of early learning in Australia 2017 (Early Learning: Everyone 

Benefits, 2017). Along with Heckman (2019), these reports are in agreement that investment 

in quality early education can “overcome disadvantage” (p. 2) for young learners “who are 

at risk of starting school developmentally vulnerable” (Early Learning: Everyone Benefits, 

2017, p. 7).  
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 To reach COAG’s Strategy outcomes, the Australian Government has actioned 

national reform to develop an effective Early Years system by 2020 (COAG, 2009). Some 

initiatives focus on ensuring young learners are “engaged in and benefiting from educational 

opportunities” (COAG, 2009, p. 13). In Queensland, there are policy statements that affirm 

Preparatory as fundamental to the educational advancement of all Queenslanders. The 2016 

Advancing Education action plan aims to advance Queensland “through a world-class 

education system that supports students to develop knowledge, skills, and qualities they need 

for the future” (Advancing Education, 2018, p. 6). Within this document, there is explicit 

evidence of an early academics phenomenon seeping into the Preparatory year. To ensure a 

confident start to learning, the action plan states it is important young learners meet early 

formal literacy and numeracy knowledges and skills. By so doing, it is anticipated that this 

reform will see quantifiable literacy and numeracy improvements in Australia’s National 

Assessment Program - Literacy and Numeracy (NAPLAN) (Advancing Education, 2018). 

Here, the supposition is that the Preparatory year is about input and output (Cheeseman, 

Sumsion, & Press, 2014; Lingard, 2010; Logan, Sumsion, & Press, 2015). Otherwise stated, 

the Government’s action plan is positioning Preparatory learners as a way of advancing a 

“knowledge-based economy” to drive educational outcomes and future employment 

(Lingard, 2010, p. 135). Hence, the 2016 Advancing Education plan is an illustration of the 

Government’s commitment to early academics in the form of shifting Preparatory toward a 

school-based philosophy in order to deliver the long-term vision for advancing education in 

Queensland, Australia. 

 

 Since 2016, the Queensland Government has continued with its steadfastness of early 

academics with the most recent release of Every student succeeding – State School Strategy 

2018 – 2022 (Department of Education, 2019a). The State School Strategy aims to improve 

learners’ academic achievement through a school improvement model, which focuses on 
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quality teaching and learning, school community leadership, and academic achievement 

data. Unlike the 2016 Advancing Education action plan, the State School Strategy avoids 

the explicit mention of Preparatory, however goals such as “improve academic 

achievement”, “improve reading and writing”, and “measure student progress” are apparent 

in the Preparatory year (Department of Education, 2019a, pp. 1-2). It is by these actions that 

the State School Strategy contends educational outcomes will be lifted, as confirmed by the 

statement, “most improved state in Year 3 reading and numeracy since 2008” (Department 

of Education, 2019b, p. 9). Akin to Advancing Education, there is apparent resoluteness for 

a knowledge-based economy through academic achievement outcomes, particularly those 

outcomes that are quantifiable. Hence, the State School Strategy infers an earlier start to 

formal education constitutes a better start for young learners, which is “key to a nation’s 

future” (Department of Education, 2019a, p. 6). 

 

 It is my position that an important limitation worth heeding is evident in the policy 

statements Advancing Education (2016) and The State School Strategy (2019a). In these 

policies, there is a strengthening of an early academics phenomenon through use of the word 

“student/s”. Policy statements explicitly refer to those in the Early Years, as well as the 

Primary18 and Middle Years19 as “student/s”. By so doing, “student/s” in the Early Years, 

Primary, and Middle Years seemingly encounter a degree of sameness via regulation and 

standardisation of classroom expectations and behaviours. When this happens, learning 

merely exists, and young learners, as students, are simply in as well as of the learning 

experience. This standardising experience for those entering Early Years classrooms is not 

accidental, but part of the broader Australian schooling terrain that, ontologically speaking, 

is reducing education to curriculum for the nation’s future productivity and prosperity. 

 
18 Primary school is Years 3 through to Year 6. 
19 Middle school is Year 7 through to Year 10. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 45 

 With this in mind, my study aims to broaden the ontological possibilities of the Early 

Years of the formal schooling experience. As a beginning point, the study seeks to weaken 

the boundaries of the label of “student/s” used in policy statements to describe and define 

young learners’ Early Years experiences. In its place, I use labels “learner/s” and “young 

learner/s” when referring to the fourteen Preparatory learners in my study. By weakening 

the boundaries of the label “student/s”, they are not simply in as well as of a standardised 

learning experience; they are dynamic in developing ontological potentiality and 

possibilities. The Preparatory ontological experience is associated with the authenticities of 

learners’ potential being, rather than pre-determined spoken, written, and physical intentions 

deciding what it means for young learners to be.  

 

 Furthermore, it is my position that the labels “learner/s” and “young learner/s” are 

better suited than “children” and “young children”. I am cautious that the labels “children” 

and “young children” may, for some, suggest that those in Preparatory are less capable of 

managing the progressions of becoming a self. Some may believe that they are less adept to 

convey, negotiate, and make choices. Hence, in the study I use the labels “learner/s” and 

“young learner/s” as a means of reconceptualising the ontic-like thinking of “student/s” 

evident in Australian education policy territory. This choice opens young learners’ being and 

frees the ontological nature of potential and possibility during the organic literacy 

pedagogical approach LAUNCH. 

 

 Now, in my attempt to better understand the early academics phenomenon, it is 

necessary to review literature that examines early academics, and specifically, its effect on 

Early Years curriculum, pedagogy, and evaluation. This review aims to help better 

understand the contextual milieu to the problematisation of an early academics phenomenon 

in the Early Years of formal schooling. 
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 Early Academics and Curriculum 

 The notion that an earlier start to formal education constitutes a better start for young 

learners has contributed to a pushdown curriculum. To explain, a pushdown curriculum 

refers to young learners meeting discipline-based curricular knowledge that was once 

appropriated for older learners. They are pushed to learn more curricula, at a faster pace. 

Some scholars argue that the boundaries between age-appropriateness, and what is expected 

or imposed, have become weakly defined (Dockett & Perry, 2007, 2014; Gaynor, 2015; Iorio 

& Parnell, 2015; New, Guilfoyle, & Harman, 2015). The curriculum is steadily nudging 

learners from being ready to learn, to learners should be ready to learn. As such, American 

child psychologist and educator Professor David Elkind contends young learners become 

the “hurried child” (Elkind, 2010, p. 3). The hurrying of young learners has always been an 

Early Years education issue. Past educational philosophers have commented on this. To 

illustrate, the founder of Kindergarten Freidrich Froebel penned, “The, child, the boy, the 

man should know no other endeavour, but to be at every stage of development, what that 

stage calls for” (Froebel as cited in Kehily, 2013, p. 129).  Additionally, Italian physician 

and educator Maria Montessori said: 

 

 

 

 The Child’s work is to create the man that is to be. The adult will be a 
 harmonious individual only if he has been able, at each preceding stage, 
 to live as nature intended him to. (Montessori, 1977, p. 200) 
 

The irony, according to Elkind (2008), is that education stakeholders including educators, 

parents, and education policy-makers do not believe in hurrying learners. However, the lack 

of choice is clear, as an educator states, “I don’t believe in hurrying, but the curriculum says 

I have to teach reading in Kindergarten”. This position is evident in the Australian 

Government document, Review of the Australian Curriculum: Final Report, established to 

appraise the enactment of the Australian Curriculum (Wiltshire & Donnelly, 2014). 

Professor Kenneth Wiltshire and Dr Kevin Donnelly were appointed as reviewers. 
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 The Final Report shows that Early Years educators, young learners, and their families 

have encountered three drawbacks from a mandated pushdown curriculum. First, a 

pushdown curriculum has impacted upon Early Years educators’ work. In media from the 

Australian Broadcasting Corporation (ABC), headlines such as “Has being a teacher in 

Australia become so hard that no one wants to do it?” (Riley & Stroud, 2018), “Teacher 

burnout, flying trapeze, and children’s grief” (Mackenzie & Vowels, 2018), and “Gonski 2.0 

would overburden already stretched teachers” (Stroud, 2018) contend educators are 

grappling with workload demands of Australia’s national curriculum. In the context of these 

ongoing media headlines is formidable concern over positioning of the Early Years as 

scholarly-academic. To explain, learners in the Preparatory Year, which aligns with 

Foundation in the Australian Curriculum, but is referred to as Preparatory in Queensland, 

are required to meet eight discipline-based learning areas: English; Mathematics; Science; 

Health and Physical Education; Humanities and Social Sciences; The Arts; Technologies; 

and Languages (Australian Curriculum, Assessment and Reporting Authority (ACARA), 

2019a). Moreover, Preparatory learners encounter topics within these subject-specific 

learning areas. This is no different for learners in Year 1 to Year 10. Therefore, Foundation 

is seemingly ideologically akin to the Primary and Middle Years. This has led to critics 

claiming the ontological nature of Foundation positions young learners as primarily for who 

they might become, as opposed to whom they might be (Cheeseman, Press, & Sumsion, 

2015; Hardy, 2015). 

  

 The positioning of Early Years as scholarly-academic has placed into effect a 

quantum of content knowledge across all subject-specific learning areas. In the Final Report, 

School Principals, educators and curriculum experts voice concerns of “overcrowding”, 

especially in the Early Years (Wiltshire & Donnelly, 2014, p. 184). The following string of 

statements is illustrative: 
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 F-2 should have been focused on literacy and numeracy – not the hard and 
 fast introduction of discipline-based content. (p. 99) 
 
 A very experienced curriculum developer believes that the Australian 
 Curriculum has too much content in the early years, particularly to Year 3. 
 He blames, in part, the tendency of ACARA to look in the first instance 
 simply at the starting point of disciplines and then to go on to develop too 
 many areas or topics. (p. 100) 
  
 ......regional and remote locations argued that there was too much 
 content.....and that the levels of content and attainment expectations were 
 too high. (p. 104) 
 
 The vast majority of those who have raised the issue believe the 
 curriculum is overcrowded. (p. 139) 
 
 Overcrowding occurs because of the monolithic and template-driven 
 design of the curriculum across all learning areas resulting in the 
 disciplines being introduced at too early a stage in all subjects – especially 
 in the foundation years, but throughout primary in general. (p. 139) 
 
 The actions to reduce overcrowding should include a significant reduction  in 
 the core content of each learning area. (Wiltshire & Donnelly, 2014, p. 
 245) 
 
 
The Final Report states that curriculum overcrowding is a result of the “inappropriate 

imposition of high-level disciplines to the lower years” (Wiltshire & Donnelly, 2014, p. 

184). Because of this, Early Years educators have to decide on “breadth instead of depth” of 

learning, while foundational literacy and numeracy content knowledge receive “superficial 

treatment” (Wiltshire & Donnelly, 2014, p. 99). In this way, the Australian Primary 

Principals Association (APPA) states literacy and numeracy is being “undermined” 

(Wiltshire & Donnelly, 2014, p. 184). This is of concern for the Australian Institute for 

Teaching and School Leadership (AITSL) as its teaching Professional Standards for 

Teachers insist upon quality literacy and numeracy progress and achievement for young 

learners in the Early Years by means of effective teaching strategies (Australian Institute for 

Teaching and School Leadership (AITSL), 2014).   



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 49 

 Second, a pushdown curriculum has impacted upon young learners’ wellbeing. To 

define wellbeing, the Australian Children’s Education and Care Quality Authority 

(ACECQA), an independent organisation that promotes early childhood education and care, 

states wellbeing is connected to learners feeling “well, happy, secure, and socially 

successful” (ACECQA), 2011). The Australian Government is steadfast to young learners’ 

wellbeing. To illustrate, the manner in which young learners view themselves and their 

general wellbeing is evident in the Australian Curriculum. The ACARA document clearly 

states: 
 

 

 

 

 In the Australian Curriculum, students develop personal and social 
 competence as they learn to understand and manage themselves, their 
 relationships, lives, work, and learning more effectively. This involves 
 recognising and regulating their emotions, developing concern for and 
 understanding of others, establishing positive relationships, making 
 responsible decisions, working effectively in teams and handling 
 challenging situations constructively. (ACARA, 2019a) 
 

 

 

In addition, this steadfastness is evident in Australia’s Early Years Learning Framework 

(EYLF) (Department of Education, Employment, and Workplace Relations for the Council 

of Australian Government (DEEWR), 2009). The EYLF, which outlines the principles, 

practices, and outcomes to promote early learning, clearly identifies wellbeing as an 

important goal. Specifically, Learning Outcome 3 of the EYLF places importance on 

learners having a strong sense of wellbeing. Outcome 3 states: 
 

 

 

 

 

• Children become strong in their social and emotional wellbeing; and 
• Children take increasing responsibility for their own health and physical 

wellbeing. (DEEWR, 2009, p. 33) 
 

 

 

 

 

 

 

To support the Australian Curriculum and EYLF’s effort to allow secure and socially 

successful learners to flourish, educational contexts employ many wellbeing initiatives. 
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KidsMatter20 and Circle Time Solutions21 are examples of wellbeing initiatives in Australian 

centre-based childcare and Foundation to Year 10 school settings. Australian-based research 

by Dobia, Bodkin-Andrews, Parada, O’Rourke, Gilbert, and Roffey (2013) report on 

Aboriginal Girls Circle (AGC), a wellbeing intervention based upon Circle Time Solutions.  

Interviews and focus groups consisting of fifty girls, their educators, and members of an 

Aboriginal community revealed that AGC was building confidence and connectedness in 

indigenous girls and helping grow positive education experiences (Dobia et al, 2013). 

 

 However, despite rhetoric about resoluteness to learners’ wellbeing, Australian 

research reports a pushdown curriculum is having adverse effects. In Jay and Knaus’s (2018) 

qualitative case study of Western Australian Year 1 and Year 2 educators, are reports of 

educators experiencing performativity pressure to implement an overcrowded curriculum. 

The following comment is illustrative.  
] 
 
 
 
 
 
 
 
 

 Because the curriculum is so full, it is a very full curriculum and to cover 
 every single part of that sometimes can be quite heavy. And so, you are 
 chasing your tail trying to get it done. (Jay & Knaus, 2018, p. 121) 

 
 
 

 
 
  
 
 
 
 
 
 
 
 
 

Jay and Knaus (2018) contend educators’ experience of performativity has negatively 

affected learners. In semi-structured interviews, Year 1 and Year 2 educators disclosed that 

they had observed learners’ apprehensiveness in engaging with masses of knowledge. 

Concerningly, for some learners, nervousness heightened when knowledge was in advance 

of their developmental level. Adding to Jay and Knaus’s findings, Australian research by 

Barblett, Knaus, and Barratt-Pugh (2016) reported that educators’ thought meeting scads of 

knowledge via academic seatwork caused adverse behaviour. During conversational focus 

 
20 KidsMatter is a wellbeing initiative for the Early Years and Primary Years of Australian schooling context. 
It is a framework for young learners’ mental wellbeing. Website: Kidsmatter.edu.au 
21 Circle Time Solutions promotes a positive learning environment and cultivates learners’ social and emotional 
wellbeing. Website: growinggreatschoolsworldwide.com 
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groups involving 200 Early Years educators, the upsurge of behavioural problems was an 

issue of concern. The following string of statements is illustrative. 

 

 

 ....it’s too much [time on the mat]. You lose most of the group and that’s 
 where the behavioural problems start. (p. 41) 
 
 Three-quarters of an hour for a Kindergarten class to sit on the mat, 
 fifteen minutes with mine and they’d be squabbling. (p. 41) 
 
 But we’ve got boys that are expected to sit for [a] two-hour literacy 
 block. I mean, I’m generalising obviously, but really, boys and all children, 
 learning to be active in their learning and moving around, and instead, 
 we expect them to sit still and work at a desk for 40 to 60 minutes straight 
 and we’re seeing problems. (Barblett, Knaus, & Barratt-Pugh, 2016, p. 41) 
 

 

 

 

 

 

 

 

This raises the question of educators’ feelings of performativity pressure to teach an 

overcrowded curriculum, and their role in the wellbeing of their learners. 

 

 Third, a pushdown curriculum has impacted upon parents/guardians of learners. The 

notion of early academics has led to an upsurge of commercialisation in education in 

households. By way of background, Hogan, Thompson, Sellar, and Lingard (2017) define 

commercialisation in education as “the creation, marketing, and sale of education goods and 

services by for-profit providers” (p. 141). In an effort to grasp the extent of 

commercialisation in education in Australia, Lingard, Sellar, Hogan, and Thompson (2017) 

conducted an exploratory multi-faceted case study and collected survey data from 2103 

Australian Education Union (AEU) members. The report noted an increased presence of 

commercial providers in Australian education and a strong manifestation in classrooms. 

Educators spoke of parents’/guardians’ willingness to invest money in education-related 

products for their child/children’s home use to support curriculum learning (Lingard, Sellar, 

Hogan, & Thompson, 2017). Parents/guardians purchased workbooks to teach subject-

specific knowledge decided by the Australian Curriculum. Moreover, resources such as 
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alphabet flashcards and phonics games were bought from retail outlets shelves (Lingard, 

Sellar, Hogan, & Thompson, 2017). Of interest, Lingard, Sellar, Hogan, and Thompson 

(2017) noted a growing market of online commercialisation, mostly game-based digital 

products. Educators reported parents’/guardians’ readiness to sign up for knowledge home 

delivery by means of “MyLab” (p. 17) and “Sunshine Online, Reading Eggs, and Mathletics” 

(p. 144).  

 

 

 

 Early Academics and Pedagogy 

 The Australian Curriculum is concerned with what is taught and not with explicit 

instruction of how curriculum is enacted. Having said that, General Capabilities offer 

educators a hint of how they might teach Foundation content (ACARA, 2019a). For 

example, the Critical and Creative Thinking capability features in the three English strands 

of Language, Literature, and Literacy. Educators have opportunities to enrich learners’ text 

experience by means of posing questions, exploring and analysing ideas, and imagining 

solutions (ACARA, 2019a). In addition, the Information and Communication Technology 

(ICT) capability seemingly privileges an inquiry-based pedagogic approach to English. The 

ICT capability calls for a range of inquiry methods such as accessing, analysing, modifying, 

and creating to produce text (ACARA, 2019a). Significantly, the Literacy capability in all 

learning areas of Foundation acknowledges learners’ text interests and pursuits (ACARA, 

2019a). It is apparent that through General Capabilities the Australian Curriculum shows 

partiality to inquiry-based, learner-centred practices. However, the Final Report adopts the 

view that “classroom teachers and schools are in the best position to decide issues related to 

pedagogy” (Wiltshire & Donnelly, 2014, p. 123). Likewise, the Organisation for Economic 

Co-operation and Development’s (OCED) report into pedagogy claims educators must make 

pedagogic decisions by selecting approaches with a clear sense of their intended impact” 

(Peterson, Dumont, Lafuente, & Law, 2018, p. 8).  



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 53 

 Despite the partiality for inquiry-based and learner-centred pedagogy, some 

Australian Early Years educators and Australian academic experts contend a pushdown 

curriculum has adversely affected chances for this type of practice (Breathnach, O’Gorman, 

& Danby, 2016; Hardy, 2013; Jay & Knaus, 2018; Klenowski, 2010; Luke & Woods, 2008). 

In Grant, Danby, Thorpe, and Theobald’s (2016) Australian-based institutional ethnography 

research, findings revealed that the Australian Curriculum’s discipline-based structure led to 

Early Years educators narrowing their pedagogic practice. The issue with this narrowing, as 

stated by Kempf (2016), is when a type of pedagogical approach, such as direct instruction, 

becomes the go-to pedagogic practice. In video-recorded interviews, educators said 

performativity pressure to cover curriculum content and achieve outcomes propelled 

pedagogic narrowing. From this, seemingly a narrowing of pedagogic work is indicative of 

a prioritisation of taught, observed, and quantified knowledge (Bradbury & Roberts-Holmes, 

2018; Kempf, 2016). In addition, Grant, Danby, Thorpe, and Theobald (2016) reported that 

the utilisation of fewer pedagogic practices negatively affected educative relationships with 

learners. The Australian Primary Principals Association (APPA) has voiced its disapproval 

of ACARA’s approach to accentuating curriculum. The APPA’s dissatisfaction is illustrative 

in the following statement.  
 
 
 
 
 
 
 
 
 
 

 ACARA should have addressed pedagogy, as well as content, by means 
 of guidance, resource material, and ideas regards a holistic approach to 
 teaching combining integration, balance, and skills. [The APPA would 
 have] welcomed a spectrum and a repertoire of pedagogic skills. (Wiltshire 
 & Donnelly, 2014, p. 104) 

 

 

 

 

 

 

 

 

The APPA’s point here is that the Australian Curriculum calls for content but does not 

facilitate its enactment by making suggestions for a range of pedagogic skills. In response, 

ACARA states its responsibility relates only to curriculum design, and not its enactment 

(Wiltshire & Donnelly, 2014) 
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 In Kempf’s (2016) large-scale study of educators from Canada and the United States 

of America, narrowing of pedagogy is referred to as pedagogy of standardisation. Kempf 

(2016) describes this type of pedagogy as use of “fewer teaching and learning strategies” (p. 

90). Interview and survey data revealed that pedagogy of standardisation led educators away 

from using a repertoire of pedagogical approaches and toward more educator-directed 

methods. According to Gropper, Hinitz, Sprung, and Froschl (2011), educator-directed 

pedagogies control knowledge, spaces, pace, and resources in a classroom. In such a way, 

education seemingly is about acquisition of academic knowledge, skills, and processes. This 

position has created tension amongst some educators and academic experts. In Jay and 

Knaus’s (2018) Australian research, Year 1 and Year 2 educators reported uneasiness with 

the Australian Curriculum narrowing pedagogic practices. Specifically, a pushdown 

curriculum had negatively influenced time for play-based exploratory teaching and learning. 

An educator’s comment is illustrative: 
 

 

 

 

 

 The curriculum is just so jam-packed with everything. It’s just finding 
 the time to fit everything in and, you know, the good thing is when play-
 based is done correctly, the kids are quiet, they’re getting on with it, 
 they’re learning, it’s all absolutely fantastic and, you know, a big chunk 
 of time is gone – it’s not wasted, but it’s gone. And then you’ve still 
 got everything else to fit in. (Jay & Knaus, 2018, p. 121) 
 

There are social and environmental effects in this, as Whitebread (2012) points out: 

 

 

 

 

 Even the most playfully inclined children will not be able to play, 
 sufficiently for them to reap the benefits in terms of their learning and 
 development, if they are not given the time, the space and the 
 independence to develop their own spontaneous and self-initiated play 
 activities. (Whitebread, 2012, p. 26) 
 

Of significance, the Queensland Government supports play-based pedagogies through Age 

appropriate Pedagogies (AaP) (see Chapter 4 Section 4.4) as a means of thwarting pedagogy 

of standardisation. 
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 Early Academics and Evaluation 

 A final consequence of a pushdown curriculum is pressure on the Early Years in 

relation to high-stakes standardised testing. Australian researchers Klenowski and Wyatt-

Smith (2012) define high-stakes tests as those that are used for the purpose of meeting 

“public accountability, demonstrating transparency, and maintaining public confidence in 

the standards of schooling” (p. 65). In Australia, high-stakes testing regimes have become 

prevalent in formal schooling (Baroutsis & Woods, 2019; Jay & Knaus, 2018; Klenowski, 

2014; Klenowski & Wyatt-Smith, 2012; Lingard, Thompson, & Stellar, 2016). This is a 

result of the Australian Government’s educational reform agenda to advance education 

quality. The drive to improve test results has impacted upon Middle and Primary Years, even 

into the Early Years where young learners still have a few years before they sit their first 

high-stakes standardised NAPLAN test in Year 3. Of significance, whilst there is extensive 

research literature documenting high-stakes testing in Primary22 and Secondary23 Australian 

schooling contexts, little attention has been paid to high-stakes testing in the Early Years of 

schooling in Australia. One such Australian study by Exley and Trimble-Roles (2016) 

investigated various grammatical challenges in the NAPLAN Year 3 Numeracy Example 

text. 

 

 In Australia, educators and academic experts have put forward questions about 

whether high-stakes testing meets aforementioned purposes without negatively affecting the 

learning experiences of educators and learners. Such questions have resulted from research 

which reveals that high-stakes testing is: increasing educational disparities based on 

language competencies (Creagh, 2016; Ford, 2013); impacting upon learners’ mental well-

being (Jay & Knaus, 2018; Rogers, Barblett, & Robinson, 2016; Wyn, Turnbull, & 

 
22 Primary school educates learners from Year 3 to Year 6 (Queensland Government, 2018). 
23 Secondary school educates learners from Year 7 to Year 12 (Queensland Government, 2018). 
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Grimshaw, 2014); narrowing practices (Ewing, 2011; Hardy, 2017; Klenowski, 2014; 

Klenowski & Wyatt-Smith, 2012; Jay & Knaus, 2018); requiring teaching and learning that 

misaligns to Australia’s national curriculum (Exley & Trimble-Roles, 2016); and compelling 

educators to teach to the test (Thompson & Cook, 2014; Wyn, Turnbull, & Grimshaw, 2014). 

From these stances, adverse effects of high-stakes tests on learners raise concerns about the 

question of at what cost? These researchers support the view that high-stake testing seldom 

meets the intention of improving the effectualness of education in Australian schooling 

contexts. 

 

 A reported consequence of high-stakes testing is pressure to meet set academic 

achievement targets and to show progress on colour-coded grids, charts and graphs for 

accountability and transparency purposes (Bradbury & Roberts-Holmes, 2015; Hall-

Kenyon, Bullough, MacKay, & Marshall, 2014; Hardy, 2017; Kilderry, 2015). The knock-

on effect, according to Klenowski and Wyatt-Smith (2012), is teaching to a high-stakes test. 

In Jay and Knaus’s (2018) Australian case study, Year 1 and Year 2 educators reported 

feelings of pressure of testing imperatives. Throughout semi-formal interviews, educators 

reported the dichotomy they experienced between implementing play-based learning and 

expectations of accountability for young learners’ progress on high-stakes testing. Those 

educators who did implement play-based learning reported high-stakes testing had 

diminished time and resources to promote play and stated that it was “out of their hands” to 

effect change (p. 121). A strong feature of Jay and Knaus’s (2018) research was Early Years 

educators feeling that testing had reduced learners to data. Whilst the Australian Primary 

Principals Association (APPA) acknowledges this data can improve teaching and learning, 

they caution that an overdose of high-stakes test regimes may contribute to the “losing of 

excitement and joy of teaching and learning” (Australian Primary Principals Association, 

2007, p. 36).  
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 From a contradictory position, the National Assessment Program (NAP) states that 

participation in national and international testing does drive school improvements (ACARA, 

2016). In support of NAP’s view, the Federal Government and Tasmanian Department of 

Education contend that high-stakes testing provides “measurability” of academic 

performance to diagnostically aid improvement (Wiltshire & Donnelly, 2014, p. 86). In the 

report Effectiveness of the National Assessment Program – Literacy and Numeracy, the 

Tasmanian Department of Education deems NAPLAN a useful tool to “diagnostically 

support school improvement” (Senate Standing Committee on Education and Employment 

(SSCEE), 2014, p. 11). Likewise, the Australian Capital Territory (ACT) Government was 

optimistic about the diagnostic potential for NAPLAN Online for “improved data and 

student reporting” (SSCEE, 2014, p. 31). From these viewpoints, high-stakes testing is 

providing the Australian Government, and some State and Territory Governments, with data 

to improve the effectualness of Australia’s education system. However, the Australian 

Literacy Educators’ Association (ALEA) indicated that whilst NAPLAN is intended to be 

used for diagnostic purposes, given the time delay for assessment results, “it cannot be 

argued that they [schools] are assessing for learning” (SSCEE, 2014, p. 10). In agreement, 

Australian literacy experts Wu and Hornsby state that the five-month delay renders 

NAPLAN “diagnostically ineffective” (Wu & Hornsby, 2012, p. 2).  

 

 What follows is a brief look at Australia’s most recent performance in two high-

stakes tests. First is the international test The Programme for International Student 

Assessment (PISA) followed by Australia’s national test the National Assessment Program 

- Literacy and Numeracy (NAPLAN). In so doing, I provide contextual insight into the 

Australian Government’s rationale for the shift towards the notion that an earlier start to 

formal education constitutes a better start for young learners in the Early Years of Australian 

schooling. 
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 The triennial international standardised test of global education systems, The 

Programme for International Student Assessment (PISA), administered by the Organisation 

for Economic Co-operation and Development (OCED), aims to assess Australian learners’ 

academic performance in comparison to other global learners. The Australian Council for 

Educational Research (ACER) published two reports PISA 2015: A first look at Australia’s 

results (2016) and PISA 2015: Reporting Australia’s Results (2017), which revealed 

Australian learners’ most recent PISA academic performance in three areas: Reading; 

Mathematics; and Scientific Literacy. In each area, a key finding revealed a significant 

decline in Australian learners’ academic performance in:  
 

 

 

 

 

 

• Reading between PISA 2009 and PISA 2015; 
• Mathematics between PISA 2003 and PISA 2015; and 
• Scientific Literacy between PISA 2009 and PISA 2015. (Thomson, De 

Bortoli & Underwood, 2017) 
 

 

The ACER publications stirred up concern among stakeholders including schools, education 

experts, and educationalists for policies that Australian learners were not progressing well. 

Media outlets sparked worry and anxiety in the wider community with article headlines such 

as, “Australian students’ results in Maths and Science, falling in international rankings” 

(Karp, 2016), “Education system flawed” (Leal, 2016), “Why is Australia’s education 

system going backwards” (Munroe, 2016), and “Poor results spark call for better teaching, 

curriculum changes” (Akerman, 2017). Perhaps more worryingly, these articles suggest 

years of neglect, ill-directed funding, and poorly planned strategies are catapulting Australia 

towards an education crisis. In response, Australia’s then-Federal Education Minister Simon 

Birmingham had to concede that Australian learners’ academic achievement, when 

compared to their global counterparts, was at best plateauing, and at worst declining. An 

excerpt from Birmingham’s media statement is illustrative of his assent.  
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 Today’s PISA report goes further than last week’s Trends in Maths and 
 Science report, this year’s NAPLAN results and the OECD Education at a 
 Glance report  in terms of not just showing a plateauing of results in 
 Australia but that it shows a clear decline from year to year in 
 Australia’s education performance. (Birmingham, 2016) 
 

From this commentary, it was clear Birmingham problematised Australia’s waning in 

academic performance in Reading, Mathematics, and Scientific Literacy. 

 

  

 

 

 

 

 

 Adding to the PISA academic trend is the most recent National Assessment Program 

Literacy and Numeracy (NAPLAN) 2018 24  results in testing domains of Literacy and 

Numeracy. By way of background, NAPLAN provides nationally comparable data on the 

academic performance of Australian learners in Years 3, 5, 7, and 9. The NAPLAN 2018 

National Report published by ACARA revealed that Australian learners “achieved at or 

above the national minimum standard” across most assessment domains (ACARA, 2018).  

With that said, dominant in report findings was a lack of statistically significant differences 

from year-to-year. For example, across Years 3, 5, 7, and 9 there was an insignificant 

improvement in reading of 0.72%, while a 0.81% increase was reported in numeracy. 

Writing performance of learners fell to its lowest level. With the Australian Government’s 

recent leadership change, the current Federal Education Minister Dan Tehan has remained 

relatively silent in response to the most recent results. However, the then-Federal Education 

Minister Simon Birmingham has been an outspoken critic of the lack of progress. These 

statements are illustrative: 

 

 

 

 

 

 We know how vital literacy skills are to setting students up for life  beyond 
 school, so the decline in writing scores and the flat lining of reading results 
 should act as a wake-up call that some changes are required. (Birmingham, 
 2017a) 
 

 
24 At the time of preparing this dissertation, the 2018 NAPLAN data was the most recent data and 
information available. 
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 While there have been pockets of improvement, we’re not seeing the sort 
 of consistency we should expect in these results. (Birmingham, 2017a) 
  
 These results are woeful and should be of concern. (Birmingham, 2017a) 
  
 It is a worry that writing skills in our children appear to be going 
 backwards. (Birmingham, 2017b) 
 
 Look, we really are concerned about the literacy and numeracy 
 achievements. There are signs of improvement across the country but for 
 our record and growing levels of investment we ought to be concerned. 
 (Birmingham,  2017b) 
 
 

 

 

 Appending Australia’s less-than-stellar NAPLAN performance is the publication of 

the independent report Problems in the Design and Administration of the 2018 NAPLAN 

(Perelman & Haney, 2018). Contracted by the New South Wales Teachers Federation, the 

Report calls into question the credibility of the 2018 NAPLAN results. For instance, the 

Report objects to the test design of treating Reading and Grammar and Punctuation sections 

as a single domain. Another concern is comparability of written online and pen-and-paper 

tasks. To explain, the Report states learners with word processing experience perform “very 

well” on written online tests (Perelman & Haney, 2018, p. 5). Since this processing 

experience might link to socio-economic status, the Report argues, “there is the possibility 

that online writing tests, especially timed online writing tests, further disadvantage already 

disadvantaged groups” (Perelman & Haney, 2018, p. 5). Whilst the Report brings emphasis 

to NAPLAN design and execution, Wu and Hornsby (2014) raise concern over the 

completeness of learners’ individual results. NAPLAN tests do not take into account 

dynamics that might influence results, such as learners’ socio-economic status, personality, 

interests, confidence and ambitions (Wu & Hornsby, 2014). Most scathingly, the Report 

concludes by avowing that, “the [NAPLAN] results are of very limited use to students, 

teachers, parents, and schools” and, therefore “should be discarded” (Perelman & Haney, 

2018, p. ii). 
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Section 2.2 has reviewed two Australian policy statements that have strategically 

guided Australia’s steadfast investment in early years development. Then in Section 2.3, I 

appraised literature pertinent to early academics, and its effect on curriculum, pedagogy, and 

evaluation. Now, Section 2.3 examines literature surrounding an organic educational 

approach from the view of Sylvia Ashton-Warner, a New Zealand educator, underpinned by 

John Dewey, an American educational reformer. Such a focus brings emphasis to the notion 

of organic-ness: what it is, a definition, its inherent features, and how it is realised in an Early 

Years classroom context. 

 

2.3 AN ORGANIC APPROACH TO EARLY YEARS EDUCATION 

 There is limited literature, particularly from Australia, about an organic approach to 

education. It is to this gap in the literature that the study has contributed. Much of the 

available literature relevant to this review broadly argues that an organic approach embraces 

learners’ inner life, their strongest impulses and instincts, as well as their outward expression 

(Ashton-Warner, 1963; Dewey, 1964, 1990, 2010). These mechanisms are central themes in 

the literature. Of significance, the literature suggests that for an organic approach to occur, 

these mechanisms do not essentially vary in different educational contexts but, are highly 

dependent upon an educator’s “moral disposition, motivation and aspiration, embedded 

in....performances and practices”, that is, their pedagogic identity (Bernstein, 2000, p. 65). 

In other words, the specifics of an educator’s pedagogic identity permit these mechanisms 

to spread throughout classroom curricula, pedagogy, and evaluation, indicating an organic 

approach to education.  

 

 Sylvia Ashton-Warner’s landmark publication Teacher, originally published in 

1963, shapes much of the appraisal of literature surrounding an organic approach to 
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education. The rationality for this is that the terms organic, organic-ness, and organic 

pedagogy are not commonplace in the research literature. Perhaps the most relatable terms 

might be learner-centred or a strengths-based approach to education. In Teacher, Ashton-

Warner (1963) explicitly uses language of organic and organic-ness to talk about an organic 

pedagogical approach to literacy. Ashton-Warner’s steadfastness to the classroom as a place 

for learners to flourish as architects of their learning underpins an organic approach. An 

additional reason for appraising Ashton-Warner’s literature is use of this approach in an 

infant classroom with learners aged five-years-old, a similar context of my study. Therefore, 

literature surrounding an organic approach to Early Years education enables exploration of 

the epistemological shaping of knowledge within Ashton-Warner’s infant classroom.  

  

 However, certain limitations in Ashton-Warner’s work are worth noting. Critics note 

that Ashton-Warner’s Teacher offers a sociological documentation of an organic approach 

to education rather than empirical research. Dewey was critical of any work that was 

deficient in empirical grounding, as evident in the statement, “The simple fact is they all lack 

the essential of any well-grounded method” (Dewey as cited in Smith, Meredith, & 

Goodman, 1976, p. 216). Nevertheless, Ashton-Warner offers vivid, “intensely moving” (p. 

13) detail about young learners’ “passion and energy, brilliances and heroisms....[and] 

challenging and piercing alarmed mediocrities” (Ashton-Warner, 1963, p. 20). My position 

is that Ashton-Warner provides the essential contextual detail to form opinions about the 

validity of documentation. My study seeks to make Ashton-Warner’s organic approach 

empirically transparent by exploring the organic literacy pedagogical approach named 

LAUNCH, as introduced in Chapter 1. Another criticism is that Ashton-Warner’s organic 

approach is not new (Middleton, 2012). According to Middleton (2012), this censure has led 

to capacity to ridicule and reject Ashton-Warner’s work. Interestingly, in Teacher, Ashton-

Warner devotes the opening chapter entitled “Organic reading is not new” to the notion that 
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organic-ness “is not new but as old as man” (1963, p. 25). In qualifying her comment Ashton-

Warner writes:  
 

 

 

 

 

 Of course, as I'm always saying, it’s not the only reading; it’s no more that the 
first reading.  The bridge. It's the bridge from the known to the unknown; from 
a native culture to a new; and, universally speaking from the inner man out. 
(Ashton-Warner, 1963, p. 28) 

 

 

 

 

 

 

 

 

Seemingly, it is the idea of “the bridge” that appears to have been innovative at the time. It 

was also the idea that the bridge was “indispensable” in shepherding young learners from 

one culture to another (Ashton-Warner, 1963, p. 28). For Ashton-Warner, this idea was 

socially and culturally widespread and universal, as represented by her following comment: 

 

 

 In New Zealand, a boys’ first drawing is anything that is mobile; trucks, 
 trains, and planes, if he lives in a populated area, and if he doesn’t, it’s 
 horses. New Zealand girls, however, draw houses first wherever they 
 live....but Tongan children’s first drawings are of trees and Samoan five-year-
olds draw churches. (Ashton-Warner, 1963, p. 28) 

 

 

 

 

 

 

 

 

The new-ness of my study is the idea of organic-ness in a Preparatory classroom context, 

amid the current tensions of early academics in Early Years education, and the impulses and 

outward expression of the fourteen Preparatory learners, their educator Miss Walton, and me 

in the capacity of coeducator and researcher, throughout the innovative organic literacy 

pedagogical approach LAUNCH. 

  

 In the following section of this chapter, I look at overarching literature relating to the 

Ashton-Warner’s foundational philosophy of Early Years education. Ashton-Warner’s 

theorisations, underpinned by American educational reformer John Dewey, underpin my 

study’s research aim to explore organic-ness of the literacy pedagogical approach LAUNCH 

in the Preparatory classroom under study. 
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2.4 ORGANIC-NESS IN THE CLASSROOM 

 Sylvia Ashton-Warner’s publication Teacher (1963) centres on an organic approach 

developed in the teaching of reading and writing of English in Maori schools in the 1940s 

and early 1950s. Of importance is Ashton-Warner’s assertion that organic teaching is not 

formulaic; it is not a linear method marked by procedural pedagogic steps. For Ashton-

Warner, to ever accept organic teaching as the method or the one way “is to destroy it, is to 

make it move backward” (Mamchur, 1982, p. 17). Rather, Ashton-Warner describes organic 

teaching as “shockingly beautiful” for the way it allows the beauty of young minds to 

flourish (1963, p. 14). By organic, Ashton-Warner means: 
 

 

 

 

......that way of growth where the strong thing pushes up ahead of the less 
strong. In speaking of a child’s mind, I mean the strongest impulses push 
up, irrespective of whether or not they should at any given time. (Ashton-
Warner, 1963, p. 197) 

 

From the earliest moment as a beginning teacher, Ashton-Warner thought it was wrong to 

impose a world so far removed from young learners’ lifeworlds (Kemp & Middleton, 1980). 

Hence, a key priority for Ashton-Warner is that organic teaching reveres what is already 

within young learners, that being their interests, strengths, capabilities, and possibilities and 

potentials. This is in preference to artificially imposing upon from the outside. According to 

Ashton-Warner (1963), viewing young learners as having their own instincts and tendencies, 

and being capable of active and self-directed learning, is the foundation of an organic 

education (Ashton-Warner, 1963).  

 

 Of significance, Dewey’s philosophy of education expounded in the 1897 article My 

Pedagogic Creed and in publications The Child and the Curriculum (1902) and Education 

and Experience (1938) firmly underpin Ashton-Warner’s standpoint. Akin to Ashton-

Warner, Dewey lauds the inward by arguing learners’ “native tendencies”, “instincts”, 
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“impulses”, and “interests” are the beginning point for education (Dewey, 2007, pp. 229-

230). From this position, Dewey believes that learners carry their own inner wonderment 

and curiosities. Observation of learners’ tendencies and impulses, as asserted by Dewey, is 

“of the utmost importance for the educator” (Dewey, Hickman, & Alexander, 2007, p. 233). 

However, critics ask how knowledge might be acquired if educators begin with these 

tendencies and impulses, “all so crude, so random and scattering, so little refined or 

spiritualized” (Dewey, 2001, p. 25). Dewey and Ashton-Warner argue that the artistry of the 

educator is vital so learning can flourish (Ashton-Warner, 1963; Dewey, 2007). This position 

is evident in Dewey’s Pedagogic Creed. Dewey asserts that educators can value learners’ 

tendencies, instincts, impulses, and interests by “becoming acquainted with materials, 

exercising ingenuity, patience, persistence, alertness, it of necessity involves discipline – 

ordering of power – and supplies of knowledge” (Dewey, 2001, p. 26). By so doing, learners’ 

expression of tendencies and impulses make “the performance of the education function 

more enlightened, more humane, and more truly educational” (Dewey, Boydston, Poulos, & 

Kurtz, 2008, p. 39). 

 

 A second priority for Ashton-Warner (1963) is the value of working material. Young 

learners’ inner tendencies have potential to push up, and flourish into working material. In 

the context of Maori life, Ashton-Warner describes working material as perplexities and 

simplicities of young learners’ lifeworlds “whether it is good or bad stuff, violent or placid 

stuff, coloured or dun” (Ashton-Warner, 1963, p. 34). In other words, working material is 

learners’ prior knowledge, beliefs, strengths, and attitudes as well as their lived experience. 

Organically speaking, rather than push learners to learn vocabulary from outside themselves 

as material, Ashton-Warner unearths material from learners’ inner prior knowledge and lived 

experience. Using “pictures of the inner vision” is all the material required for the 

practicalities of learning (Ashton-Warner, 1963, p. 32). With that said, Ashton-Warner 
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warns that every now and then, working material may not easily grow out of whatever 

situation is at hand. In this case, the educator as artist must “reach a hand into the mind of 

the child, bring out a handful of the stuff [they] find there, and use that as first working 

material” (Ashton-Warner, 1963, p. 34). Ashton-Warner’s clear description of reaching in, 

seemingly is evidence of an educator’s explicit pedagogic influences on working material. 

 

 In the book Experience and Education, Dewey (1938) uses the term experience in a 

comparable manner to Ashton-Warner’s working material. Dewey presents many vivid 

explanations of experience, each offering yet another overlay, or an added subtle hint on 

which to reflect. To grasp the fullness and richness of experience, Dewey writes:  

 

 

 

 

 

 

 Experience denotes the planted field, the sowed seeds, the reaped harvests, 
 the changes of night and day, spring and autumn, wet and dry, heat 
 and cold, that are observed, feared, longed for; it also denotes the one who 
 plants and reaps, who works and rejoices, hopes, fears, plans, invokes 
 magic or chemistry to aid him, who is downcast or 
 triumphant....[experience] recognizes in its primary  integrity no division 
 between act and material, subject ad object, but contains them both in an 
 unanalyzed reality. (Dewey, 1929, p. 8) 

 
 
 
 
 
 
 
 
 
 

 

 

It is here that Dewey makes a fundamental point about experience. Dewey is declaring that, 

like Ashton-Warner’s working material, experience is had, not given. All that is required, as 

stated by Ashton-Warner, is “a light enough touch....[and] it would just come out under its 

own volcanic power” (Ashton-Warner, 1960, p. 45). To enable this, Ashton-Warner declares 

that educators ought to have the “gift or the wisdom to listen” (Ashton-Warner, 1963, p. 58). 

They must intently listen to genuinely hear what learners have to say. Moreover, educators 

need to engage in “passionate interchanges of talk” (Ashton-Warner, 1963, p. 58). It seemed 

to Ashton-Warner, that when conversing with young learners, talk might help gain access to 

working material. She noted, “as I talk with them, I sense hidden in this converse some kind 
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of key” (Ashton-Warner, 1960, p. 67). However, Ashton-Warner warns that talk has 

potential to dampen young learners’ inner working material. She states: 
 

 

 

 

 

You never want to say it’s good or bad. That’s got nothing to do with it. 
You’ve got no right at all to criticize the content of another’s mind. Your 
job is to see what’s in it. Your only allowable comment is one of natural 
interest in what he is writing. As in conversation. And I never mark their 
books in any way; never cross out anything beyond helping them to rub 
out a mistake, never put a tick or a stamp on it and never complain of bad 
writing. (Ashton-Warner, 1963, p. 57)   

 

 

 

 

 

 

 

From this, Ashton-Warner believes that educators’ only suitable response ought to be one of 

genuine interest in learners’ written ideas. In this is Ashton-Warner’s desire that through 

more conversation, educating would be simpler (Ashton-Warner, 1960, 1963). 

  

 Interestingly, Ashton-Warner also provides a description of inorganic-ness. By so 

doing, she provides a more succinct understanding of organic-ness. Ashton-Warner explains 

inorganic as the blatant disregard of working material. Here, educators direct learners’ 

learning from the outside. Not to embrace what is within learners, as asserted by Ashton-

Warner, is an “interruption in the natural expression of life” (Ashton-Warner, 1963, p. 33). 

Ashton-Warner makes her position clear by stating, “To me it is an offence” (1963, p. 33). 

As an example of imposing from the outside, Ashton-Warner challenges the use of primer25 

books. She writes: 
 

 

 

 

 

The distance between the content of their minds, however, and the content 
of our reading books is nothing less than frightening. I can’t believe that 
Janet and John never fall down and scratch a knee and run crying to 
Mummy. Doesn’t John ever disobey? Has the American child no fears? 
Does it never rain or blow in America? Why is it always fine in primer 
books? (Ashton-Warner, 1963, p. 69) 

 

 

 

 

 

 
25 A primer book is a first reading book, such as an alphabet book, for an emergent reader. 
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From this, there is a fervent feeling that it is wrong to impose books on learners. It is clear 

these books are not about Maori vocabularies, or Maori way of life and traditions, but about 

the extreme of what Ashton-Warner calls “a dead reading, a dead vocabulary” (Ashton-

Warner, 1963, p. 95). Ashton-Warner avows that such vocabularies halt the “growth of a 

young mind” and shrouds it “with the frame of an imposed culture” (Ashton-Warner, 1963, 

p. 34). Ashton-Warner’s aversion to imposing from the outside resonates with Dewey’s 

work. Although inorganic or inorganic-ness are not terms found in Dewey’s writings, they 

align with his thoughts of classroom experience. Dewey writes that experience cannot be 

imposed from the outside or given (Dewey, 1938). If experience is directly given, young 

learners “become receptacle to be filled, an enactor of the intentions and purposes of others” 

(Cuffaro, 1995, p. 72). This negates tendencies and impulses, and, in the most primitive 

sense, denies the power of learners (Dewey, 1938). Ashton-Warner’s description of primer 

books to empower young learners speaks to Dewey’s notion of experience. She writes: 
 

 

 

 

 

 It was the temperament of the pa26 that had to be got into these books. The 
 instinctive living, the drama, the communal sympathy, and the violence 
 Life in the pa is so often a sequence of tears, tenderness, brawls, beer, 
 love, and song. I know because I have been part of it all. (Ashton-Warner, 
 1963, p. 67)   

 

 

 

 

 

 

 

 A third priority of Ashton-Warner’s is an aversion for workbooks. By way of 

explanation, Ashton-Warner defines workbooks as the written “conscious condensation of 

material and method” (1963, p. 88). They set out preplanned curricula, conventional rules, 

routines and timetables, and pedagogical intentions (Ashton-Warner, 1960, 1963; 

Thompson, 2000). Whilst Ashton-Warner (1963) concedes workbooks “may clarify to a 

teacher what he is thinking”, (p. 88) she deems them interference to the creative, teachable 

moments that emerge during “organic expulsion” of working material for learners’ inner 

 
26 Pa: Maori village 
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selves (p. 49). The following statement is illustrative of Ashton-Warner’s (1963) stance. 

Ashton-Warner states: 
 

 

 

 

 

In an infant room, however, where the activity is wholly expressive, with all 
subjects allowed their legitimate entry into the area of creativity, the 
question of a workbook can hardly arise. Wherever there’s creativity on a 
large scale there’s life, and I, any way can’t plot life. I just join in. How are 
we to know what is going to come from the children on this day or that? 
Does the teacher wish to anticipate the purposes of each new day? In an 
infant room cultivating the organic expansion, a teacher learns to put the 
factors of mood and change before the prognostications of a workbook. 
(Ashton-Warner, 1963, p. 90) 

 

 

 

 

 

 

 

 

 

This statement opposes the notion of “sameness” and its potential in producing “a one-

patterned mind of the child” (Ashton-Warner, 1963, p. 95). The equivalent of sameness in a 

contemporary classroom is the standardised use of synthetic phonics programs, drill and skill 

flashcards, mass-produced worksheets, commercialised levelled book sets, and pre-

packaged spelling, vocabulary, and grammar workbooks. Of significance, my research study 

avoids a binary type of thinking, whereby educators ought to adopt either an organic or 

inorganic approach to Early Years education. Moreover, my study does not aim to reach a 

compromise between the two, nor does it try to cover up one with the other.  

 

 Now, I move to an examination of scholarly literature relevant to a multimodal view 

of literacy within meaning making opportunities for young learners to operate as inspiring 

producers of text. Reason for this is that my study rests on the assertion that the difference 

about text production in a contemporary Early Years classroom context is that it potentially 

is representative of multimodality (Jewitt, 2008, 2009, 2012, 2013; Kress & Jewitt, 2003).  
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2.5 LITERACY AND MULTIMODAL LITERACIES: FOREGROUNDING TEXT PRODUCTION 

 The Australian Curriculum promotes a broad definition of literacy to describe the 

knowledges, skills, and contexts for literacy. Being literate requires learners to: 

 

 

  ....develop the knowledge, skills, and dispositions to interpret and use 
 language confidently for learning and communicating in and out of 
 school and for  participating effectively in society. Literacy involves 
 learners listening to, reading, viewing, speaking, writing, and creating 
 oral, print, visual and digital texts, and using and modifying language 
 for different purposes in a range of contexts. (ACARA, 2019a) 
 

 

 

 

 

 

 

 

The Australian Curriculum’s recognition of out-of-school contexts and literacy practices is 

progress on traditional definitions of literacy, which simply regarded being literate as 

learners who could read and write. ACARA’s document acknowledges that learners 

becoming literate involve links between literate practices and their everyday lifeworlds 

(Baroutsis & Woods, 2019). The genesis of this stance comes from early theorisations by 

Gee (1996), Heath (1983), and Street (1993). Central to their theorising is that literacies are 

developed across, and within social and cultural practices (Gee, 2003; Luke, Comber, & 

Grant, 2003). As an example, Scribner and Cole (1981) studied the literacy practices in the 

everyday lives of 700 adult Vai men and women in Liberia. Scribner and Cole (1981) argued 

that literacy among Vai people had a complex social and cultural role that was largely 

different from that associated with reading and writing in schools. This study allowed 

researchers to relate social and cultural literacy practices in home and community settings 

with literacy learning. In doing this, Scribner and Cole contested the commonly held belief 

at the time that being literate allied literacy learning with school settings and not with literacy 

learning in everyday home and community contexts (de Silva & Feez, 2016). Healy (2003) 

says that when educators acknowledge and value these contexts, learners bring agency and 

knowledge to their literacy learning. 
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 Such recognition of home, school, and community contexts for literacy learning 

focuses the lens on productive aspects of literacy (Baroutsis & Woods, 2019). The point here 

is that, within and across home, school, and community contexts, learners produce texts. 

From ACARA’s (2019a) viewpoint, it is clear that, within these different contexts, texts are 

not considered as only print-based, but a “multiplicity of communication channels” 

(Kalantzis & Cope, 2000, p. 5). They are not required to be “sharply defined or formulaic” 

(ACARA, 2019a). On the contrary, texts are very much an “experimentation and adaptation 

of language and textual elements from many different writing styles and categories of text” 

(ACARA, 2019a). ACARA’s standpoint suggests texts have different forms and purposes, 

and can be produced in diverse ways, as evidenced by the Australian Curriculum’s definition 

of texts. ACARA states:  
 

 

 

 

 

 

....texts that combine language with other means of communication such as 
visual images, soundtrack, or spoken words, as in film or computer presentation 
media. Texts include all forms of augmentative and alternative communication; 
for example, gesture, signing, real objects, photographs, pictographs, pictograms 
and braille. (ACARA, 2019a) 
 

 

 

Of interest, Bernstein’s theoretical work, relevant to the framing my study (see Chapter 3), 

refers to text as a relay of communication; the rules and practices by which knowledge is 

communicated (Bernstein, 2000). Bernstein theorises text both in a literal and in an extended 

way. For instance, text may refer to a required curriculum such as the Australian Curriculum, 

an educator’s implicit or explicit pedagogic practices, in addition to the relay of knowledge 

via meaning making modes such as spoken, written, gestural, or spatial. Therefore, Bernstein 

states that text is the expression of the what and how of the teaching and learning process 

(Bernstein, 2000; Morais & Neves, 2011). In the context of my study, I use the term text to 

refer to the how power and control (see Chapter 3 Section 3.4 and Section 3.5) create text in 

a Preparatory classroom context as on outcome of learning from the Australian Curriculum. 
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Text production is rapidly evolving because of digital communication technologies 

and multimodal forms of text (Baroutsis & Woods, 2019). This ever-changing idea of what 

it means to produce text surrounds and pervades learners’ identities as text producers in the 

home, at school, and in their communities. In school contexts, multimodal production of text 

is important because of its role in showing learners’ knowledge, skills, and understandings 

in diverse ways (Baroutsis & Woods, 2019; Brandt, 2015). This aligns with Bernstein’s 

belief that not all texts produced are written. He states that text, as a relay of communication, 

can relay “intellectual, practical, and expressive knowledge” (Bernstein, 2000, p. 25). As an 

example, Bernstein writes that text “may be no more than how one sits or how one moves” 

(2000, p. 25). As such, Bernstein theorised that text is “anything, which attracts evaluation” 

(2000, xiv). Seemingly, the Australian Curriculum’s view of multimodality, and the non-

privileging of production modes, whether it was written, spoken, visual and otherwise, align 

with Bernstein’s view of text.   

 

 The New London Group (1996) developed notions of multimodality and literacy 

learning. Foundational ideas of a multimodal approach to literacy emphasise multiple ways 

of knowing and communicating. Kalantzis and Cope (2000, 2012), members of the London 

Group, contend that the linguistic no longer reigns over text production. Whilst the linguistic 

with its print-based delivery is valuable, Healy (2003) and Kuby & Rucker (2016) contend 

that in current times it plays more of an interactive role with other ways of producing text. 

This is in line with Kress (2005) and Kress and van Leeuwen’s (2001) viewpoint that a 

multimodal approach should not segregate ways of producing text, nor should it privilege 

one way over another. The literature states that the multiplicity of ways are representative of 

many modes including spoken, written language or visual images, interfaced with oral, 

visual, audio, gestural, tactile, and spatial patterns of meaning (Jewitt, 2013; Kalantzis & 

Cope, 2000, 2012; Kress & Jewitt, 2003; Kress & van Leeuwen, 2001; New London Group, 
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1996). Kress (2003, 2005) theorises that learners do not have difficulty shifting between 

modes. As posited by Kress (2003, 2005), it is critical that educators act pedagogically to 

permit learners’ choice of modes to produce text. 

 

With increasing digitalisation, technology-enhanced learning, and multimodality 

within learners’ lifeworlds, there is potential for digital and multimodal literacy pedagogies 

in the Early Years of formal schooling. A number of Australian scholars have explored the 

implications of such pedagogical approaches to literacy learning (Baroutsis & Woods, 2019; 

Danby, Evaldsson, Melander, & Aarsand, 2018; Neumann, 2018; Yelland, 2018). A 

compelling illustration is Yelland’s (2018) four-year case study of 20 Kindergarten learners 

aged 4 and 5 years-of-age, 50 Preparatory learners aged 5 and 6 years-of-age, and 84 Year 

2 learners aged 7 and 8 years-of-age in Australian classroom contexts. Yelland’s empirical 

work focused on learning environments in which educators designed and implemented 

multimodal experiences using tablet technologies to stimulate learners’ production of text. 

Yelland (2018) concluded that tablets acted as a “complementary” resource, rather than an 

alternative resource to traditional production modalities such as pencil and paper (p. 847). 

As well, Baroutsis and Woods’s (2019) design-based study explored activities involving 

iPads and the app Book Creator27 to stimulate reluctant Year 128 text producers. They found 

that learners used “human and non-human, [and] technological and non-technological” 

resources to bring on text production (p. 13). Studies by Yelland (2018) and Baroutsis and 

Woods (2019) are evidence of learners using a multiplicity of modes to produce text.  
 

   

Despite increased empirical research investigating learners’ digital and multimodal 

text production in Early Years classrooms (Bock, 2016; Chambers et al., 2018; Gillen & 

 
27 The iPad app Book Creator permits learners to add text, images, audio, and video to pages to produce a 
digital text. 
28 In Queensland, young learners in Year 1 are typically between 6 and 7 years-of-age. 
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Kucirkova, 2018; Miller, 2018; Yelland, 2018) the OECD’s report on innovative pedagogies 

contends that schools remain largely resistant places for multimodality (Peterson, Dumont, 

& Lafuente, 2018). In Yelland’s (2018) study, she maintains that such reluctance may be in 

part due to text production pedagogies continuing to be drenched in paper-based worksheets 

and commercial workbooks. These sorts of pedagogies, as asserted by Jay and Knaus (2018) 

have, for some educators, developed into a standard conception of what it means for learners 

to produce texts. Furthermore, Yelland (2018) adds that such reluctance around multimodal 

text production may be attributable to performativity pressure. As discussed in Section 2.2 

of this chapter, educators are observing Governments publicly fixating on NAPLAN tests 

and quantifying knowledge to show literacy achievement (Yelland, 2018; Yelland & Gilbert, 

2017, 2019). Educators are feeling pressured to teach set literacy knowledge and skills, 

predominately via paper-based means. The epistemological assumption is that learners’ 

knowledge of how to produce text develops through a standardised print-based ideology. 

 

 

 

 

 

2.6 CHAPTER SUMMARY 

 This chapter reviewed scholarly literature relevant to the research problem and 

research aim of my study. It presented a review of scholarly literature on the notion of early 

academics in the Early Years of Australian formal schooling. Specifically, I reviewed 

literature on the effects of early academics on Early Years curriculum, pedagogy, and 

evaluation. The chapter also presented a review of scholarly literature that examined an 

organic approach to Early Years education. In this section, I revealed that there is limited 

literature reporting on an organic approach using the specific terms organic and organic-

ness. At the time of preparing this dissertation, no literature could be located on an organic 

literacy pedagogical approach LAUNCH. It is to this gap in literature that my study has 

contributed. Finally, the chapter concluded with an overview of text and a multimodal view 

of literacy within meaning making opportunities for producing text. 
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 CHAPTER THREE 
  LAUNCH-ing the  

Theoretical Framework 
                  
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 76 

3.1 CHAPTER INTRODUCTION 

  The purpose of Chapter 3 is to outline the theoretical framework. Specifically, it aims 

to examine literature on Basil Bernstein’s sociology of curriculum, pedagogy, and evaluation 

(1996, 2000), to place the study in the theoretical field in which it belongs. The chapter 

provides background into Bernsteinian theoretical perspectives relevant to the framing of 

my study. First, Section 3.2 and Section 3.3 presents Basil Bernstein’s theory of pedagogy 

(1996, 2000), which acts as the theoretical foundation for the study. Included in Section 3.4 

and Section 3.5 is an outline of Bernstein’s theoretical concepts of classification and 

framing. These concepts offer a framework that can be translated into analytic work to 

examine the operationalisation of Bernstein’s message systems of curriculum, pedagogy, 

and evaluation (Bernstein, 1996, 2000). Strong metalanguage around the theoretical 

concepts of classification and framing provides a strong grammar to guide my study. Second, 

Section 3.6 presents Bernstein’s visible and invisible pedagogical practices, which are 

distinguishable by the manner and degree of classification and framing. Third, these 

practices are discussed in association with performance and competence pedagogic models 

in Section 3.7. Discussions in Sections 3.4, 3.5, 3.6, and 3.7 are located within an Early 

Years educational context. Finally, Chapter 3 concludes with a chapter summary in Section 

3.8. 

 

 The theoretical perspectives are relevant to describe and understand Bernstein’s 

pedagogic theory and the operationalisation of three inter-related message systems of 

curriculum, pedagogy, and evaluation. Of significance, there is close alignment between the 

message systems and the research question posed by my study. To keep alignment at the 

forefront of the dissertation, I use the visual vocabulary of red, blue, and green to link the 

research questions with Bernstein’s message systems of curriculum, pedagogy, and 

evaluation. The following outline makes this clear. 
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What content knowledges are included in organic literacy 
pedagogies to stimulate text production for young learners? 

 
 
 
 

Which literacy knowledges and skills are evaluated during 
organic literacy pedagogies for young learners? 

 
 
 
 
 
 
 

How are organic literacy pedagogies enacted for young 
learners? 

 Bernstein’s theoretical concept classification explores the research problem (see 

Chapter 1 and Chapter 2), and addresses Research Question 1, which asks: 

 

 

 

 

 

 

 

 

 
 

 

 

  

 Second, Bernstein’s theoretical concept of framing offers a structure to explore and 

describe the transmission of knowledge between coeducators and young learners to explore 

the research problem, and answer Research Question 2. It asks: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

  

 

 Third, Bernstein’s theoretical concept of framing explores and describes evaluation 

of content knowledge. Framing explores the research problem, and answers the final 

research question, which asks: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

   

 

  

 

 Therefore, Bernstein’s pedagogical theory (1996, 2000) provides the theoretical 

framework that can describe and analyse the type of content knowledge taught, and the mix 

of pedagogical practice employed during the organic literacy pedagogical approach 

LAUNCH in the Preparatory classroom under study.  
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What content 
knowledges are 

included in organic 
literacy pedagogies to 

stimulate text 
production for young 

learners? 

 
 
 
 
 
 
 

 
How are organic 

literacy pedagogies 
enacted for young 

learners? 

 
 
 
 

 

Which literacy 
knowledges and skills 
are evaluated during 

organic literacy 
pedagogies for young 

learners? 

 Now, I present Figure 3.1 as a visual overview, which explicitly connects the 

theoretical framework of the study to the research questions. 

 

nFigure 3.1. 

Alignment between Theory and Research Questions 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 
 

 
Figure 3.1. The visual vocabulary of red, blue, and green show alignment between 
Bernstein’s message systems of curriculum, pedagogy, and evaluation and the research 
questions posed in the study. 
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3.2 LANGUAGE AND SOCIAL CLASS 

 Bernstein’s lifetime work has been the theoretical development of a framework in 

which social relationships of the family and school distribute power and control of a society. 

Linguist Michael Halliday describes the work of Bernstein as a “theory about society” 

(Halliday, 1987, p. 101). It is a theory about the transmission of knowledge within families, 

schools, and communities, and the role of language within those social contexts. Inspired by 

French sociologist Emile Durkheim, Bernstein thought language helped understand ways of 

“initiating, synthesizing, and reinforcing ways of thinking, feeling, and behaviour” of 

families, schools, and communities (Bernstein, 1971, p. 43). Halliday asserted that one 

significant early contribution was insistence that language play a role in his theory of 

sociology. Halliday’s comment is illustrative. He states: 
 

 

 

 

   

 

 [Bernstein was] the first sociologist to give a place to language in his 
 chain of explanations and by doing so he offers an explanation of how 
 culture is transmitted. (Halliday, 1988, p. 6) 
 

 

 

 

 

 

 

 

 

By way of example, in the 1958 paper Some Sociological Determinants of Perception, 

Bernstein presented empirical work investigating the effects of social relationships on 

language and learning. A study of 309 male adolescent learners, aged between fifteen and 

eighteen, revealed that different family relationships within different social class groups 

determined learners’ language use, which, in turn determined learners’ scores on verbal and 

non-verbal intelligence tests (Bernstein, 1958). Specifically, Bernstein found that middle-

class families placed greater emphasis on language ensuring middle-class performance on 

verbal and non-verbal testing was higher overall than working-class performance. This is 

what Bernstein theorised, as he insisted that there are differences in social relationships, 

language, and social class performance (Bernstein, 1958, 1971; Jones, 2013).  
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 Bernstein put forward that learners from working-class families performed less well 

at school due to acquiring a restricted code in language use in their family. Middle-class 

learners’ success, on the other hand, was due to acquiring an elaborated code. Bernstein 

linguistically describes the two codes in terms of the “syntactic elements” used by working-

class and middle-class learners to manage meaning (Bernstein, 1971, p. 76). To demonstrate 

the practical workings of restricted and elaborated codes in different social class groups I 

draw upon the work of Henderson (1970) and Hawkins (1969). Both studies utilised 

Halliday’s systemic grammar Picture Card Story activities with five-year-old learners from 

different middle-class and working-class backgrounds. One of the major findings of 

Henderson’s (1970) and Hawkins’s (1969) research supports Bernstein’s statement that 

middle-class learners require an elaborated code, which is characteristic of a social 

relationship involving “explicit”, “universalistic”, and “context-independent” language 

(Bernstein, 1971, pp. 78-79). Meanwhile, language of working-class learners requires a 

restricted code. This code increases tension on the social relationship to use “implicit”, 

“particularistic”, and “context-bound” language (Bernstein, 1971, p. 78-79). Of significance, 

Bernstein took great care to emphasise that neither code is more highly valued when 

compared with the other (Halliday, 1978). 

 

 Bernstein’s view of social class performance saw some critics label Bernstein as a 

deficit theorist (Coulthard, 1969; Edwards, 1976; Gordon, 1981; Jones, 2013). The premise 

of criticism came from the notion that the language of middle-class learners had something, 

which the language of working-class learners did not. Put another way, for Gordon (1981) 

and Edwards (1976) Bernstein’s conclusions took a binary either/or position between 

language codes used by working-class and middle-class learners. Gordon (1981) asserted it 

was “beyond doubt” (p. 85) that Bernstein’s opinion on socially established language 

suggested a deficit theory, and refusal to accept any input to deficit theory was 
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“disingenuous” (Edwards, 1976, p. 143). Bernstein constantly refuted his characterisation as 

a deficit theorist, based on the belief that his views had been misinterpreted and 

misrepresented (Jones, 2013). Bernstein wrote about the danger of making “premature and 

misleading inferences” about his language work in Class, Codes and Control: Theoretical 

Studies towards a Sociology of Language (Bernstein, 1971, p. 1). He warned that there are 

problems in inferring from “micro counts of specific linguistic choices to the macro 

characteristics of the speech” of different social class groups (Bernstein, 1971, p. 13). Hasan 

(2002), a supporter of Bernstein’s “exceptional” language work, argues that negative 

readings around restricted and elaborated codes are “(mis-) readings”, that bring emphasis 

to “standards of academic (il-) literacy” (p. 538). 

 

3.3 SOCIAL CONTROL AND SCHOOLS 

 However, for Bernstein the issue of language use in different social class groups 

became a much bigger one. When Bernstein believed his theorisation of restricted and 

elaborated codes could not be cultivated further, he shifted emphasis to research into 

education as an organisation for social control (Lee, 1973). In Bernstein’s and Henderson’s 

(1969) paper Social Class Differences in the Relevance of Language to Socialization, he 

made explicit a theoretical connection between language codes, social control, and schools. 

The concept of language codes enabled Bernstein to explore the interrelatedness between 

social class groups and language, and in due time, between social class groups and 

educational attainment in formal learning environments such as schools. Bernstein theorised 

that: 

 

 

 

 

 

 ....the social structure transforms language possibility into a specific code 
 which  elicits, generalizes, and reinforces those relationships necessary 
 for its continuance. (Bernstein, 1971, p. 76) 
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A focus on educability raised new questions for Bernstein about social relationships between 

families and schools, and how these relationships affected social class differences in learning 

(Sadovnik, 1995). 

  

 As Bernstein shifted focus from social class to schools, he applied theorisations about 

tying together his early work with language codes to educational knowledge in schools. 

Bernstein’s thinking is clear in the following statement: 

 

 

 

 

 

 

 It has always been very clear to me that the class structure affected  access to 
 elaborated codes through its influence upon initial socialization into the 
 family and [emphasis in original] through its fundamental shaping of both 
 the organizational structure and contents of education. (Bernstein,  1971, p. 
 241) 
 

 

 

 

 

 

 

 

 

Specifically, Bernstein had become interested in transmission of educational knowledge 

through the message systems of curriculum, pedagogy, and evaluation. His assertion is 

illustrative. 

 

 

 

 

 

 

 Thus the code theory....draws attention to the relations between macro 
 power  relations and micro practices of transmission, acquisition, and 
 evaluation and the positioning and oppositioning to which these practices 
 give rise. (Bernstein, 1990, p. 119) 
 
 
 
 
 
 
 
 
 

Here, Bernstein is seemingly making an association between the micro processes of 

language use and pedagogic control and the broader macro processes of educability 

(Sadovnik, 1995). 
 

 

All of the above is background to arguably Bernstein’s most influential paper On the 

Classification and Framing of Educational Knowledge published in Class, Codes and 
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Control: Towards a Theory of Educational Transmissions (Bernstein, 1975a). Bernstein 

introduces three inter-related message systems to theoretically understand the what and how 

of educational knowledge transmission. Bernstein considers micro practices of social 

interactions of creating knowledge, in different ways and forms, and their bearing upon 

classroom teaching and learning (Bernstein, 1975a, 1996, 2000). The epistemological 

assumption here is that there are ways of acquiring knowledge as opposed to attaining states 

of knowledge (Bernstein, 1975a). Acquiring knowledge arises out of hierarchical educator-

learner relationships, which in Bernstein’s view, influences the concept of “what counts as 

having knowledge, which in turn leads to a different concept of how the knowledge is to be 

acquired” (Bernstein, 1975a, p. 93). Thus, the notion of who wields the power is important 

for curriculum choices, and who wields the control over pedagogy.  

  

 In the seminal publication Class, Codes and Control Volume 1, originally published 

in 1971, Bernstein first introduces theoretical concepts of classification and framing. 

Classification and framing offer a way of exploring and understanding the operationalisation 

of Bernstein’s message systems of curriculum, pedagogy, and evaluation (Bernstein, 1996, 

2000). Classification refers to the structural level of what counts as valid knowledge, which 

shows the extent of the realisation of power (Bernstein, 1996, 2000). Framing refers to the 

interactional level of ways of acquiring new knowledge, which shows the extent of the 

realisation of control (Bernstein, 1996, 2000). Put another way, theoretical concepts of 

classification and framing investigate the what and how of the transmission of educational 

knowledge (Morais, 2002; Morais & Neves, 2018; Sadovnik, 1995). As presented in 

forthcoming sections, epistemologically speaking, by means of classification and framing I 

can better understand creation of knowledge, in different ways and in different forms by the 

fourteen Preparatory learners and the pedagogical practices used by Miss Walton and me, in 

the capacity of coeducator and researcher.  
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While recent Bernsteinian empirical research literature is substantial, there is a 

paucity of literature on the use of Bernstein’s theoretical concepts of classification and 

framing in Early Years education, particularly in the Early Years of formal schooling. This 

is perplexing given Bernstein’s explicit talk of a “pedagogic pallet” (Bernstein, 2000, p. 56) 

or mix of pedagogic practices in Preschool/Infant educational contexts (Bernstein, 1975a, 

1975b, 2000, 2003). There is, however, a body of work from Greek researchers, which 

investigates Early Years educators’ pedagogical choices for teaching The Arts 

(Koustourakis, 2013a, 2013b, 2014) and Mathematics (Koustourakis & Zacharos, 2011; 

Koustourakis, Zacharos, & Papadimitriou, 2013; 2014). As a collective the work indicates 

that Early Years educators use a mix of implicit and explicit pedagogic control in their daily 

Art and Mathematics teaching programs. Likewise, Doyle (2011) posited different 

pedagogical control, expressed as “shifting pedagogies” (p. 60), in a study of Foundation 

Science teaching practices in an Australian Preparatory classroom, while Exley and Richard-

Bossez (2013) utilised the term “weaving” (p. 345) in their French study of 5 and 6 year-old 

learners’ alphabet knowledge.  

 

 More recently, Australia researchers Exley, Kervin, and Mantei (2016) and Mantei 

and Kervin (2018) have studied pedagogic control during Early Years literary experiences 

in classroom contexts. Exley, Kervin, and Mantei (2016) report on a mix of pedagogical 

control to sequence and pace grammar learning experiences. Similarly, Mantei and Kervin 

(2018) also investigate educators’ pedagogical control, however their focus is on interactions 

within specific spaces and times, and available resources throughout educator-led read-

alouds. Although not in a formal school setting, but rather a community based long-day care, 

Australian researchers Kervin, Turbill, and Harden-Thew (2016) report on a “continuum” 

(p. 465) of pedagogical practices to help explain time, space, and social control during 

literacy learning. It is to the gap in Australian literature on pedagogic control during the 
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literary experiences of learners in the Early Years of formal schooling that my study will 

contribute. Furthermore, at the time of preparing the dissertation, I could not locate literature 

surrounding the use of Bernstein’s theoretical concepts of classification and framing to 

specifically examine organic literacy pedagogies in the Early Years of formal schooling.  

 

 Much of the literature utilising Bernstein’s theoretical concepts classification and 

framing centres on the understanding and analysis of pedagogical practices during the 

teaching of The Arts, Mathematics, Science, and more recently in Australia, English. It is 

also important to acknowledge the intermittent application of classification and framing to 

describe and understand pedagogic practices during Physical Education (Stirrup, 2018a, 

2018b; Whatman & Singh, 2015), Technology (Sofkova, Hashemi, & Cederlund, 2017), and 

Religion (Francourt, 2016; Walford, 2002) classroom-based learning in formal school 

settings. For these researchers, theoretical concepts classification and framing helped 

explore interactional levels of pedagogic actions, which consisted of the organisation of 

varying elements, for example, time, space, pace, resources, and educator-learner 

hierarchical relationships. More broadly speaking, theorisations about what counts as 

legitimate official knowledge in schools, and the pedagogic practices selected for its 

enactment have arisen from the utilisation of Bernstein’s theoretical concepts classification 

and framing (Koustourakis, 2007).  

 

 Certain drawbacks noted in the scholarly literature are worth heeding. Critics of the 

theoretical concepts of classification and framing give prominence to two drawbacks. The 

first relates to Bernstein’s early work, challenging his theoretical interpretations and 

explanations due to his ungenerous use of, and reference to, empirical research. This 

drawback arises from Bernstein’s research blueprint, whereby “the theory, however 

primitive has always come before the research” (Bernstein, 2000, p. 93). Bernstein’s 
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partiality towards theory ahead of empirical research is evident in the article On the 

Classification and Framing of Educational Knowledge (Bernstein, 1975a). Whilst 

acknowledging theoretical concepts classification and framing “requires at every point 

empirical evidence”, Bernstein does not attempt to support his theoretical standpoint with 

empirical work (Bernstein, 1975, p. 112). He writes: 
 
 
 
 
\ 
 
 
 
 

 We have, for example, little first-hand knowledge, which bears upon aspects 
 of framing as this concept is used in this paper. We have also next to no 
 first-hand knowledge of the day-to-day encounters realized by various types 
 of integrated codes. (Bernstein, 1975, p. 112) 
 

 

 

 

 

 

 

 

 

Critical of the absence of empirical research, Edwards (1987) asserts that Bernstein’s 

theoretical ideas arise out of plausible assumptions, rather than empirical evidence. Rather 

curtly, Edwards describes Bernstein’s early research as “practically bereft of data” (1987, p. 

238). Without empirical data, King (1981) views Bernstein’s theorising of the classroom 

context, as “empirically false” (p. 261). Edwards (1987) subscribes to the viewpoint that 

Bernstein is mostly interested in “being stimulating theoretically rather than in being ‘right’ 

empirically” (p. 239). Perhaps not as direct, Dowling suggests empirical research is not 

absent, “but appears, shall we say, hazily” (2010, p. 19). 

 

 Bernstein does attempt to offer recounts of scenarios to describe and explain the 

theoretical concepts of classification and framing, although Power (2010) is critical of these 

recounts and describes them as fabricated scenarios complete with made-up spaces, fictitious 

learners, and their imagined conversations. For example, the following string of citations is 

illustrative of Bernstein’s use of make-believe, but plausible conversations and situations to 

theoretically make clear the distinctness between strength of classification and frames. He 

writes: 
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Consider an infant school, fifty years ago....They may be drawing or 
 painting figures, houses etc. the teacher looks....and says “That’s a very 
 good house, but where is the chimney?” In some infant schools today....the 
 teacher here is less likely to say “What’s that?” (Bernstein, 1977, p. 119) 
 
 Where the classification and frames are relatively strong, one would 
 expect that if a pupil presented some work to the teacher which the 
 teacher thought was unexpectedly good, he/she might say “That’s a very 
 good piece of work. Did you do it by yourself?” Whereas if the 
 classification, and especially the framing, was relatively weak in the same 
 situation, the teacher might say, “That was really exciting. Did you do it by 
 yourself/” If the pupil said that he did, the teacher might add, “You 
 might have got even more out of it if you had talked it over with some of the 
 group?” (Bernstein, 1977, p. 9) 
 

 

 

 

 

 

 

 

 

Power (2010) contends that whilst these conversations are “genuinely illuminating” and 

show the semblance of what Bernstein is trying to describe, they “hardly count as empirical 

support” (p. 243). In response to critics, Bernstein revisits classification and framing, albeit 

briefly, through empirical investigations in pedagogical sites in Britain, Chile, Portugal, 

Spain, and Australia in Pedagogy, Symbolic Control and Identity (Bernstein, 1996, 2000). 

To reply to this criticism, my study’s research design and methodology (see Chapter 4 

Sections 4.2, 4.3, and 4.5) provides empirical grounding to approach and analyse the type of 

knowledge included in organic literacy pedagogies, and the mix of pedagogic practices 

employed for this purpose.  
  

 

 

 

 

 

 Second, critics of Bernstein’s work fault ambiguity around the use of language to 

describe the theoretical concepts of classification and framing. Walford (1995) states that 

Bernstein’s descriptions are “dense, difficult, and often incomprehensible” (p. 193), while 

Edwards (1987) notes a “high level of abstraction” (p. 246). This, according to Grimshaw 

(1976), causes “communication noise”, which hinders Bernstein’s written explanations of 

theoretical ideas (p. 569). In consequence, Gibson (1978) candidly labels Bernstein’s 

theoretical ideas as “ambiguous mumbo-jumbo” (p. 93). As evidence of Walford’s (1995), 
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Edwards’s (1987), and Grimshaw’s (1978) criticism, in the following excerpt Bernstein 

explains the idea of theoretical concepts. He states: 
 

 

 

 Concepts, I believe, for some, look outwards and inwards........Outside 
 and inside are lined by a tense dialectic. When this tension slackens, one is 
 doing  no more than performing arabesques around the past or, and 
 perhaps most painful of all, the transformation is complete,  because the 
 concepts themselves, and the intellectual tradition of which they are 
 necessarily a  part, have created a language too limited for any further inner 
 exploration. (Bernstein, 1975, pp. 2-3)975, p. 2-3) 
 
 

In Bernstein’s later work, he does acknowledge the abstractness of language. He writes: 

 

 

 

 

 Whilst I cannot argue against what other finds difficult to read, my own 
 intentions have always been to have worked towards formulations which 
 offer clearer, more concise and more explicit guides to research. 
 (Bernstein, 2000, p. xv) 
 

 

 

 

 

 

 

From this, Bernstein seemingly suggests that the problem lies with readers. In defense, 

Sadovnik (2001) says Bernstein’s level of abstractedness in his descriptive language “is no 

less true of other major sociological theorists” (p. 694). To address any lack of clarity, the 

remainder of Chapter 3 unpacks theoretical concepts pertinent to my study to provide an 

understanding of the meeting point between Bernstein’s theoretical ideas and classroom-

based empirical research. To facilitate this, I draw on researchers who have used Bernstein’s 

theoretical work. I also include tables to visually summarise theoretical ideas.  

 

 Next, I introduce theoretical concepts of classification and framing as my study’s 

analytic tools, and by doing so, lay the foundation for a strong theoretical and practical 

metalanguage of description to direct my research study. This helps establish insight into the 

epistemological and ontological potentials of organic literacy pedagogies in the Early Years 

of formal schooling. 
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3.4 CLASSIFICATION OF EDUCATIONAL KNOWLEDGE 

 The concept of classification determines the structure of the message system of 

curriculum (Bernstein, 1975a). Classification relates to the degree of boundary maintenance, 

or insulation, between content knowledge (Bernstein, 1975a, p. 88). Put another way, 

classification is the extent to which the “content of a given subject is insulated from other 

subjects” (Koustourakis, Zacharos, & Papadimitriou, 2014, p. 85). Classification may be 

either strong or weak. Where classification is strong, insulation between content knowledge 

is clear and distinct. Strong classification implies strict adherence to specialised knowledge, 

which is indicative of loyalty towards a “difference from rather than communality with” 

(Bernstein, 1975a, p. 95). In other words, strong classification expresses faithfulness to 

singular content knowledge with its specialised language, specific skills, and set processes 

(Bernstein, 1975a; Zacharos, Koustourakis, & Papadimitriou, 2013). Bernstein (1975a) calls 

strong insulation a “type of collection code” (p. 96). In the context of my study, the 

epistemological assumption is that strong classification in a collection code is made clear by 

the mandate to acquire states of singular, discipline-based content knowledge chosen by 

Australia’s national curriculum. 

 

 In cases where classification is weak, there is a blurring of boundaries between 

discipline-based content knowledge (Bernstein, 1975a, 1996). As such, interdisciplinary 

approaches are dominant, and combinations of knowledge, skills, and processes from 

different learning areas decide content knowledge. In other words, weak classificatory 

strength supports a “type of integration code”, or put simply, an integrated curriculum 

(Bernstein, 1975a, p. 96). When this occurs, singular content knowledge comes upon 

communality with other singular content knowledge. Therefore, weak classification in an 

integration code brings emphasis to, epistemologically speaking, various ways of knowing 

(Bernstein, 1975a).  
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Different classificatory strengths provide a useful analytic way to describe the degree 

of insulation between discipline-based learning areas. To represent polarisations of 

classificatory strengths, Bernstein applies a descriptive indicator scheme; classification can 

be strong (C+) or weak (C-) (Bernstein, 1990, 1996, 2000). However, Portuguese researchers 

Morais (2002), Morais and Neves (2001), and Morais, Neves, and Afonso (2005) extend 

beyond Bernstein’s strong (C+) and weak (C-) classificatory indicators. In a study of Science 

education, they use a scale of relative indicators to better explain and understand 

classification and framing. Relative indicators of classificatory strength comprise of C-- 

(very weak), C- (weak), C+ (strong) and C++ (very strong). Contemporary Bernsteinian 

researchers continue to use these relative indicators in their empirical work (Kervin, Turbill, 

& Harden-Thew, 2017; Koustourakis, 2013a, 2013b, 2013c; Koustourakis, Zacharos, & 

Papadimitriou, 2014; McPhail, 2013; Sanders-Smith, 2015; Simpson Reeves, 2017; 

Simpson Reeves, Exley, & Dillon-Wallace, 2018; Sofkova Hashemi & Cederlund, 2017). 

However, my study pushes further by using a continuum of relative indicators to show 

classification strength of knowledge.  

 

 

 

 

 

 Now, I present a coding matrix, titled Theoretical Relative Indicators of 

Classification of Educational Knowledge, as a starting point for use of classification of 

content knowledge in the study (see Table 3.1). The purpose of the matrix is to show 

gradations of classificatory strength. Moreover, it focuses on the coeducator-learner dynamic 

relating to who wields power in knowledge creation. Finally, the coding matrix introduces 

language of analytic description. In Chapter 4 Section 4.7, the coding matrix is developed 

and extended to include theoretical descriptions for units of analysis relating to content 

knowledge, in preparation for analytic work in Chapter 5 and Chapter 6.  
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nTable 3.1. 

Theoretical Relative Indicators of Classification of Educational Knowledge 

     Classification of Educational Knowledge  

 
Relative 

Indicators Description 

Co
nt

en
t K

no
wl

ed
ge

 

C++ There is very strong insulation of knowledge. The concepts, 
skills, and processes of text production come from the FY 
AC:E. 

C+ There is strong insulation of knowledge. The concepts, skills, 
and processes of text production come from the FY AC:E and 
an additional FY AC learning area. 

C- There is weak insulation of knowledge. The concepts, skills, 
and processes of text production come from the FY AC:E and 
multiple FY AC learning areas. 

C-- There is very weak insulation of knowledge. The concepts, skills, 
and processes of text production come from the FY AC:E, multiple 
FY AC learning areas and home and/or community knowledge. 

 

 
 

Note. C = Classification; Relative indicators of classification strength (very weak C-- ; weak 
C- ; strong C+ ; very strong C++) describe and analyse knowledge; FY = Foundation Year; 
AC = Australian Curriculum; AC:E = Australian Curriculum: English. 
 

 

  

  

  

 

 

 

 

 Therefore, in the context of my study, Bernstein’s theoretical concept of 

classification helps understand and explore the research problem and answer Research 

Question 1. To aid recall, this research question asks: 

 
 

 

 

 

3.5 FRAMING OF PEDAGOGIC PRACTICE 

 Where classification correlates with content knowledge, framing is concerned with 

the transmission of content knowledge through pedagogic interaction (Bernstein, 1975a). 

Framing is a theoretical term developed by Bernstein to refer to “what may be transmitted 

and what may not be transmitted” in a pedagogic relationship (Bernstein, 1971, p. 50). 

 
 
 
 

What content knowledges are included in organic literacy 
pedagogies to stimulate text production for young learners? 
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Framing helps identify who wields control over the “selection, sequencing, organisation, 

pacing, and timing” of content knowledge (Bernstein, 1975a, p. 89). Using a classroom case, 

Bernstein explains framing as the apparent degree of autonomy held by the educator and 

learners in relation to what content knowledge learners have access to, when it is transmitted, 

how it is chosen and arranged, and how learners show their learning (Bernstein, 1996, 2000). 

Like classification, framing may be strong or weak. In the case of strong framing, teaching 

focuses on the educator, as transmitter of content knowledge, and young learners, as 

acquirers, have fewer options and choices are limited (Bernstein, 1975a; Koustourakis & 

Zacharos, 2011). Alternatively, where framing is weak, the control is with the acquirer. Here, 

the acquirer has more control “to reach out and conquer knowledge” at a pace suited to their 

learning (Zacharos, Koustourakis, & Papadimitriou, 2014, p. 85). Some Early Years 

educators and academic experts argue that the Australian Curriculum has nudged the Early 

Years of formal schooling from weakly framed play-based pedagogic practices to strongly 

framed whole-class explicit teaching (Breathnach, O’Gorman, & Danby, 2016; Grant, 

Danby, Thorpe, & Theobald, 2016; Jay & Knaus, 2018).  

 

 To represent framing strength Bernstein applies an indicator scheme; framing is 

strong (F+) or weak (F-) (Bernstein, 1990, 1996, 2000). To work in congenial alignment 

with classificatory relative indicators, Morais (2002), Morais and Neves (2001), and Morais, 

Neves, and Afonso (2005) developed a scale of relative indicators made up of F-- (very 

weak), F- (weak), F+ (strong), and F++ (very strong). Contemporary researchers use these 

indicators to examine the status of pedagogic relations at the micro-level of the classroom 

(Kervin, Turbill, & Harden-Thew, 2017; Koustourakis, 2013a, 2013b, 2013c; Koustourakis, 

Zacharos, & Papadimitriou, 2014; Sanders-Smith, 2015; Simpson Reeves, 2017; Simpson 

Reeves, Exley, & Dillon-Wallace, 2018). Like classification, my study pushes further by 

using a continuum of indicators to show framing strength.  
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Next, I present Table 3.2 to reveal the relative indicators of framing strength, in 

preparation for description and analysis in Chapter 5 and Chapter 6 of this dissertation. Table 

3.2 brings emphasis to the coeducator-learner connection in relation to who wields control 

of pedagogic options employed to teach knowledge. The methodology chapter (see Chapter 

4 Section 4.7) further develops and extends Table 3.2 to include theoretical descriptions for 

units of analysis for hierarchy, selection and sequence, pacing, space, and resources. 

 

nTable 3.2.  

Theoretical Relative Indicators of Framing of Pedagogical Practice 
 

 

Framing of Pedagogical Practices 

Options Relative 
Indicator Coeducators Young Learners 

H
ie

ra
rc

hi
ca

l  
Re

la
tio

ns
hi

p  

F++ 
Coeducators have very strong 
control. They choose, decide, 
and instruct.  

Learners have very weak 
control. They watch, listen, 
and wait. 

F+ 
Coeducators have strong 
control. They guide, show, and 
provide. 

Learners have weak control. 
They mostly watch, listen, and 
wait. 

F- 
Coeducators have weak 
control. They put forward, ask, 
and suggest. 

Learners have strong control. 
They propose, express, and 
construct. 

F-- 
Coeducators have very weak 
control. They watch, listen, 
and wait. 

Learners have very strong 
control. They choose, decide, 
and instruct. 

 

 
Se

qu
en

ci
ng

 a
nd

 S
el

ec
tio

n  F++ 
Coeducators have very strong 
control. They choose, decide, 
and instruct. 

Learners have very weak 
control. They watch, listen, 
and wait. 

F+ 
Coeducators have strong 
control. They guide, show, and 
provide. 

Learners have weak control. 
They mostly watch, listen, and 
wait. 

F- 
Coeducators have weak 
control. They put forward, ask, 
and suggest. 

Learners have strong control. 
They express, propose, and 
construct. 

F-- 
Coeducators have very weak 
control. They watch, listen, 
and wait. 

Learners have very strong 
control. They choose, decide, 
and instruct. 
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Pa

cin
g  

 

F++ 
 

Coeducators have very strong 
control over pace. Knowledge 
is fast/slow paced. Timeframes 
are strict. 

Learners have very weak 
control over pace. They listen 
and do. 

F+ 
 

Coeducators have strong 
control over pace. Knowledge 
is paced and timeframes are 
adequate. 

Learners have weak control 
over pace. They mostly listen 
and do. 

F- 
 

Coeducators have weak 
control over pace. Knowledge 
is not paced, and timeframes 
are loosely set. 

Learners have strong control 
over pace. They propose, 
express, and construct at their 
own pace. 

F-- 

Coeducators have very weak 
control over pace. Knowledge 
is not paced. There are no 
timeframes. 

Learners have very strong 
control over pace. They decide 
pace. They decide timeframes. 

 

 
Sp

ac
e  

F++ 

Coeducators have very strong 
control over where learners 
work. They dictate space and 
strictly regulate movement.  

Learners have very weak 
control over where they work. 
They listen and do.  

F+ 

Coeducators have strong 
control over where learners 
work. They show and provide 
space and regulate movement. 

Learners have weak control 
over where they work. They 
mostly listen and do.  

F- 

Coeducators have weak 
control over where learners 
work. They put forward and 
loosely regulate movement. 

Learners have strong control 
over where they work. They 
put forward space and have 
some freedom of movement. 

F-- 

Coeducators have very weak 
control where learners work. 
They watch, listen, and wait 
and do not regulate movement. 

Learners have very strong 
control where they work. They 
decide their space. Learners 
have freedom of movement. 

 

 
Re

so
ur

ce
s 

F++ 
Coeducators have very strong 
control over resources. They 
dictate and determine. 

Learners have very weak 
control over resources. They 
listen, use, and do.  

F+ 
Coeducators have strong 
control over resources. They 
show and advise. 

Learners have weak control 
over resources. They mostly 
listen, use, and do. 

F- 
Coeducators have weak 
control over resources. They 
put forward, ask, and suggest. 

Learners have strong control 
over resources. They express 
and choose. 

F-- 
Coeducators have very weak 
control over resources. They 
offer unlimited resources. 

Learners have very strong 
control over resources. They 
dictate and determine. 

 
 
 

Note. F = Framing; Relative indicators of framing strength (very weak F-- ; weak F- ; strong 
F+ ; very strong F++) describe and analyse hierarchical relationships, selection of 
sequencing, pacing, space, and resources. 
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 Therefore, in the context of my study, Bernstein’s theoretical concept of framing 

helps understand and explore the research problem and answer Research Question 2. As a 

reminder, it asks: 

 

 

 
 

 
 

 

 

 

 

3.6 VISIBLE AND INVISIBLE PEDAGOGICAL PRACTICES 

 In the seminal article Class and Pedagogies: Visible and Invisible (1975b), Bernstein 

was concerned with distinguishing two types of pedagogical practices: visible and invisible. 

According to Bernstein (1975b), visible and invisible pedagogic practices serve as 

judgmental anchors to describe and understand classroom pedagogic practices and see 

differences between those practices. Implicit pedagogic control likely forms an indistinct 

educator/learner pedagogical relationship, which is indicative of an invisible pedagogy. 

Alternatively, a distinct educator/learner pedagogical relationship, influenced by explicit 

control, represents a visible pedagogy. The distinguishing feature between a visible and 

invisible pedagogical practice is the manner of transmission of knowledge in the 

educator/learner pedagogic relationship (Bernstein, 1975b, 2000). Bernstein (1977) makes 

this distinction clear in the following excerpt. He states: 

 He 

 

 

 

 

 

 The basic difference between visible and invisible pedagogies is in the 
 manner in which criteria are transmitted and in the degree of specificity of  the 
 criteria. The more implicit the manner of transmission and the more 
 diffuse the criteria, the more visible the pedagogy; the more specific the 
 criteria, the more explicit the manner of their transmission, the more 
 visible the pedagogy. (Bernstein, 1977, p. 511) 
 

 

 

 

 
 
 
 
 
 
 

How are organic literacy pedagogies enacted for young 
learners? 
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Additionally, Bernstein claims that less diffuse criteria lead to opportunities for learners to 

exteriorise themselves to the educator (Bernstein, 1975a, p. 117). Bernstein (1975a) claims 

that play, or playful interactions facilitate young learners to exteriorise feelings, qualities, 

and insights of their material and physical environment, and connections with others within 

that environment. When learners do this, there is an evaluation of activity. In other words, 

educators observe, judge, interpret and evaluate “all the child’s doing and not doing” during 

the “spontaneity” of play (Bernstein, 1975, p. 118).  

 

 Bernstein’s two types of pedagogic practice are relevant to my research study’s 

epistemological position that a pedagogic mix of visible and invisible practices gives rise to 

knowledge creation through text production, in different ways and in different forms. The 

ontological consequence of this is that young learners have the opportunity to engage in text 

production experiences that will lead to ownership over potentials and possibilities of their 

identity as text producers. These ontological and epistemological foundations help learners 

build their text production being; a journey of expressing interests and strengths, asking 

questions and having conversations, recognising and extending skills, embracing challenges, 

reflecting on choices, and celebrating achievements as producers of text. 

 

 Now, I describe Bernstein’s (1975b, 1996, 2000) visible and invisible pedagogical 

practices by bringing emphasis to their realisation within an Early Years classroom milieu. 
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Visible Pedagogy 

 Bernstein theorises that a visible pedagogy is realised by means of strong 

classification and strong framing (Bernstein, 1975b). It is synonymous with implicitness 

(Bernstein, 1977). Where it is strong, educators explicitly control content knowledge by 

choosing what learners are able to do in the learning process (Koustourakis, 2013a). They 

dutifully take up “a position of authority” (Bernstein, 1999a, p. 259). A visible pedagogy 

operates within a collection code, whereby insulation between learning areas is “distinct and 

insulated” (Bernstein, 1975b, p. 93). In classrooms with visible pedagogy, it may be clear to 

an observer who is the authority in controlling knowledge transmission (Cazden, 2018; 

Doyle, 2011; Exley & Richard-Bossez, 2013; Sanders-Smith, 2015). Bernstein (2000) 

regards visible forms of pedagogic practice as “conservative” (p. 110) and is suggestive of 

an educator-centred approach to teaching (Sanders-Smith, 2015). For Bernstein, a wholly 

visible pedagogy is not best suited to infant education (Bernstein, 1975a; Doyle, 2011; 

Rogers & Lapping, 2012; Sanders-Smith, 2015).  

 

 In an Early Years classroom context, visible pedagogy is realised through the 

educator’s strong control of knowledge transmission by means of explicit instruction 

(Ingram, 2016; Mantei & Kervin, 2018; Sanders-Smith, 2015). The hierarchy is firmly set, 

and the educator wields the control in the educator/learner pedagogical relationship. Put 

another way, transmission of knowledge is steered by the educator, and often involves very 

little or no discussion with learners. Therefore, learners have implicit control over selection 

of kinds of knowledge encountered, and order of knowledge presented (Koustourakis, 

Zacharos, & Papadimitriou, 2014). They meet content knowledge at a standardised pace, 

and are often hard-pressed to develop knowledge, skills, and understanding “in a given 

amount of time” (Bernstein, 1990, p. 66). In terms of space, educators explicitly make 

learners aware of where they will meet content knowledge (Kervin, Turbill, Harden-Thew, 
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2017; Koustourakis, 2013a). Moreover, they determine resources used within the chosen 

space. Learners know what evaluative content knowledge, skills, and learning processes are 

required to produce text (Rogers & Lapping, 2012). In other words, they are explicitly “made 

aware of how to recognise and realise the legitimate text” (Bernstein, 2000, p. 47). Hence, 

when the educator brandishes the control in the educator/learner pedagogical relationship, 

hierarchies, sequencing, and evaluative criteria are, overall, likely visible to learners 

(Sanders-Smith, 2015). A visible pedagogy reveals the epistemological stance that learners 

must come by states of knowledge, which ontologically leave learners with little ownership 

over the discovery of their being. 

 

 Given the Early Years context of this dissertation, conversation surrounding visible 

pedagogies is evident in the vein of Early Years perspectives. Therefore, it is important to 

make clear that Bernstein’s theoretical concept of visible pedagogy is far removed from the 

idea of “making learning visible” found in the Reggio Emilia approach to education 

(Dahlberg, 2012, p. 226). This is a key distinction given that my study uses the language of 

visible learning to describe and analyse organic literacy pedagogy. What follows is a brief 

look at how Reggio Emilia uses the term “visible” in order to make the difference clear. 

 

 Visibility in Reggio Emilia 

 The Hundred Languages of Children is a travelling exhibition, which tells the story 

of the Reggio Emilia educational experience (Edwards, Gandini, & Forman, 2012). The 

exhibition, conceived by founder Loris Malaguzzi, is visual documentary of Reggio Emilia’s 

educational principles, and its impact upon young learners. One of the principles of the 

exhibition is documentation of learning. The idea of visibility grew directly from 

documentation of learning as a way to communicate and connect with educators, young 
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learners, their families, and the wider Reggio school community. In essence, documentation 

of learning is an effort to make learning visible or observable (Dahlberg, 2012). Here, the 

learning processes and pedagogical strategies come to be visible through documentation 

such as photographs, notes, drawings, scribbles and sketches, and video and audio recordings 

(Rinaldi, 2012). This ensures that learners can view their learning “from an external 

viewpoint” (Rinaldi, 2012, p. 238). Moreover, it enables re-looking at these learning 

processes as an integral part of knowledge creation (Forman & Fyfe, 2012). 

 

 Of importance, visibility does not happen after learning, but rather during learning 

(Forman & Fyfe, 2012; Rinaldi, 2012). During learning, many educators, young learners, 

their families, and the wider Reggio school community come together to observe and 

interpret young learners’ visible thinking and learning experience. They view, interpret, 

read, think, reflect, and constructively comment on what they see. The result is a 

collaborative process of “bounteous, co-constructed” knowledge building (Rinaldi, 2012, p. 

238). There is much value in making learning visible. As Edwards, Gandini, and Forman 

(2012, p. 12) state, visibility serves children, their parents, and educators by providing: 
 

 

 

 

• children and adults with a concrete and visible memory of what they had 
said and done in order to serve as a jumping-off point for ensuing steps in 
learning;  

• parents and the public with detailed information about what happens in the 
schools, as a means of eliciting their reactions and support; and 

• educators with a tool for research and a key to continuous improvement and 
renewal.  

 

Of significance, my study does not employ Reggio Emilia’s idea of visible or visibility, but 

rather draws upon Bernstein’s theoretical ideas on visible pedagogy to describe and analyse 

the pedagogic relationship between coeducators and learners in the Preparatory classroom 

under study.  
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 Invisible Pedagogy 

 Bernstein (1990) argues an invisible pedagogy has the potential to “surface and 

interrupt” a visible type of pedagogy (p. 84). Bernstein theorises invisible pedagogies are 

realised through weak classification and weak frames (Bernstein, 1975b). It is synonymous 

with implicitness (Bernstein, 1977). Where it is weak, there is a greater likelihood for 

implicit educator action and explicit learner action. It is the learner, as opposed to the 

educator, who is the “author of the practice and even the authority” (Bernstein, 2000, p. 110). 

This permits young learners greater flexibility to bring their everyday home and community 

experiences into the classroom (Sanders-Smith, 2015). This is not to deny the job of the 

educator, but the educator acts as facilitator as opposed to explicit controller (Bernstein, 

1996, 2000). An invisible pedagogy operates within an integration code, whereby insulation 

between learning areas is “blurred and indistinct” (Bernstein, 1975b, p.27). Bernstein (2000) 

regards invisible forms of pedagogic practice as “progressive” (p. 110) and suggestive of a 

learner-centred approach to teaching (Sanders-Smith, 2015). This type of teaching approach 

affords a high degree of choice, freedom, and personalisation and locates itself in the 

orientation of invisible pedagogy (Bernstein, 1975a). For Bernstein, an invisible pedagogy 

is, for the most part, suitable for pre-primary age or infant education (Bernstein, 1975a, 1990, 

2004; Rogers & Lapping, 2012).  

 

 In an Early Years classroom context, invisible pedagogy is realised through the 

educator implicitly controlling teaching and providing learners with opportunities to take 

control of content knowledge (Koustourakis, Zacharos, & Papadimitriou, 2014). The 

hierarchy is weakly set, and the learner wields the control in the educator/learner pedagogical 

relationship. Here, learners explicitly control selection and sequencing of content knowledge 

(Bernstein, 1975a; Koustourakis & Zacharos, 2011). Sofkova Hashemi & Cederlund (2017) 

add that this type of implicitness may involve “more accidental than planned” learning (p. 
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240). Learners have explicit control over the timeframe for grasping content knowledge 

(Kervin, Turbill, & Harden-Thew, 2017; Koustourakis, 2013a, 2013b, 2013c). Moreover, 

they are free to choose a workspace. As stated by Koustourakis (2013a), there is implicit 

forecasting of movement within, and between workspaces. Learners have explicit control 

over selection of resources. For example, they can openly choose and decide which resources 

might be most suitable for acquiring content knowledge (Doyle, 2011). Evaluative criteria 

are implicit and not externally defined, but personalised (Bernstein, 1975a; Rogers & 

Lapping, 2012). According to Sanders-Smith (2015), through realisation of invisible 

pedagogy, learners seemingly internalise the implicit role of educators. Epistemologically 

speaking, an invisible pedagogy supports the assumption that learners are capable in creating 

new knowledge, in different ways and in different forms. Ontologically, this ensures young 

learners have ownership over the authentic discovery of their being. 

 

 In light of the preceding pedagogical discussion, it is important to note that visible 

and invisible pedagogies are not so much a definitive point, but rather learning experiences 

along a continuum (Exley-Richard-Bossez, 2013; Kervin, Turbill, & Harden-Thew, 2017). 

Research Question 2 is now rephrased using Bernstein’s theoretical terms of visible and 

invisible pedagogical stances. Research Question 2 now asks: 

 

 

 
 

 

 

 

 

 
 

 

 

 

 

 
 
 
 
 
 

How are organic literacy pedagogies enacted for young 
learners? 

 
 
 
 
 

How are organic literacy pedagogies, framed by visible 
and invisible pedagogies, enacted for young learners? 
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 Pedagogic Weaving  

 Bernstein’s perspective of creating knowledge in different ways and in different 

forms by means of a “pedagogic pallet” is pertinent to my study (Bernstein, 2000, p. 56). 

Bernstein theorises that a pedagogic pallet is born from mixing visible and invisible 

pedagogic models. In the Scotty Case (see Chapter 5) and Russell Case (see Chapter 6), 

analytic work revealed that the organic literacy pedagogical approach LAUNCH 

predominately featured invisible pedagogy. However, owing to movement between 

moments of implicitness and explicitness, LAUNCH is recognised as a pedagogic mix of 

both visible and invisible pedagogy (see Chapters 5, 6, 7, and 8). Pedagogic mixing 

permitted movement between, and within types of knowledge. As such, the epistemological 

claim is that during enactment of LAUNCH, knowledge was seemingly in a state of flux. As 

a result, learners worked with intentional moments of educator power and control to 

construct knowledge in an assortment of ways and in numerous forms. The ontological 

consequence is understandings of the manner in which Early Years learning blossoms, and 

most importantly, understandings of discovery of text production being.  

 

 A Singaporean empirical research study by Luke, Freebody, Shun, and Gopinathan 

(2005) reports the notion of pedagogical mixing. They observed movement between 

pedagogical stances of visible and invisible, permitted by strengthening and weakening of 

classification and frame boundaries. To describe this movement, Luke, Freebody, Shun, and 

Gopinathan (2005) used the metaphorical term pedagogic weaving. Cazden (2006) takes on 

this symbolic term to describe implicit and explicit control related to teaching and learning. 

As such, moments may include implicit, less visible, weakly classified connections to 

knowledge, as well as instances of explicit, strongly classified and framed pedagogical 

practices. For Cazden (2006), weaving between visible and invisible pedagogical practices 

brings about ties to knowledge in different ways and in different forms. Luke, Freebody, 
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Shun, and Gopinathan’s (2005) and Cazden’s (2006) conception of weaving is apparent in 

recent researcher discussions of pedagogic shifts. Kwek (2012) for instance states that 

weaving pedagogies “disrespects boundaries between knowledge” (p. 337), and with that 

comes integration of knowledge. Exley, Kervin, and Mantei (2016) add to this by arguing 

that weaving permits a more immersive experience for diverse learners. There is congenial 

agreement amongst researchers that highly skilled educators weave between visible and 

invisible pedagogical practices in response to the needs of learners (Cazden, 2006; Exley, 

Kervin, & Mantei, 2016; Exley & Richard-Bossez, 2013; Kervin, Turbill, & Harden-Thew, 

2017; Kwek, 2012; Luke, 2008; Luke, Freebody, Shun, & Gopinathan, 2005).  

 

 Two Early Years frameworks could be located, which indicate a necessity for 

weaving. The Victorian Early Years Learning and Development Framework (VEYLF) 

explicitly calls for a pedagogic mixing of framing strength, or pedagogic weaving (Victorian 

Curriculum and Assessment Authority [VCAA], 2016). The VEYLF is a direct response to 

the Belonging, Being and Becoming: The Early Years Learning Framework for Australia 

(EYLF) (Department of Education, Employment and Workplace Relations [DEEWR], 

2009). VEYLF draws upon the EYLF’s call for educators to enact a rich repertoire of 

pedagogic actions for quality learning. Like the EYLF, the VEYLF focuses on integration 

of approaches to develop learners’ knowledge in different ways and in different forms. In 

this sense, knowledge integration presses forward by “interweaving” educator-led, learner-

led, and guided pedagogic approaches (VCAA, 2016, p. 15). The Framework calls for 

weaving between approaches, using “back and forth conversation patterns” (VCAA, 2016, 

p. 15). Broadly speaking, weaving within, and between, educator-led, learner-led, and 

guided practices gives rise to a sophisticated pedagogic fabric, which in turn affects learners’ 

learning. Unlike the Framework, the New Zealand Ministry of Education’s Te Whāriki Early 

Childhood Curriculum does not limit weaving to implicit and explicit approaches. Educators 
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use Te Whāriki as a basis for interweaving four principles: empowerment; holistic 

development; family and community; and relationships. These principles have their own 

“described or implicit” pedagogies, though ways to achieve them are not overtly described 

(Ministry of Education, 2019, p. 60). 

 

 As I engaged in analytic work for my study, I came to question whether the 

metaphorical term pedagogic weaving suitably described pedagogical movement. To 

explain, the word weaving, at its simplest, is defined as a method of interlacing threads into 

a whole. It involves an over and under action to form the weave. Irrespective of the simplicity 

or complexity of the weave structure, a basic interlacing pattern is evident. The point here is 

that weave structure involves patterned movement. Reflecting on my teaching experience, I 

employ varying degrees of pedagogic control. In other words, my pedagogic practice is far 

from patterned. Miss Walton’s pedagogic practice was also not a systematic pattern of 

movement, as revealed in Chapter 5 and Chapter 6. Thus, my study challenged use of the 

metaphoric term pedagogic weaving and led me to consider whether describing pedagogy 

as weaving might be somewhat misleading. After consideration, I offer the theoretical 

concept of crossing the pedagogic midline, as an alternative term to weaving, which I believe 

is more suited to describing a non-patterned mix of pedagogical stances. Further, the word 

midline was carefully chosen, in preference to threshold or dividing line, to best represent 

flexible and fluid pedagogic movement. This fluidity can be described by using the metaphor 

of a connective bridge. In the children’s animated television series, The Country Mouse and 

the City Mouse Adventures (HBO Corporation, 1997), a metaphoric bridge connects two 

environments, country and city. Country Mouse and City Mouse perform everyday functions 

relevant to their environment, but when desired, the malleable bridge boundary, allows them 

to cross back and forth, to satisfy their need for adventure. 
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Theorisation of crossing the pedagogic midline links to the “inner logic of any 

pedagogic practice” (Bernstein, 2004, p. 197). When framing is strong, there is a visible 

pedagogy, where the educator has explicit control over pedagogical options such as 

hierarchical relationships, selection and sequencing, pace, space, resources, and criteria. This 

type of pedagogy sits on one side of the midline. When control weakens, or becomes implicit 

over pedagogic options such as space, pace, and resources, there is a crossing of the 

pedagogic midline. Here, framing is weak, and there is an element of invisible pedagogy. 

This type of pedagogy sits on the other side of the midline. As oppositional pedagogical 

orientations, weakly separated by the midline, any movement indicates a change in strength, 

as shown in Figure 3.2. In other words, when control becomes indistinct (weak, implicit, 

invisible) or distinct (strong, explicit, visible) there is movement toward, and then across the 

pedagogic midline. In my study, there is evidence of crossing the pedagogical midline during 

the organic literacy pedagogical approach LAUNCH, as revealed in Chapter 5 and Chapter 

6. This crossing indicated the varying needs of young learners at particular moments in time. 

It is my stance that when the crossing of the pedagogic midline features unpatterned 

movement, an authentic mixing of visible and invisible takes place. This type of mixing, 

even with partiality toward visible over invisible or vice versa, permits meaningful 

pedagogical endeavours.  

 

nFigure 3.2.  

Crossing the Pedagogic Midline  

(see image page below) 
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Figure 3.2. A visual representation of an imaginary line dividing strong and weak pedagogic 
practice. The dotted line represents the visual vocabulary to express the weakly framed 
division between two pedagogic practices. A weakly framed division allows the educator to 
fluidly cross the pedagogic midline in response to learners’ needs. 
  

 To better describe and understand pedagogical movement during the organic literacy 

pedagogical approach LAUNCH, the study uses the pedagogic midline within Bernstein’s 

theory of pedagogy (Bernstein, 1996, 2000). The study therefore seeks to contribute 

theoretically and practically to the Bernsteinian empirical research literature. 

 

3.7 PERFORMANCE AND COMPETENCE MODELS 

  

 In Bernstein’s third chapter of Pedagogy, Symbolic Control and Identity, he develops 

two models to describe, interpret, and understand pedagogical practices (Bernstein, 2000). 

Bernstein identifies these models as performance and competence. Bernstein is explicit in 

avowing that performance and competence models, along with their various modes, “are not 

simple dichotomies but oppositional forms” (Bernstein, 2000, xvii). However, although 
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oppositional, Wheelan (2007) points out that performance and competence can be 

complementary in that together they can provide insights into “the structures of knowledge, 

the content of knowledge and the relationship between knowers and knowledge” (p. 638). 

Researchers report a seemingly harmonious mix of performance and competence in diverse 

educational contexts as likely providers of knowledge. (Barrett, 2007; Morais, 2002; Whitty, 

2010; Tan, 2018). However, Barrett (2007) and Bourne (2006) express caution that 

educational setting, socio-economic circumstance, knowledge selection, resourcing, pacing, 

and timing can more or less sway distribution of knowledge communicated via pedagogic 

practice. 

 

 Performance and competence models take up core perspectives of visible and 

invisible pedagogic practices (Bernstein, 1975a, 1977, 1990). A performance model 

supports strongly classified content knowledge and strongly framed pedagogic practice 

(Tan, 2018). It brings emphasis to the output or product of the acquirer. On the other hand, 

a competence model is characteristic of weakly classified content knowledge and weakly 

framed pedagogic practice. The weight is on acquirers’ realisation of cognitive, linguistic, 

social, and affective competences (Bernstein, 2000, p. 96). Moss (2002) warns that while 

visible pedagogy has a tendency to be expressed through a performance model and invisible 

pedagogy has a tendency to be expressed through a competence model, visible and invisible 

are not transposable with performance and competence models. Barrett (2007), Doyle 

(2012), and Moss (2002) emphasise lack of switchability by stating that performance and 

competence models describe the means through which the pedagogical message is carried, 

while the message of pedagogical practice is explained in terms of visible and invisible 

pedagogies (Bernstein, 1996, 2000). Therefore, visible and performance along with invisible 

and competence “are always to some extent stalked by their shadow other” (Moss, 2002, p. 

552).  
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 A Performance Orientation 

 Performance and competence models differ in their pedagogic orientation to 

evaluation. Performance focuses upon what is absent from learners’ output, while 

competence observes what is present (Bernstein, 2000). With performance, Barrett (2007) 

states that learners are required to (re)produce a pre-determined text, which is evaluated 

based on the “deficit in their output” (p. 277). Otherwise stated, educators’ pore over missing 

knowledge, skills, and processes (Bernstein, 2000). Evaluation of the deficit of learners’ 

output is in relation to criteria that are transparent. Tan’s (2018) study of a Hong Kong 

evaluation initiative known as the Basic Competency Assessment (BCA) is evidence of a 

performance orientation. The BCA is a written, external evaluation of core knowledge and 

skills on Chinese Language, English, and Mathematics knowledge, skills, and processes. 

Learners’ deficits are determined against set curriculum targets and objectives. From this, 

there is seemingly a priority on learners’ performance as opposed to creative and everyday 

competencies. Tan (2018) also notes performativity pressure on schools to meet external 

Government performance standards. A key finding in Tan’s (2018) study is that the BCA 

relies on strong classification, strong framing and visible pedagogies to ensure performances 

meet competency standards. Barrett (2007) adds that learners who fail to perform risk 

“estrangement or withdrawal” from learning (p. 277).  

 

 A Competence Orientation  

 Contrary to a performance orientation, a competence model considers evaluation as 

orientated towards acknowledgment of what is present in learners’ produced text rather than 

what is absent (Barrett, 2007; Bernstein, 1996, 2000). Evaluation of learners’ output in 

relation to set criteria is unknown (Rogers, 2012). From this, Bernstein suggests learners 

have more opportunity to exteriorise themselves via exhibiting their cognitive, linguistic, 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 109 

social, and affective competencies (Bernstein, 2000). From this orientation, Bernstein 

theorises that a competence model permits learners to connect with and construct their 

school experience in ways that are free of external rules and criteria. Barrett’s case study of 

Year 4 Science, Social Studies, and Swahili Language lessons revealed that despite the 

Tanzanian Government’s resistance of competence orientation, an under-resourced 

education system enabled a “marginal” mix of performance and competence (p. 291). Barrett 

(2007) notes educators’ willingness to use personalisation to develop competencies not 

evaluated by means of written examination. Akin to Tan (2018), Barrett (2007) argues the 

cultural and economic details of performance and competence evaluative orientations may 

not be fully known in terms of theorisations developed wholly with reference to “education 

systems in Anglophone western countries” (p. 292). As such, these authors warn against the 

simplified dichotomies that, at times, can rule talk around evaluation. 

 

 Bernstein’s theorisation of a performance and competence orientation to evaluation 

is pertinent to my study as it enables me to pull together varying evaluation issues within the 

Preparatory classroom under study. Table 3.3 outlines classified content knowledge and 

framed pedagogic practices with reference to performance and competence models. 

 

 

 

 

 

 

nTable 3.3. 

Performance and Competence Models 

                                           Performance Model                                            Competence Model 
 
 
 

Options  (Strongly classified knowledge and 
strongly framed pedagogies) 

 (Weakly classified knowledge and  
weakly framed pedagogies) 

Ev
alu

at
ive

 
Cr

ite
ria

 

Recognition and realisation criteria 
for text production are explicit. 
Learners’ text is evaluated according 
to set criteria. Focus is on what is 
absent or missing from the text. 

Recognition and realisation criteria 
for text production are implicit. 
Learners to represent text in 
cognitive, linguistic, social, and 
affective ways. Focus is on what is 
present in the text. 
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 In the context of my study, Bernstein’s competence and performance models help 

understand and explore Research Question 3, which can now be rephrased in theoretical 

terms as: 

 

 

 

 

    
 
 

 

3.8 CHAPTER SUMMARY          

 The theoretical framework presented in this chapter is appropriate for my study, 

which aims to explore the organic literacy pedagogical approach LAUNCH at the micro-

level of a Preparatory classroom. The first section of this chapter contributed to this 

theoretical framework by investigating Bernstein’s theoretical concepts of classification and 

framing to understand power and control interactions that underpin curriculum, pedagogy, 

and evaluation. This part of the discussion included the development of coding matrixes to 

contextualise the use of classification (see Table 3.1) and framing (see Table 3.2) in this 

study. The coding matrixes provide a language of theoretical description for analytic work 

in Chapter 5 and Chapter 6 of this dissertation. Of significance, the coding matrixes extend 

Bernstein’s work by including relative indicators positioned on continuums of classification 

and framing strength. In addition, these continuums, as presented in Chapter 5 and Chapter 

6 support the visual comprehension of analytic work.  

 
 
 
 

Which literacy knowledges and skills are evaluated during 
organic literacy pedagogies for young learners? 

 
 

Which literacy knowledges and skills, framed by 
competence and performance models, are evaluated 

during organic literacy pedagogies for young learners? 
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The second section of the chapter contributes to this theoretical framework by using 

classification and framing to explore Bernstein’s visible and invisible pedagogies. Moreover, 

I introduced the new term crossing the pedagogic midline as an alternative to Luke, 

Freebody, Shun, and Gopinathan’s (2005) and Cazden’s (2006) metaphorical term 

pedagogic weaving. The pedagogic action of crossing the midline draws upon elements from 

both visible and invisible pedagogies (Bernstein, 1975b, 1990). Finally, Chapter 3 outlined 

Bernstein’s performance and competence pedagogic models (Bernstein, 1996, 2000). This 

part included an explanation of ways performance and competence models differ in their 

pedagogic orientation to evaluation (see Table 3.3). Of significance, Research Question 2 

and Research Question 3 underwent a rephrasing and recasting to integrate Bernstein’s 

theoretical concepts introduced throughout the chapter. These newly elaborated research 

questions will be used in the analysis chapters of this dissertation. This has ensured 

alignment between research questions and theory remains at the forefront of my study. 
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4.1 CHAPTER INTRODUCTION 

 The purpose of Chapter 4 is to provide a rationale for the research design and 

methodology of my study. To begin, Section 4.2 introduces the methodological orientation 

and justifies the choice of qualitative methods of data generation. Following this, I present 

design-based research and case study as the research design in Section 4.3. This research 

design offers the strategic blueprint for the generation and analysis of data to address the 

research problem and answer the research questions outlined in Chapter 1 and Chapter 3. 

Section 4.4 introduces the research participants and provides a rich description of contextual 

detail of the research site. Qualitative data generation methods feature in Section 4.5, 

followed by the timeline for data generation in Section 4.6. Then, Section 4.7 reveals the 

analytic framework designed to code, analyse, and interpret data. The trustworthiness and 

credibility of my study are considered in Section 4.8, and after that, the ethical premises and 

limitations in Section 4.9. Finally, Chapter 4 concludes with a chapter summary in Section 

4.10. 

 

4.2 METHODOLOGICAL ORIENTATION 

 The organic literacy pedagogical approach LAUNCH is exploratory, as it is new, and 

not previously enacted in any educational context. To explore and understand LAUNCH, 

the study requires a plethora of data representative of “thick descriptions” that are rich and 

vivid (Geertz, 1973, p. 314). To narrow the range of qualitative data types for the study, I 

drew upon the work of Ryan and Bernard’s (2000) three main forms of qualitative data: text; 

image; and sound. It is my position that textual, visual, and audio data best help me explore 

and understand LAUNCH within the hustle and bustle of a “real-life” classroom context 

(Simons, 2009, p. 21). My ontological and epistemological assumptions give rise to a 

qualitative methodological orientation. Ontologically, reality is continually changing and in 
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result, meanings are shifting (Creswell, 2014; Ravitch & Carl, 2016). Therefore, qualitative 

data captures shifting structures such as curriculum decisions, educator-learner hierarchies, 

and pedagogical choices in the Preparatory classroom under study. In terms of epistemology, 

it is my view that there is no objective reality. In my study, I do not claim that objectivity is 

either desirable, or possible. In actuality, there is no way to escape the bustle of a busy, social 

classroom context in order to study it.  

 

 The aim of my qualitative study of the organic literacy pedagogical approach 

LAUNCH aligns with the ontological and epistemological stances of a critical realist 

paradigm. This paradigm is most closely associated with the works of the philosopher Roy 

Bhaskar (1978, 1991, 1998). Critical realism supports the philosophical position that reality 

is complex. Further, it acknowledges the role of agency and structural factors in influencing 

human interactions in understanding reality as it exists in two domains of reality: the actual 

and the real. The actual refers to happenings that occur in lifeworlds, while the real refers 

to structures that have the power to influence change in the actual (Archer, 1998; Bhaskar, 

1978, 1991; Danermark, 2002; Scott, 2010). Thus, in the context of my study, critical realism 

permits me to observe, engage with, and make meaning of underlying structures during 

Preparatory learners’ LAUNCH experiences. A qualitative methodology is attentive to 

research participants’ critical realities as it seeks to push against the grain of the sort of 

methodology that positions the researcher/s as “the knower or lone interpreter of reality” 

(Ravitch & Carl, 2016, p. 105). Critical realism’s criticality, by means of a qualitative 

methodological orientation, supports ethical and rigorous research. Thus, to ensure the 

integrity of the study, my view as a qualitative researcher is to concentrate on reflexivity. As 

defined by Goodall (2000), reflexivity is the “process of personally and academically 

reflecting on lived experiences in ways that reveal deep connections between the writer and 

his or her subject” (p. 137). Throughout this dissertation, I attempt to keep track of my 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 115 

influence on the Preparatory classroom, to capture my partialities and to monitor my 

emotional responses. I do this by recognising and attempting to avoid sources of bias such 

as intentionally leading participants to certain ideas and exhibiting certain facial and bodily 

expressions of emotion. 

 

4.3 RESEARCH DESIGN 

 I have selected design-based research (DBR) to explore the enactment of LAUNCH 

in a case study of a Preparatory classroom context. The overall strategy includes DBR for 

its focus on practices in naturalistic educational contexts (Brown, 1992; Collins, 1992), 

which rests comfortably alongside case study, with its “desire to see something in its 

completeness” (Thomas, 2011, p. 23). Exploratory case study, as a subcategory of case 

study, fits with the research design as it is concerned with exploration of phenomena, and 

characterised by a lack of empirical-based research (Creswell, 2013, 2014; Yin, 2014). It has 

associations with the activity of exploring, as opposed to describing, defining, or explaining 

(Creswell, 2013, 2014; Ravitch & Carl, 2016). As already mentioned, LAUNCH is new, and 

not previously enacted. Therefore, an exploratory case study best fits my purposes of 

exploring educational knowledge structures of curriculum, pedagogy, and evaluation in a 

Preparatory classroom context. Moreover, it aids in understanding how classroom structures 

constitute, sustain, and/or frame particular understandings and ways of stimulating young 

learners’ text production. The research design links well with the theoretical framework of 

the study, and the research questions posed in the study.  

 

 Now, I draw from the scholarly research literature to introduce the study’s research 

design DBR and case study: a definition, their central qualities, inherent challenges, and how 

the study plans to attend to those identified drawbacks.  
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 Design-Based Research (DBR) 

 In the early 1990s, Brown (1992) and Collins (1992), in separate works, stated that 

educational research conducted in synthetic, artificial contexts lacked transferability to 

classroom contexts. In their respective articles, they claimed educational research required 

a research methodology to tide over the gap between academic research and educational 

practice (Anderson & Shattuck, 2012; Baroutsis & Woods, 2019; Kennedy-Clark, 2013, 

2015; McPake & Stephen, 2016; Ralph, 2018; Rawson & Hughes-Hassell, 2015). Analysis 

of Brown’s (1992) and Collins’s (1992) work, in conjunction with contemporary DBR 

scholarly literature, suggests DBR is not so much a single methodological approach, but 

rather a series of approaches, with the intention of exploring and understanding the 

“messiness of real world practice” (Barab & Squire, 2004, p. 3). DBR’s primary purpose, 

according to Anderson and Shattuck (2012), is to build and form theory and develop design 

principles to “guide, raise awareness of, and improve practice and research in an educational 

context” (p. 12). The scholarly literature indicates that some authors offer different views 

about what DBR looks like in the research process, however, there is congenial agreement 

that this type of research consists of central DBR characteristics, which connect to research 

process, context, and purpose. These characteristics are summarised in Table 4.1. 

 

nTable 4.1. 

Characteristics of Design-Based Research in the Research Process 

 

 
 

 

 

DBR Characteristics 
1. DBR is situated with an intervention. An intervention happens in a real-life, 

naturalistic educational context (Anderson & Shattuck, 2012; Baroutsis & 
Woods, 2019; Brown 1992; Collins, 1992; Fazio & Gallagher, 2018; Kennedy-
Clark, 2015; Kucirkova, 2017a; Li & Chu, 2018; McPake & Stephen, 2016; 
Shah, Ensminger, & Thier, 2015; The Design-Based Research Collective, 
2003). 
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2. DBR is collaborative. It involves a collaborative partnership between research 
participants (Anderson & Shattuck, 2012; Cremin, Swann, Flewitt, Faulkner & 
Kucirkova, 2013; Kucirkova, 2017a; Ralph, 2018). 

 
3. DBR is practical. It must yield practical considerations for educators within 

education contexts (Anderson & Shattuck, 2012; Barab & Squire, 2004; 
Crompton, 2016; Li & Chu, 2018; McPake & Stephen, 2016; Oh & Huang, 
2018; The Design-Based Research Collective, 2003). 

 
4. DBR is design driven. It focuses on the design, development, and 

implementation of a set of inputs, or intervention (Anderson & Shattuck, 2012; 
Baroutsis & Woods, 2019; Cobb, Confrey, diSessa, Lehrer, & Schauble, 2003; 
Fazio & Gallagher, 2018; Kucirkova, 2017a; Li & Chu, 2018; McPake & 
Stephen, 2016; Oh & Huang, 2018). 

 
5. DBR is data driven. It employs qualitative and/or quantitative methods of data 

generation (Anderson & Shattuck, 2012; Crompton, 2016; Fazio & Gallagher, 
2018; McKenney & Reeves, 2012; Oh & Huang, 2018; Ralph, 2018; The 
Design-Based Research Collective, 2003). 

 
6. DBR is iterative. It involves flexible design revisions and iterative cycles of 

implementation, evaluation, and redesign (Anderson & Shattuck, 2012; Barab 
& Squire, 2004; Cobb, Confrey, diSessa, Lehrer, & Schauble, 2003; Crompton, 
2016; Fazio & Gallagher, 2018; Li & Chu, 2018; McKenney & Reeves, 2012; 
McPake & Stephen, 2016; Ralph, 2018; The Design-Based Research 
Collective, 2003; Tippett and Milford (2017).  

 
7. DBR is theory driven. It focuses on furthering theoretical knowledge 

(Anderson & Shattuck, 2012; Brown, 1992; Collins, Joseph, & Bielaczye, 
2004; Shah, Ensminger, & Thier, 2015). 

 

I now present Figure 4.1 as a visual representation of the DBR characteristics.  

 

At this point, it is important to bring emphasis to the word intervention. This word 

comes from the seminal work of Brown (1992) and Collins (1992). I acknowledge that this 

word has psychological underpinnings and often is used in psychological models of 

prescribed treatments or interventions. Despite the word intervention being commonly used 

in DBR research, moving forward, I will be using the words collaborative venture as a 

characteristic of DBR, in keeping with this dissertation’s sociocultural perspective. 
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n Figure 4.1. 

Characteristics of Design-Based Research  

 

 

 

 

 

 

 

 

 

 
  

 

 

  

 

 

 

 

 

Figure 4.1. The dotted lines represent visual vocabulary to express weakly framed 
boundaries. These weak boundaries allow the educator, young learners, and me, in the 
capacity of coeducator and researcher, to move between characteristics of DBR. DBR 
acknowledges the subjective nature of research in terms of participants’ interactions and the 
data methods of generation, requiring a careful reflexive stance. The visual icons emphasise 
the collaborative partnership between research participants.  
 

 

 

 

 

Science, Technology, Engineering, and Mathematics (STEM) are learning areas currently 

getting attention in the DBR scholarly literature, particularly in the Early Years. Tippett and 

Milford (2017), like Brown (1992), Collins (1992), McPake and Stephen (2016), and Ralph 

(2018), realised the potential of DBR to have impact upon teaching and learning in 

classrooms. Tippett’s and Milford’s (2017) case study of Canadian Pre-Kindergarten 

learners aged 5-years-old found that DBR allowed collaboration between educators, 

learners, researchers, and parents/guardians. Design iterations led to Tippett and Milford 

(2017) developing innovative Early Years STEM practices. McPake and Stephen (2016) 
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also utilised iterative cycles to account for “practical barriers” and/or “facilitators” (p. 106) 

to the collaborative venture, an iPad app called Our Story, to support 3 to 5-year-old learners’ 

use of Gaelic language learning. Although these authors acknowledged the short timing of 

the study, they noted the iPad app’s potential. They also call for further iterations of the 

collaborative venture to explore play-based learning environments whereby learners can 

develop their social and cognitive abilities through Gaelic language experiences.  

 

 Another DBR study using iterations is Ralph (2018). The qualitative study of four-

year-old Canadian learners and their educator involved multiple iterations within and 

between six design phases. Akin to McPake and Stephen (2016), iterations enabled 

knowledge refinement of the use of iPads to develop social sharing behaviours. The Ralph 

(2018) study supported theorisations that iPad technology could facilitate sharing and 

collaboration, and teamwork in a learning environment. Two further examples of DBR 

studies, which bring emphasis to collaborative efforts, are those of Kucirkova (2017a) and 

Cremin, Swann, Flewitt, Faulkner, and Kucirkova (2013). These studies investigate the 

potential of educators, researchers, and app designers acting as co-collaborators and co-

producers of useful apps for Early Years learners, like Tippett and Milford (2017) and 

Crompton’s (2016) studies. This is illustrative in Kucirkova’s comment. She states: 

 

 

 

 

 

 ....in addition to the practitioner-researcher and researcher-designer 
 collaboration, it fuses all three stakeholders into one collaborative design 
 research space of educational apps. A practitioner-designer collaboration 
 can help generate scalable improvements for specific software, and a 
 researcher acting as co-practitioner is likely to better understand the 
 practical validity of his or her approach. (Kucirkova, 2017a, p. 602) 
 
 

 

Moreover, Kucirkova (2017a) and Cremin, Swann, Flewitt, Faulkner, and Kucirkova (2013) 

found that learners had an active role in the practice, research, and design of iPad apps. In 

the DBR scholarly literature, there is potential to position learners as coresearchers (Bers, 
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2012; Crompton, 2016; Oh & Huang, 2018; Thompson Long & Hall, 2018). These authors 

use DBR in Early Years and Primary school settings, as well as Tertiary education, and work 

contexts, validates collaborative work as a vital characteristic of DBR. 

 

 The study at hand meets each of the DBR characteristics, as outlined in Table 4.1. 

Moreover, in Chapter 5 and Chapter 6 my study has endeavoured to respond to each of these 

characteristics. However, a characteristic outcome of DBR, the employment of qualitative 

and/or quantitative data generation methods (see Table 4.1 Point 5), is worth clarifying. As 

mentioned in Section 4.2, the study adopts a qualitative methodological orientation. 

Epistemologically, this choice of orientation affords the opportunity for exploration, 

integrating complexity and subjectivity of classroom experiences in the pursuit of 

understanding ways participants create knowledge during the collaborative venture, that 

being, the organic literacy pedagogical approach LAUNCH. Moreover, qualitative data 

methods allow me, in the capacity of coeducator and researcher, to be interactive with the 

fourteen Preparatory learners, and their educator, Miss Walton. Put another way, unlike 

quantitative research, a qualitative methodological orientation allows multiple, situated 

perspectives “through the subjective experiences” of research participants (Creswell, 2013, 

p. 20). However, I am mindful of my positionality within the context of the qualitative 

research (see Section 4.8).  

 

 In DBR literature, scholars note the likeness between DBR and action research 

methodological approaches. For instance, they identify an educational problem, develop 

possible solutions, and instigate actions to address the problem (Barab & Squire, 2004, 2016; 

Kucirkova, 2017a; Li & Chu, 2018; McPake & Stephen, 2016). Additionally, DBR and 

action research involve a cycling back and forth between design, implementation, 

interpretation, and reflection (Fazio & Gallagher, 2018). Despite similarities, there are 
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differences between DBR and action research methodological approaches (Anderson & 

Shattuck, 2012; Fazio & Gallagher, 2018; Kennedy-Clark, 2015; The Design-Based 

Research Collective, 2003).  

 

 Design-Based Research and Action Research 

 Design-based research (DBR) is distinct from action research in two important 

respects. First, DBR explores a widespread education problem, whilst action research 

investigates a local education problem, often within a specific educational context. To 

understand how, when, and why educational strategies and/or interventions work in practice, 

researchers using DBR generally take the initiative in the research process, and act as both 

researcher and educator (Anderson & Shattuck, 2012; Barab & Squire, 2004; The Design-

Based Research Collective, 2003). I instigated the notion of organic literacy pedagogy and 

actively sought research participants and a site. In my study, I acted as both researcher and 

educator. In contrast, action research methodology sees educators initiate the research 

process to narrow the gap between their own pedagogic practice and vision of education 

(Creswell, 2014). They seek to improve and critically reflect on their pedagogic practice to 

improve learners’ learning experiences (Andersen & Shattuck, 2012).  

 

 Second, in DBR research methodology both researcher and educator work in 

collaborative partnership (Anderson & Shattuck, 2012; Cobb, Confrey, diSessa, Lehrer, & 

Schauble, 2003; Fazio & Gallagher, 2018). Andersen and Shattuck (2012) contend that a 

researcher/educator partnership recognises that educators are “usually too busy and often ill 

trained to conduct rigorous research” (p. 17). Equally, the researcher may not have 

knowledge of the context to determine the impact of a collaborative venture. In the study, 

Miss Walton and I, in the capacity of coeducators, worked in collaborative partnership to 
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explore and understand organic literacy pedagogies from problem identification, to 

LAUNCH design, development, and implementation, to the creation of theoretical and 

design principles (Anderson & Shattuck, 2012; Kennedy-Clark, 2015). In contrast, educators 

undertaking action research work in isolation, acting as both educator and researcher. Figure 

4.2 provides a visual snapshot of these two distinguishing features of DBR and action 

research. 

 

nFigure 4.2. 

Design-Based Research and Action Research  

 

  

 

 

 

 

 

Figure 4.2. The solid line surrounding each research design methodology represents the 
visual vocabulary of strongly framed boundaries. These strong boundaries keep the 
fundamental features of each methodology distinct. The visual icons emphasise the 
collaborative nature of DBR, as opposed to the insular nature of action research. The 
additional visual icons represent the universal and local educational problems. Finally, the 
double-headed arrow is a parallel feature of both DBR and action research in which the 
educator and researcher cycle back and forth between design, development, implementation, 
interpretation, and reflection.  

 

It is worth noting that design-based research and action research seemingly provide 

a space for slippage in that they can be accidently misrepresented by the other. As argued by 

Goldkuhl (2013), action research has gained a challenger in DBR given that there is a 

growing interest in DBR and perhaps a declining one in action research. Some authors of 
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scholarly literature on research methodologies have proposed integrations of the two 

approaches (Andriessen, 2008). However, as previously stated, my study’s methodological 

choice is DBR for the reason that the collaborative venture LAUNCH is a collaborative, 

practice-based study with research questions closely aligned to problems in practice. 

 

 Challenging Design-Based Research      

 Certain drawbacks noted in the DBR scholarly literature are worth heeding. Critics 

of DBR give prominence to three drawbacks. The first relates to the interventionist nature 

of DBR (Anderson & Shattuck, 2012; Fazio & Gallagher, 2018; Plomp, 2007; The Design-

Based Research Collective, 2003). The researcher is intimately involved at every stage of 

the research process, not just as an observer, but as an active, hands-on participant (Barab, 

2006; Barab & Squire, 2004). Barab and Squire (2004) assert that the researcher is “implored 

to intervene where possible” (p. 10). Hitchcock and Hughes (1989) contend that some 

perceive researcher intervention in qualitative research work “to be possible values of such 

research, not weakness” (p. 36). However, the interventionist nature of DBR leads to the 

second drawback of DBR, that being researcher influence. Best articulated by Barab and 

Squire (2016), credible and trustworthy assertions can be challenging when researchers 

influence the “conceptualisation, design, development, implementation, and researching of 

a pedagogical approach” (p. 10). This close involvement has the potential to lead to 

researcher bias, and therefore, make research claims suspect (Rawson & Hughes-Hassell, 

2015). Epistemologically, I accept that my influence as coeducator and researcher makes 

claims of objectivity unachievable. As a qualitative researcher, I do not seek objectivity. It 

is my position that the hustle and bustle of a classroom context is a subjective research site. 

Therefore, my study does not aim to wipe clean my involvement in order to generate 

theoretical and practical understandings viewed as objective.  
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The third limitation relates to the challenge of maintaining a coeducator/researcher 

collaborative partnership. Some DBR scholars assert it is difficult to uphold a context in 

which continuing support flows throughout the research process, particularly if there is a 

lack of consideration and respect around socio-cultural differences (Cobb, Confrey, diSessa, 

Lehrer, & Schauble, 2003). Lack of thought and respect has the potential to contest tightly 

held teaching and learning philosophies. To this concern, as collaborative partners, Miss 

Walton and I share mutual ontological and epistemological expectations. In essence, we 

believe our role as educators is to heighten learners’ awareness of their potentials and 

possibilities for being. Additionally, Miss Walton and I are similar in that we each hold a 

pedagogic identity, flourished from previous coeducating experience and involvement in 

action research and professional development occasions. Our similar pedagogic identities 

continue to flourish by means of collegiate conversations. In the study, shared expectations 

and experiences have made keeping a collaborative partnership practicable and manageable. 

With consent, I include extra detail of this in Section 4.4.  

 

 However, DBR scholars agree that researchers can tackle these three drawbacks by 

focusing on being “transparent, reflexive, and critical of the DBR study” (Shah, Ensminger, 

& Thier, 2015, p. 158). To do this, I employ micro-cycles of design (McKenney & Reeves, 

2012) to enact steady moderation, refinement, and critical reflection about what LAUNCH 

is, how it works, how to improve what works, and why it works (see Section 4.3 LAUNCH-

ing Design-Based Research). This happened in collaborative partnership with my 

coeducator, Miss Walton. Referred to as cogenerative dialoguing, this joint time permitted 

critical discussion of the teaching and learning process (Roth & Tobin, 2002, Tobin, 2006, 

Willis, 2013) (see Section 4.5 Data Set 2). During cogenerative dialoguing, Miss Walton 

and I talked, listened, and explored perspectives, leading toward theoretical and practical 

insights neither might have achieved individually. According to Roth and Tobin (2002), 
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cogenerative dialoguing emphasises reflection to allow educators to cultivate curricula and 

pedagogy aligned to learners’ needs. The nature of micro-cycles of design means that data 

generation over many cycles produces a strong set of data to underpin design and theory. 

This, according to Fallik, Rosenfield, and Eylon (2013), provides “a sense of validity” and 

makes certain theoretical design principles can effectively evaluate, inform, and improve 

practice (p. 76). Of significance, I note that these validity practices will diminish, but will 

not dispose of validity challenges. 

 

 LAUNCH-ing Design-Based Research 

 Advocates of DBR aim to deal with the overarching question of “How do we 

develop, and implement an innovation to address a known education problem within a 

specific context?” (Shah, Ensminger, & Thier, 2015, p. 157). In my study, I address this 

question utilising the design research framework by McKenney and Reeves (2012). The 

framework can be conceptualised as three micro-cycles nesting within a macro-cycle of 

DBR. McKenney and Reeves’s (2012) experience of educational design research 

documented in Conducting Educational Design Research advocates three flexible, iterative 

micro-cycles for design research in education. The three micro-cycles are: analysis and 

exploration; design and construction; and evaluation and reflection. Both the analysis and 

exploration micro-cycle, and the evaluation and reflection micro-cycle are empirical cycles 

that include data generation. However, the design and construction micro-cycle is informed 

by the other cycles’ findings. According to McKenney and Reeves (2012), the three micro-

cycles lend themselves to being theoretically and practically orientated, contextually 

responsive, interventionist in nature, collaborative, and flexible and iterative. Evaluation of 

micro-cycles contributes to theory and design building (Plomp, 2007). Of significance, my 

ontological and epistemological assumptions shaped selection of McKenney and Reeves’s 
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(2012) cycles of design. These assumptions are evident in the micro-cycles’ tendency for 

knowledge creation through subjective experiences of research participants, each 

influencing the other’s constructions of knowledge, within a real-life classroom context. 

 

 Now, I make the issue of what the DBR macro-cycle is for my study clear by 

introducing the three micro-cycles of design. The rationale is that micro-cycles let Miss 

Walton and me move back and forth between them to grasp LAUNCH. Contextual detail of 

collaborative work to design and implement the DBR study is also included.  

 

 Micro-Cycle 1: Analytical and exploratory perspectives distinguish the first micro-

cycle. The micro-cycle of analysis and exploration involves a context analysis, a look at 

relevant literature, and the development of a conceptual framework (McKenney & Reeves, 

2012; Pool & Laubscher, 2016). During analysis, I collaborated with the Preparatory 

educator Miss Walton to determine a research problem, grow an understanding of its causes, 

and think about what might show resolution if the problem were to be solved. We met at 

local cafés to engage in a cogenerative dialogue about how the classroom currently worked, 

to consider how it might work during LAUNCH, and to discuss what we hoped to achieve 

from LAUNCH. By sharing thoughts, facilitating ideas, and charting pedagogical 

possibilities, Miss Walton and I came to develop a shared ownership of the pedagogical 

solution LAUNCH. Through analysis, LAUNCH had become central to the goal of the DBR 

study, which was to generate theoretical design principles for organic literacy pedagogies. 

The micro-cycle of analysis also involved seeking expertise from my doctoral supervisory 

team to obtain theoretical ideas to shape my understanding of the research problem and 

research questions.  

 

 

 

 

 

 To explore the research context, I volunteered in Term 3 and Term 4 of the 2016 

school year and Term 1 of the 2017 school year. During this time, I came to better understand 
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classroom routines and procedures, and behaviour management expectations. I also engaged 

in professional communication with the School Principal, discussing alignment between 

organic literacy pedagogies and philosophy of the International Baccalaureate by means of 

telephone (February 3, 2017), email (February 13, 2017), and on-site meetings (see 

Appendix C). This communication offered valuable insight into how the School Principal 

viewed the research problem and the potential of LAUNCH to motivate and inspire by 

example to “have a positive impact on the boys’ learning” (see Appendix D). As an 

understanding of the problem and classroom context began to solidify, a more open-ended 

exploration of data generation methods appropriate to addressing the problem and answering 

the research questions occurred. Ontological and epistemological beliefs held by me led to 

the study’s qualitative orientation to methodology. Through cogenerative dialoguing, Miss 

Walton and I agreed upon the qualitative data set, as revealed in Section 4.5 of this chapter. 

In terms of permissions, Miss Walton offered practical recommendations for how to seek 

the Preparatory learners’ assent and parental/guardian consent. Being involved in every 

aspect of the research required a negotiated timeline for data generation, which took into 

consideration my preferred research timeline and that which was feasible within the 

Preparatory classroom.  

 

 Micro-Cycle 2: Design and construction perspectives distinguish the second micro-

cycle. The micro-cycle of design and construction involves, and makes transparent, a process 

that creates a collaborative venture. It is intentional, yet creative, and open to potentials and 

possibilities. To design and construct, McKenney and Reeves (2012) assert that close 

collaboration, communication, and creativity are essential. Ontologically speaking, the 

assumption guiding the design and construction micro-cycle was that classroom is complex 

and consequently, I should attempt to understand the “complex world of lived experience 

from the point of view of those who live it” (Schwandt, 1994, p. 118). During design, Miss 
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Walton and I shared ideas about how to create a collaborative venture to address the problem. 

We looked at different potential solutions, carefully considered each one, and discussed the 

practicability of ones that looked most promising in light of daily classroom routines and 

weekly classroom commitments. Initially, our ideas were big and unclear, but via 

cogenerative dialogues and rough sketching, they progressively became more focused. We 

came to develop a shared language to communicate our ideas in single words or phrases such 

as LAUNCH (Noun) (see Chapter 1 Figure 1.3), launch-ing (Verb) (see Chapter 1 Figure 

1.4), and Let’s LAUNCH (Verb). This shared language helped refine and eventually, led to 

the particulars of the collaborative venture LAUNCH. Moreover, a shared language allowed 

Miss Walton and me to talk about, explore, consider, and better understand LAUNCH in a 

more specific way. 

 

 To construct the collaborative venture LAUNCH, Miss Walton and I participated in 

creative thinking. We often met at local cafés to engage in cogenerative dialoguing. We 

listened and worked together and were open to the possibility of emerging insights. 

Ontologically, some of our ideas were in conflict with each other’s, and therefore our 

perceptions of classroom reality changed throughout the conversations. For example, factors 

such as available time, scheduled daily and weekly commitments, and access to available 

resources meant that some ideas were discarded, trade-off decisions made, and alternative 

approaches added. By doing this, we accepted that classroom reality encompassed lots of 

underlying relations, structures, and tendencies. Early constructions of LAUNCH were not 

designed perfectly; they tended to lack detail, particularly around finding school-based 

human expertise to nurture and grow young learners’ ideas. This prompted a circling back 

to the design phase of Micro-Cycle 2. New insights led to new questions. For example, 

tightly timetabled shared access to class-sets of iPads caused Miss Walton and me to rethink 

our initial thoughts and ideas around flexible access to iPads, and prompted us to ask, “Could 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 129 

the day/times of iPad usage be negotiated with teaching colleagues?” As new understandings 

took place, the “skeleton of a design” embraced supplementary design plans (McKenney & 

Reeves, 2012, p. 124). Constant circling between design and construction was an important 

step in fleshing out detail and ensuring a legitimate cogenerative dialoguing experience. The 

result was a general skeleton design, with emerging design components and design 

propositions, as shown in Table 4.2. 

 

nTable 4.2. 

Example of Skeleton LAUNCH Design 

 

 

Resources Activities Participation 
• Print-based 
• Digital 

(iPads/desktop) 
• Paper materials and 

tools 
• Human expertise 

• Children’s literature 
• Coeducator 

meetings 
• Principal meetings 
• Specialist educator 

visits 
• Recording 

equipment set-
up/pack-up 

• LAUNCH “I can” 
statements 

• Individual work 
• Collaborative work 
• Administration 

visits 
• LAUNCH 

Exhibition 

 
 

 

 

 

 

 

 

 

 Micro-Cycle 3: Evaluation and reflection perspectives distinguish the third micro-

cycle. The evaluation and reflection micro-cycle involved investigation of the collaborative 

venture LAUNCH. Evaluation and reflection are an ongoing process, which happens 

continuously while the implementation of the collaborative venture remains at the forefront 

(McKenney & Reeves, 2012). To evaluate LAUNCH, a qualitative methodological 

orientation captured rich data (see Section 4.5). Epistemologically speaking, this data helped 

realise new practical and theoretical understandings about whether, how, and why the 

collaborative venture LAUNCH worked. Reflection on data occurred immediately, 

constantly, and retrospectively. Collaborative discussions with Miss Walton took place, with 
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the aim “to accept, refine, or refute the conjectures or principles” portrayed in LAUNCH 

(McKenney & Reeves, 2012, p. 142). On occasion, Miss Walton and I understood LAUNCH 

happenings in a different way. At these times, the data set provided support for discussion 

and debate. In addition, two informal classroom visits by the Principal added insight into 

LAUNCH. Findings of evaluation as well as critical reflection every so often prompted 

backtracking to analysis and exploration (Micro-cycle 1) and/or design and construction 

(Micro-cycle 2). From a practical stance, this led to thoughts and ideas for re-design and/or 

suppositions about the collaborative venture LAUNCH. The iterative nature of the 

evaluation and reflection micro-cycle allowed Miss Walton and I to produce theoretical 

design principles. The DBR macro-cycle and the three micro-cycles are shown in Figure 4.3. 

 

nFigure 4.3.  

Three Micro-Cycles of the Design-Based Research Study 

 

 

 

 

 

 

 

 

 
 
 
 
Figure 4.3. An overview of DBR macro-cycle and three micro-cycles of DBR. The dotted 
lines represent the visual vocabulary to express weakly framed boundaries, which allowed 
Miss Walton and me to move fluidly between micro-cycles if necessary, and when required. 
The solid arrows indicate the iterative nature of DBR of immediate, constant, and 
retrospective evaluation and reflection. Furthermore, Figure 4.3 includes visual icons to 
bring emphasis to collaborative work throughout the DBR macro-cycle.  
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 Case Study 

 Case study research can be orientated from a positivist perspective through to an 

interpretivist perspective (Creswell, 2014). This versatility provides researchers with the 

opportunity to decide the methodological orientation of the case. The study engages a case 

study within a qualitative methodological orientation as it best fits my purposes of exploring 

and understanding a real-life, complex social phenomenon. Moreover, case study is suitable 

in that it includes some theory development as part of the design phase, particularly in the 

analysis and exploration DBR micro-cycle. Yin (2014) asserts that for case studies, some 

theorisation in the design phase is “highly desired” (p. 37). In my study, theory development 

consisted of context analysis, a look at literature, and growth of conceptual ideas around the 

enactment of the organic literacy pedagogical approach LAUNCH. In the analysis and 

exploration DBR micro-cycle, early theorisation covered what, how, and which research 

questions, codes of analysis, and criteria for interpreting findings. Such intention enabled 

the research design to provide guidance in establishing a qualitative orientation for the case 

study data (see Section 4.5). For this reason, Yin (2014) suggests that some theory 

development before the generation of data “is desirable” (p. 38). At this point, a remark in 

relation to generalising of findings is worth documenting. My case study does not aim to 

generalise findings to broader Early Years educational contexts. Instead, its purpose is to 

“shed empirical light” on theoretical design principles of the collaborative venture 

LAUNCH, and more broadly, provide a better understanding of a single case of an organic 

approach to Early Years education (Yin, 2014, p. 40). 

 

 Case studies permit rigorous analysis and investigation of a “real-world case” to 

better understand contextual circumstances relevant to a case (Yin, 2014, p. 9). As for a 

definition, Yin (2009) suggests a case is a “contemporary phenomenon within a real-life 

context” (p. 13). Stake (1995) regards the contemporary phenomenon as “a specific, a 
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complex, functioning thing”, which has “a boundary and working parts” (p. 2). Put another 

way, the case is a bounded system; it may be simple or complex (Hadfield & Jopling, 2018; 

Harden, 2015, 2016a, 2016b; Lasen, Skamp & Simoncini, 2017; McDonald & Howell, 

2012). In my study, the case consisted of fourteen Preparatory learners, their educator Miss 

Walton, and me in the capacity of coeducator and researcher (see Section 4.4). Participants 

operated in a Preparatory class at a school in Queensland, Australia.  

 \ 

 As mentioned in Chapter 1, LAUNCH is new, and has not previously been enacted 

in an educational context in Australia, or abroad. There is no empirical research. In view of 

this, my study endeavoured to explore LAUNCH as opposed to just describing or defining 

LAUNCH or explaining why LAUNCH worked in a certain way. To explore LAUNCH, the 

study put forward what, how, and which investigative research questions, as outlined in 

Chapter 1 Section 1.3. By so doing, the case was in alignment with Bernstein’s theory of 

pedagogy (see Chapter 3 Section 3.1). The exploratory research questions sought to build 

theoretical knowledge and develop theoretical design principles, a crucial DBR 

characteristic (see Section 4.3, Table 4.1). To explore research participants’ LAUNCH 

experience, qualitative data generation methods were employed (see Section 4.5). Therefore, 

an exploratory case study best suited the purposes of my study, which was to explore the 

LAUNCH phenomenon within a real-life educational context. By way of definition, an 

exploratory case study is a discovery of “distinct phenomena characterised by a lack of 

detailed preliminary research” (Yin, 2009, p. 20). In terms of an epistemological orientation, 

my study captured the development of knowledge through the subjective experiences of 

research participants to enlighten understandings of the collaborative venture LAUNCH.  

 

 In the current scholarly literature, case study as a research method is utilised across 
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different Early Years learning areas. For instance, Harden (2015, 2016a, 2016b) chose case 

study to better understand the impact of dramatic pedagogies. Observations and video 

recordings of dramatic play, puppetry, and guided drama in the bounded system of a 

Preparatory classroom enabled Harden (2015, 2016a, 2016b) to understand how dramatic 

pedagogies developed four learners’ writing knowledge and skills, specifically their 

letter/sound knowledge and phonemic awareness. Aimed at literacy development, 

Theodotou (2017) employed case study with five and six-year-old learners to investigate an 

interdisciplinary intervention called Play and Learn through the Arts (PLA). This study 

concluded that PLA offered many opportunities for “literacy events and literacy practices” 

through play (p. 153). In a bounded case of three to five-year-old learners, DeFauw (2016) 

explored the impact of a paper-based drawing curriculum on young learners’ pencil grip and 

handwriting. Data sources included focused interviews, transcribed video data, and drawing 

and/or writing artefacts. DeFauw (2016) concluded that drawing instruction was a way for 

young learners to develop fine motor skills, although handgrip development was 

inconsistent. 

 

 Unlike Harden (2015, 2016a, 2016b), Theodotou (2017), and DeFauw (2016), 

McDonald and Howell (2012) utilised case study in STEM in the Early Years of formal 

schooling. This case study aimed to understand how the creation of simple robots using a 

robotics program might aid development of technological knowledge and skills in a learning 

atmosphere filled with literacy and numeracy learning experiences. McDonald and Howell 

(2012) described the bounded case as 16 learners between five years and six months and 

seven years-of-age in a mixed Preparatory and Year 1 classroom context. McDonald and 
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Howell (2012) found that the robotics program had a positive impact on learners’ motivation 

and engagement, development of technological skills, and growth of interpersonal skills. 

Akin to McDonald and Howell (2012), Doyle (2011) also utilised case study as a research 

method to understand Science language development in the Early Years of formal schooling. 

The Preparatory classroom, along with 19 learners aged between four and five years and 

their educator, was the bounded system. Video and audio data enabled the identification of 

pedagogic practices that facilitated learners’ Science language features and Science 

vocabulary. Studies such as Harden (2015, 2016a, 2016b), Theodotou (2017), DeFauw 

(2016), McDonald and Howell (2012), and Doyle (2011) exemplify the suitability of case 

study as a research method in the Early Years of formal schooling. 

 

 Challenging Case Study                            

 The case study methodology is not without its challenges. Critics of case study give 

prominence to two limitations. The first is in relation to the subjective spirit of case study. 

Yin (2003) states that there is a perception that case study is a weak research method 

characterised by “insufficient precision, objectivity, or rigor” (p. xiii). Noted by Baxter and 

Jack (2008), these insufficiencies give rise to accusations of inaccurate interpretations of 

findings and researcher bias. It is perhaps best expressed by Yin (1984), who asserts, “too 

many times, the case study investigator has been sloppy, and has allowed equivocal evidence 

or biased views to influence the direction of the findings and conclusions” (p. 21). My study 

challenges misinterpretations of findings and researcher bias through a focus on being 

transparent and reflexive, as outlined in Section 4.8. Additionally, promoting agreement on 
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analytic findings and research conclusions serves as a means of challenging this limitation. 

 

 The second criticism is in relation to credibility and trustworthiness of data. Merriam 

(1998) and Stake (1995) argue that it is insurmountable to embed the concepts of validity 

into qualitative research “since they were first generated in a positivist tradition” (as cited in 

Yazan, 2015, p. 146). However, Yin (2003) challenges Merriam’s and Stake’s 

conceptualisation of validity by suggesting criteria to ensure the quality and rigour of 

exploratory case study. Here, Yin (2003) offers researchers criteria to construct validity not 

only in the designing of case study, but also in the generation of data, and subsequent 

analysis of data. Additionally, Lincoln and Guba (1985) offer criteria, namely credibility, 

transferability, dependability, and confirmability to assure quality and validness. To 

challenge this criticism, my study utilises multiple sources of qualitative data generation, as 

presented in Section 4.5. The data set adds depth and richness and is useful as exploratory 

means to understand the organic pedagogical approach LAUNCH. However, it is important 

to note that I acknowledge these validity practices will diminish, but not dispose of, validity 

challenges.  

 

 Section 4.3 has introduced the research design for my study. I have selected design-

based research (DBR) to explore the organic pedagogical approach LAUNCH in a case study 

of a Preparatory classroom. The overall strategy for DBR and case study is capacity to 

explore what, how, and which research questions, which carefully align to Bernstein’s 

pedagogic theory (Bernstein, 1996, 2000). The research design of a qualitative 

methodological orientation generates rich, thick description of research participants’ 

LAUNCH experiences to produce practical and theoretical considerations surrounding an 
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organic education in the Early Years of schooling (Creswell, 2104; Ravitch & Carl, 2016). 

Therefore, the research design makes connections across Bernstein’s pedagogic theory, and 

epistemological, ontological, and methodological aspects of my study.  

 

 Now is an introduction to the study’s research participants and the research site and 

its context. 

 

4.4 PARTICIPANTS AND RESEACH SITE  

 The participants in my study are fourteen Preparatory learners, and their educator 

Miss Walton. I have participated in the study in the capacity of coeducator and researcher. 

In transcripts, I have given myself the pseudonym Mrs Silver (see Chapter 5 and Chapter 6). 

At the time of my study, the young learners were aged five, with the exception of one 

Preparatory learner, who was six-years-of-age. Two research participants provided data for 

two cases within one bounded context, which provided insight into an organic literacy 

pedagogical approach LAUNCH to stimulate text production. Chapter 5 Part A puts forward 

a rich, contextual description of the Scotty Case, while the Russell Case is described in 

Chapter 6 Part A. Selection of Scotty and Russell revealed my intention of choosing young 

learners who had a wide-ranging LAUNCH experience. By this I mean young learners who 

had ease and/or difficulty developing and navigating literacy practices associated with print 

and digital text production. With this, is the admission that the case participants may not be 

representative of the remaining young learners but instead they simply speak for their own 

LAUNCH experience. Because of this, I do not offer the Scotty Case (Chapter 5) or the 

Russell Case (Chapter 6) to generalise findings beyond themselves.  

 

Now, I include an overview of all fourteen learners’ experience of LAUNCH in 

Table 4.3. 
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nTable 4.3. 

Young Learners’ LAUNCH Experiences 

 

Learner  Idea 
Literacy Practices Associated 

with Text Production 

Multimodal 

Scotty 
Chapter 5 

How big are dinosaurs, Miss 
Walton? 

 
 

I can draw. 
   
    
I can design. 
   
    
I can write. 
   
    
I can build. 
   
    
I can tell. 
   
    
I can record. 
   
    
I can capture. 
   
    
I can curate. 

 

Yes 

Russell 
Chapter 6 

Those ibis birds are pesky 
Miss Walton! 

Yes 

Kyrie Did I discover a new 
Pokemon? Yes, I did! 

Yes 

Kevin Can the Millennium Falcon 
have a better defence 

system? 

Yes 

Stephen How can I stop kids from 
falling off the train platform? 

Yes 

Giannis 
Jaylen 

Damien 

What do you know about 
soccer, Mr Eames? 

Yes 

Lonzo 
Dwayne 

A proposal for a Flying Fox 
in the Preparatory 

playground. 

Yes 

Isaiah 
Matthew 

Can soccer be played 
underwater? Yes, it can! 

Yes 

Michael 
Larry 

Those gum balls might chip 
my tooth! 

Yes 

 

 

The research site was a Brisbane-based school located in Queensland, Australia. As 

stated on the My School29 website, this independent Preparatory to Year 12 school is founded 

on a program based within the educational philosophy of the International Baccalaureate 

(IB). At the time of preparing this dissertation, the school was host to approximately 450 

boys, with an average attendance of above 90%. The research site best fits my purposes of 

 
29 My School is an Internet resource developed specifically for parents, educators, and the wider community 
to access details about Australian schools. The resource can be found at www.myschool.edu.au 
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exploring the pedagogical organic-ness of LAUNCH. First, the site is suitable given 

alignment between the research aim to explore LAUNCH, and the site’s commitment to the 

International Baccalaureate (IB) Primary Years Program (PYP). To explain, the IB PYP is 

an inquiry-based learning approach that places emphasis on how to learn, rather than merely 

imposing what to learn. This type of inquiry is in contrast to an inquiry process characteristic 

of a one-size-fits-all-approach as mentioned in Chapter 1 Section 1.6. In like manner, 

LAUNCH and IB PYP inspire learners to work in a self-directed manner, whilst engaging 

creative and critical thinking, in a way that other curriculum frameworks such as Curriculum 

into the Classroom (C2C)30 do not. At this point, it is useful to state that IB PYP aligns with 

Australia’s national curriculum. The Australian Curriculum, Assessment and Reporting 

Authority (ACARA) validates IB PYP as a learning framework, permitting comparable 

academic English, Mathematics, Science, and History outcomes (ACARA, 2019b).  

 

 Second, the site was suitable for my study because of LAUNCH’s alignment with 

some of the messages of Age-appropriate Pedagogies 31  (AaP). AaP is a Queensland 

Government initiative designed to bring emphasis to the value of age-appropriate pedagogies 

(Queensland Department of Education and Training (QDET), 2015, 2016). At the time of 

enacting LAUNCH, the research site had recently implemented AaP in Preparatory. Akin to 

organic literacy pedagogies, AaP offer learners the opportunity to be actively engaged in 

their learning by communicating ideas, displaying initiative, and taking actions. To aid this, 

educators bring into play learners’ capabilities and interests to identify effective ways to mix 

learner-initiated and educator-initiated pedagogies. By so doing, AaP researchers Fluckiger, 

Stinson, Dunn, and Wheeley (QDET, 2015, 2016) pinpoint key messages, which contribute 

 
30 Curriculum into the Classroom (C2C) is a planning resource to support Queensland Government schools to 
implement the Australian Curriculum. It is designed a starting point, which can be adopted or adapted to suit 
school contexts. 
31 Age-appropriate Pedagogies offers Early Years educators a range of pedagogical approaches to quality 
teaching. Educators align the Australian Curriculum, Age-appropriate Pedagogies, and evaluation to enhance 
learners’ engagement in learning and to enhance learners’ educational outcomes. 
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to the idea that when educators mix pedagogies, they share power and control with learners 

resulting in balanced pedagogies (see Table 4.3). This viewpoint aligns with crossing 

between and within visible and invisible pedagogies (see Chapter 3 Section 3.6), and 

findings from analytic work reported in Chapter 5 and Chapter 6.  
 

 

 

 

 

 

 

 

nTable 4.4. 

A Balanced Repertoire of Age-appropriate Pedagogies  

 

 
 

 

 

Shared Power and Control 

• A balanced repertoire of age-appropriate pedagogies is needed to ensure that 
educators are responsive to learners and full teaching goals.  

• A balance is needed between child-initiated and adult-initiated learning 
experiences to recognise children’s agency and promote their capabilities.  

• High-quality verbal interactions are needed for sustained shared thinking in 
collaborative learning.  

• Opportunities for active learning are needed in real-life, imaginary, 
spontaneous and planned experiences. (QDET, 2015, 2016) 

 

 

 

AaP link to the practices articulated in the Belonging, Being and Becoming: The Early 

Years Learning Framework for Australia (EYLF) (Department of Education, Employment 

and Workplace Relations (DEEWR), 2009). AaP and EYLF both indicate that quality early 

years education before and into formal schooling encompasses applying a repertoire of 

pedagogic practices (DEEWR, 2009; QDET, 2015, 2016). Educators “move flexibly” 

between, and within different pedagogic practices in response to learners’ needs (DEEWR, 

2009, p. 15). These different pedagogies permit “teachable moments” to stimulate learners’ 

learning (DEEWR, 2009, p. 15). Seemingly, AaP and EYLF advocate for pedagogic 

practices along Bernstein’s continuum from weakly (F-; F--) framed play-based pedagogic 

practices toward strongly (F+; F++) framed whole-class explicit teaching. For example, in 

strongly framed visible experiences AaP advocates pedagogics acts of “explicit” (QDET, 

2015, 2016) teaching, while the EYLF calls for “intentional” teaching (DEEWR, 2009). 
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Both documents promote planned, overt opportunities for modelling, demonstrating, 

questioning, and explaining. In contrast, AaP refers to weakly framed invisible pedagogies 

as being “agentic”, “collaborative”, “creative”, “playful”, and “learner focused” (DET, 2015, 

2016). In support, the EYLF calls for pedagogic acts that permit young learners to build 

learning by means of “problem-solving, inquiry, experimentation, hypothesizing, 

researching, and investigating” (DEEWR, 2009, p. 35). Therefore, the AaP and EYLF 

articulate a richness of pedagogic practice. 

 
 

 Third, the research site is suitable for the reason that a professional relationship exists 

with my coeducator, Miss Walton. At this point, I believe it is imperative that readers of this 

dissertation know the background of this relationship. In 2008, Miss Walton completed her 

final pre-service teaching practicum32 under my supervision. Following this, Miss Walton 

gained full-time employment and worked as my coeducator in Year 1. As coeducators, we 

picked up one another’s ways of being in the classroom; a point Roth and Tobin (2004) refer 

to as a “striking aspect” of coeducating (p. 163). After four years working as coeducators 

and engaging in professional cogenerative dialogues, Miss Walton sought a broader 

professional teaching experience and accepted a classroom teaching position at an 

International Baccalaureate school located in Scotland. At a similar time, I moved into pre-

service teacher education. Despite our geographical location, we continued championing 

each other’s pedagogic identity by means of email and Skype communication. This was a 

continuation of our cogenerative dialoguing practice throughout our previous coeducating 

years. I acknowledge that my professional relationship with my coeducator places me in a 

particular position as coeducator and researcher, which I consider in the section on 

reflexivity (see Section 4.8).  

 
32 The four-week practicum involved Miss Walton and I coplanning and coeducating for the first week, then 
Miss Walton managing the happenings of my Year 1 classroom for the remaining three weeks. 
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Now, I offer a rich, thick description of the Preparatory research site. According to 

Denzin (1989a) thick descriptions are “deep, dense, detailed accounts...[as opposed to] thin 

descriptions, which lack detail, and simply report the facts” (p. 83). I utilise thick description 

to provide readers with a feeling that they have experienced, or alternatively could 

experience, the Preparatory classroom context (Bogdan & Biklen, 1992; Creswell, 2009). In 

so doing, I reveal what Ravitch and Carl (2016) call “meaning-relevant kinds of things” 

[original emphasis] in the classroom context (p. 7). Epistemologically speaking, thick 

descriptions of kinds of spaces, kinds of resources, kinds of interests, kinds of displays, and 

kinds of viewpoints contribute to a more informed understanding of development of 

knowledge via participants’ experiences in the Preparatory classroom.  

 

 

 The Preparatory building houses two Preparatory classrooms. The building sits in 

isolation, set away from other Early Years classrooms. Separating the two Preparatory 

classrooms is a communal office space, shared by Miss Walton and another Preparatory 

educator. When you walk into the Preparatory classroom under study, it is clear Miss Walton 

is devoted to the idea of creating an enriched literacy landscape. Language, literacy, and 

literature happen everywhere. There is a library in the corner with labelled book boxes, some 

of which read “Mem Fox Books”, “Recipe Books”, “We Love Pamela Allen”, “Books about 

Star Wars”, and “Soccer Books.” There are child-size bean bags that make you want to get 

comfortable, hunker down, and read. Paper-based drawing and writing decorate the 

classroom windows for all to applaud learners’ text production. There are educator-made 

and learner-made anchor charts scattered on the classroom walls as a reminder of letters and 

their associated sounds, sight words, punctuation, grammar, and vocabulary work. I notice 

popular culture environmental print, both words and images, peppered around the classroom, 

as illustrated in Figure 4.4. This type of important print supports young learners’ production 

of texts. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 142 

 

nFigure 4.4.  

Classroom Environmental Print 

 

 

 

 

 

 

 

Figure 4.4. Words related to young learners’ interests are printed, laminated, and positioned 
on a Velcro board. Young learners can easily detach the words, take them to their workspace, 
and when finished, return them to the Velcro board. 
  

Display of reading material gives insight into what is valued. A variety of baskets 

filled with picture books, songbooks, recipe books, non-fiction books, rhyming books, comic 

books, poetry books, nursery rhymes, and alphabet books suggest that young learners 

practice different kinds of reading. In shelving are portable reading boxes with “just right” 

picture books, Pokemon cards33, and learner-made books, as revealed in Figure 4.5. The 

transportable-ness of boxes suggests reading happens anywhere. In the corner is a workspace 

with iPads in durable cases loaded with e-books and apps for creating. In the middle of the 

Preparatory classroom is a long bookshelf, which separates two carpeted areas for whole-

class teaching. In the bookshelf are plain paper of different sizes, small ring-bound 

notebooks, A4, and B4 envelopes, and an assortment of writing materials. Around the 

classroom are individual and cooperative workspaces. 

 
33 Pokemon is a Japanese franchise, which exists as a television show, a trading card game, a video game, and 
toys. www.pokemon.com  
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nFigure 4.5.  

Portable Reading Boxes 

 

 

 

 

 

 
 

 

Figure 4.5. Young learners choose books based on their interests. Having a variety of books 
at their direct disposal helps young learners understand that reading can happen anywhere, 
at any time. Miss Walton knows that the best way to grow a love of reading is to spend a lot 
of time reading. Young learners often read in the classroom library, on beanbags, and under 
the tree in the outdoor undercover space. These boxes are representative of those in Miss 
Walton’s Preparatory classroom. 
   

Beyond the Preparatory classroom is an undercover outdoor space, as depicted in 

Figure 4.6. The outdoor space is gated for security and safety. It is typical of a Preparatory 

space in Queensland schools. A small shed houses gross motor resources such as gym balls 

and scooter boards, and construction materials including Lego Duplo, Wedgits, and Zoobs. 

There are two plastic sand and water troughs for exploratory constructive and creative play. 

I note an assortment of plastic buckets, jugs, funnels, and water wheels for young learners 

to utilise. To facilitate artistic creation, large rectangular tables provide space for using 

collage materials, clay, and water-based paints. Leading off from the undercover area is a 

gated, grassy area. At various times throughout the week, there are wooden easels along the 

fence line and paint smocks pegged to the fence. Under the shady tree is a large, round rug 

with containers filled with plastic toy trains and cars. There are shared toilets, which can be 

accessed from the outdoor space or from inside the classroom.  
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nFigure 4.6. 

Outdoor Preparatory Space 

 

 

 

 

 

 
  

 Now I introduce the study’s methods of data generation to suitably address the 

research problem and answer the research questions. In this section, I make known the 

connection between my ontological and epistemological view and chosen methodology.  

 

4.5 QUALITATIVE DATA SET 

 As mentioned in Section 4.3, the study incorporates design-based research (DBR) to 

explore the enactment of LAUNCH in a case study of a Preparatory classroom. To answer 

the research questions, I have chosen qualitative data generation methods to capture rich, 

vivid data. In adopting a qualitative orientation, I acknowledge that the research is not going 

to be “clean”, “neutral”, or “objective” (Drake & Heath, 2011, p. 23). In an attempt to cope 

with this difficulty, the case study method’s strength is its foundation upon video and audio-

recorded data. In my study, I take up a coeducator and researcher position, and by doing this, 

reveal my identity and purpose to the fourteen Preparatory learners and their educator Miss 

Walton, and the wider school community. I use thick description to clearly describe the 

research context, as well as the research participants and their LAUNCH text production 
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experience. Thick description is garnered through multiple qualitative data methods, 

allowing the reader of this dissertation to have the necessary information and depth of 

contextual detail to form thoughts and opinions about the validity of my study. Additionally, 

multiple data methods reflect the theoretical framework used in my study. In order to capture 

sufficient evidence of the realisation of organic literacy pedagogies through Bernstein’s 

curriculum, pedagogy, and evaluation theories, a set of qualitative data must be utilised. 

 

 Video and audio recordings, cogenerative dialogues, and multimodal artefacts make 

up the data set. This set aligns ontologically with the belief of multiple realities. As 

researcher, I acknowledge that I am not external to those realities, but part of them. I entered 

the Preparatory classroom to coeducate and by doing so, I watched, listened, and asked. By 

this admission, I recognise that the research is not going to be “clean”, “neutral”, or 

“objective” (Drake & Heath, 2011, p. 23), as stated previously. The data captured differing 

realities of participants who participated in my study. 

 

 

 Data Set 1: Video and audio Recordings of LAUNCH  

 To answer the three research questions, video and audio recordings captured the 

happenings of LAUNCH. As asserted by O’Toole (2006), video and audio recordings 

provide deep understanding of the intricate nuances of “acts, activities, interactions, 

behaviours, and the nature of the context” (p. 72). These recordings captured Miss Walton 

and I coeducating. Coeducating, also referred to in literature as coteaching, is defined by 

Tobin (2006) as “two or more teachers who teach and learn together....sharing responsibility 

for the learning of the learners” (p. 133). They work collaboratively across all aspects of 

teaching “before, during, and after enacting planned curriculum” (Murphy & Martin, 2015, 

p. 277). However, Roth and Tobin (2004) caution that it is important coeducators negotiate 

roles for shared contribution and collective responsibility for learning. In an attempt to speak 
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to this concern, the Preparatory educator Miss Walton and I allocated time to engage in 

cogenerative dialoguing. In doing this, we acknowledged that respectful communication, 

quality time, and reflection were components of a successful coeducating partnership 

(Willis, 2013). 

 

 The Preparatory classroom was sizeable enough to comfortably position four iPads 

on tripod mounts. I chose this technology to enable their easy re-location and re-positioning 

in response to young learners’ ever-changing workspace. There were times when young 

learners told me that they were moving to a different workspace and “don’t forget to get the 

camera, Mrs Brosseuk.” Attached to iPads were external microphones, designed for 

professional applications within film, video, and television productions. Due to young 

learners’ interest in this technology I explicitly showed them how to set up and pack away 

the iPads and microphones. Miss Walton and I made a set up/pack away work schedule. 

Figure 4.7 shows Scotty, the subject of the Scotty Case, performing the set-up of the tripod 

mounted iPads. Of significance, in these images is the juxtaposition of Scotty’s interests and 

strengths alongside agency, suggesting a valuing of learner identity. 

 

nFigure 4.7.  

Set-Up of Tripod Mounted iPads 

 

 

 

 

 

 

 

Figure 4.7. The set-up of the iPad involved Scotty sliding the iPad protective case into a slot 
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and using a downward lever to secure its position on the tripod mount. The external 
microphone screwed into position on top of the iPad protective case and plugged directly 
into the headphone jack of the iPad. Scotty positioned the iPad near a cooperative workspace. 
He used the adjustment knob to angle the iPad to capture the workspace. When happy with 
the iPad’s view, Scotty pressed the red record button. 

   

 

  

  

 At the end of each LAUNCH session, I transcribed the audio data involving all 

fourteen Preparatory learners. This was a substantial task involving the transcription of 

approximately 60-80 minutes of audio from four iPads (see Figure 4.8). My transcription 

book comprised of 104 pages of transcription. I employed a transcription protocol (see 

Appendix H). I transcribed the recordings according to smooth verbatim, ignoring stutters 

and verbal tics. Transcription accuracy is problematic given that it is an “interpretive and 

political activity” (Poland, 1995, p. 292). Bucholtz (2000) adds that it is challenging to view 

any interpretation as “correct” (p. 1446). However, at some point, McLellan, MacQueen, 

and Neidig (2003) state the researcher must “settle on” what is transcribed because despite 

all best intentions, the data “will never fully encompass all that takes place” in the research 

context (p. 65). This aligns with my ontological position that there are multiple realities, 

some of which recordings might not capture. Therefore, to help assure validity, or in other 

words accuracy of data, I re-checked my transcriptions before analytic work. Digital date 

and time stamps assisted with this re-checking. Additionally, photographs alongside 

transcriptions helped accurately recall and represent LAUNCH happenings, as shown in 

Figure 4.9. Pseudonyms were utilised in transcripts to protect anonymity. Transcripts along 

with video recordings enabled collaborative evaluation and reflection. This took place in the 

third micro-cycle of DBR.  

 

 

 

 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 148 

nFigure 4.8.  

Sample of Transcription Organisation 

 

 

 

 

 

 

 

 

Figure 4.8 LAUNCH episodes were assigned a date, an iPad identifier code (Eg: 
EPMSKIT5) and a colour for identification purposes. 
 
 
 
nFigure 4.9 

Sample of Transcription Supported by Photographs 

 

 

 

 

 
 
 
 
 
 
 
   

 
Figure 4.9 Transcription of each LAUNCH episode included an approximate time marker, 
participant names (pseudonyms), and photographs captured on my iPhone, or via 
screenshots from video recordings. The images were a useful way of providing visual 
evidence of the fourteen Preparatory learners’ text production experiences during LAUNCH. 
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  Data Set 2: Cogenerative Dialogues 

 Cogenerative dialogues between Miss Walton and I helped answer the three research 

questions posed in my study. Originating in coeducating research, cogenerative dialoguing 

focuses on discussions of shared experiences for generating shared understandings (Higgins 

& Bonne, 2014; Hsu & Espinoza, 2018; Luciano Beltramo, 2017; Murphy & Carlisle, 2008; 

Tobin, 2014; Willis, 2013, 2016). During these conversations, there is no privileging of a 

single voice over another voice (Roth & Tobin, 2002; Tobin, 2006). Participants are 

encouraged to “identify specific examples to illustrate where improvements can be made, 

and also identify examples of exemplary pedagogical practices or counter examples of those 

that exemplify a need to change” (Tobin, 2014, p. 182). Through shared experience, 

participants open up to different ideas and interpretations. Proponents of cogenerative 

dialogues argue that this method of data generation gives voice to coeducators and permits 

differences be acknowledged to improve the quality of learning (Tobin, 2014). Therefore, 

cogenerative dialogues are part of a process of critical pedagogy (Tobin, 2014, p. 182). 

However, with cogenerative dialogues there are potential problems associated with 

hierarchical power and control, particularly when participants have dissimilar social and 

cultural capital (Stith & Roth, 2006). For this reason, Tobin (2014) states it is vital to foster 

respectful interactions where those who talk are heard, and to allow participants to address 

points that arise, and to encourage those who are quiet to share experiences. 

 

 As explained in Section 4.3 of this chapter, in my study, Miss Walton and I engaged 

in cogenerative dialoguing. It was a chance for shared input and responsibility, rather than 

simply participation. This took place across all DBR micro-cycles. Discussion of LAUNCH 

happened at negotiated times such as at a local café before school or at the weekend, or 

whilst learners attended Music and Physical Education specialist lessons. This permitted us 

to contemplate and reflect upon what worked effectively and what needed to be changed. 
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Moreover, facilitated reflection provided a base for Miss Walton and me to study our 

epistemological assumptions. During dialoguing, I made notes, which was a way of noting 

emerging thoughts that related to LAUNCH “insights, hunches, or broad ideas” (Creswell, 

2014, p. 239).  

 

 

 Data Set 3: Multimodal Artefacts 

 The multimodal artefacts produced by young learners were useful in answering all 

three research questions. As mentioned in Chapter 1, my study dis-privileges the exclusivity 

of paper-based print, and therefore is open to the possibilities and potentials of multimodal 

forms of artefacts. Learners’ multimodal artefacts offered the study a rich textural viewpoint 

of text production during LAUNCH. These vibrant artefacts included an information poster, 

a video/audio recorded community announcement, a 3D model, a Pokemon trading card, a 

video/audio recorded interview, and a model flying fox. There was convergence of 

linguistic, visual, spatial, gestural, and aural communication modes, which helped create 

understandings of text production during LAUNCH. However, as with paper-based 

artefacts, multimodal artefacts may not be lacking in bias. Yin (2014) argues artefacts should 

be utilised carefully and not be accepted as “literal recordings of events” (p. 107). 

Importantly, it is often difficult to establish “trustworthiness” (Lincoln & Guba, 1985, p. 

281) as Hodder (1994) points out that artefacts “cannot speak back...because the artefacts 

themselves are mute” (pp. 398-399). In my study, I utilised young learners’ production of 

multimodal artefacts as “a window” into text production during the organic pedagogical 

approach LAUNCH (Ravitch & Carl, 2016, p. 171). Epistemologically speaking, artefacts 

were illustrative of the development of text production out of the subjective experiences of 

the fourteen Preparatory young learners. These artefacts were a significant resource of 

words, images, and sounds, which helped me, in the capacity of researcher, to understand 

the simplicities and complexities of LAUNCH. Moreover, abounding contextual detail 
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placed young learners’ artefacts within the bustle of a busy, social classroom context so 

readers of this dissertation have a sense of where and how they fit into my study (Graue & 

Walsh, 1998). In approaching validity (see Section 4.8), my study does not use triangulation 

in the same way a positivist study might, although artefacts were useful in improving 

understandings or ideas evident in video and audio recordings and cogenerative dialogues. 

 

4.6 TIMELINE 

 In my study, video and audio recordings, cogenerative dialogues, and multimodal 

artefacts made up the data set. Table 4.5 shows the timeframe during which data were 

collected in Term 2 of the 2017 school year. Enactment of LAUNCH was highly flexible 

and dependent on the Preparatory classroom schedule as well as whole-school events such 

as Father’s Day and Sports Day. Typically, LAUNCH happened three or four days each 

week over a four-week timeframe.  

 

nTable 4.5. 

Timeline during which Data were Generated 

 

 

 
Week 

 
Research 

Site 

Data Set 1 
Video and Audio 

Recordings 

Data Set 2 
Cogenerative 

Dialogues 

Data Set 3 
Multimodal 

Artefacts 

 
1 

Preparatory 
classroom 

Monday May 22 
Tuesday May 23 
Friday May 26 

Monday May 22 
Tuesday May 23 
Saturday34 May 27 

Monday May 22 
Tuesday May 23 
Friday May 26 

2 Preparatory 
classroom 

Monday May 29 
Tuesday May 30 
Wednesday May 31 
Thursday June 1 

Tuesday May 30 
 

Monday May 29 
Tuesday May 30 
Wednesday May 31 
Thursday June 1 

 
34 Cogenerative dialoguing took place off-site at a local café. 
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3 Preparatory 
classroom 

Monday June 5 
Tuesday June 6 
Wednesday June 7 

Friday June 9 
Monday June 5 

Tuesday June 6 
Wednesday June 7 

4 Preparatory 
classroom 

Monday June 12 
Tuesday June 13 
Wednesday June 14 

Monday June 12 
Friday35 June 16  

Monday June 12 
Tuesday Jun 13 
Wednesday June 14 

 

4.7 ANALYTIC METHODS 

 The study adopts an integrated approach to qualitative data analysis. By this, I mean 

an approach that continuously integrates within and across the study’s research design and 

methodology, data analysis, and theoretical framework to build an understanding of the 

organic literacy approach LAUNCH. Central to this is engagement in “criticality” to the data 

analysis venture (Ravitch & Carl, 2016, p. 223). Therefore, in the capacity of coeducator 

and researcher I endeavoured to: 

 

 

 

 

 

• Maintain focus on integration of first and second level data analysis (see 
below) to progressively shape data collection; 

• Integrate sources of data to see connections, research inklings, or general 
ideas; 

• Engage with Bernstein’s pedagogic theory in both formative and deductive 
ways to help conceptualise what is happening in the data; 

• Work reflexively and collaboratively with Miss Walton to critically challenge 
interpretations; 

• Use data analysis and data interpretations to make connections between 
research questions, data, methodology, and Bernstein’s pedagogic theory. 

 
  

 Now, I provide insight into first and second level exploration of data analysis. First 

level data analysis involved the analysis of data as soon as they were generated. Broadly 

speaking, by engaging in this formative data analysis my goal was to look across the data to 

 
35 Cogenerative dialoguing took place off-site at a local restaurant. 
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“make sense of the data” (Ravitch & Carl, 2016, p. 219). To explain, after each LAUNCH 

episode I transcribed the four video and audio recordings. I attached jottings in the margins 

to particular chunks of data. These jottings served as my initial fleeting and emergent 

reflections and commentary - a method of discovery. By so doing, this formative analysis 

enabled me to gain insight into what I was learning from the data. It also enabled me to see 

how I might adjust and/or alter LAUNCH in subsequent episodes. First level data analysis 

was a vital part of DBR micro-cycle three. For example, when evaluating and reflecting 

upon video recordings and transcripts, I noticed the first few LAUNCH episodes ended 

abruptly due to a scheduled morning tea break. Young learners did not want to stop; their 

audible sighs told me so. They wanted to continue tinkering, experimenting, recording, 

trying out ideas, and finding solutions. When I mentioned this to Miss Walton, we agreed 

on a re-design around timing. This re-design and re-construction happened because of a 

circling back from Micro-cycle 3 to Micro-cycle 2. Miss Walton and I made timing 

adjustments to allow young learners to have a working morning tea where they could eat 

while carrying on nurturing and growing their idea. By so doing, this permitted realisation 

of learners’ potential despite the “authority” of a scheduled morning tea time (Cuffaro, 1995, 

p. 40). 

 

 As video and audio data were generated and transcripts produced, I continued to read 

and re-read data to understand the overarching Preparatory context and a general sense of 

how LAUNCH episodes were shaping. With multiple readings, I focused on looking at the 

data in accordance with the theoretical framework of the study. To explain, I began working 

deductively by using a “start list of codes” (Ravitch & Carl, 2016, p. 249). These codes 

originated from Bernstein’s theoretical conceptualisation of message systems of curriculum, 

pedagogy, and evaluation (Bernstein, 1996, 2000). For example, I asked myself questions 

such as: With what content are young learners engaging? (Curriculum); Where are young 
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learners working? What resources are they using? (Pedagogy); and How are young learners 

representing their learning? (Evaluation). This approach to data was based on content 

analysis in which the analysis was the complete sentence, as opposed to small bites of words 

and/or phrases (Morais & Neves, 2011). To code chunks of data, I utilised a system of 

attaching different coloured print-based post-it tags to curriculum (red), pedagogy (blue) 

and evaluation (green) codes, as shown in Figure 4.10. Coding was utilised to “assign an 

essence-capturing attribute” to data (Saldana, 2009, p. 3). As I moved between and within 

transcripts assigning coloured post-it tags I engaged in continual “interpretation and 

reflection” (Richards, 2015, p. 112). This act brought my research inkling, and shone a light 

on it, so I could return at later stage to reflect more deeply. The tags were a visual indication 

of strong alignment between first level analysis, theory, and research questions.  

 

nFigure 4.10. 

First Level Analysis  

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
Figure 4.10. First level analyses underpinned by Bernstein’s message systems of curriculum, 
pedagogy, and evaluation. Coloured post-it tags aligned with message systems (curriculum-
red, pedagogy-blue, evaluation-green). Key words and phrases underlined to record early 
thoughts and reflections. On subsequent readings of transcriptions, new thoughts were 
penciled in the margins and additional post-it tags added.  
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Second level data analysis involved grouping together evidence of Bernstein’s 

sociological theories of curriculum, pedagogy, and evaluation. Like first level analysis of 

data, deductive coding allowed me to look for something specific from Bernstein’s 

pedagogic theory (1996, 2000). To explain, using the coloured post-it tags as a visual guide, 

I arranged chunks of data according to a start code, those being curriculum (red), pedagogy 

(blue) and evaluation (green). This process helped me look for all the ways that each code 

could tell me something about the research participants, methodology, theoretical 

framework, and the considerable focus on the organic literacy pedagogical approach 

LAUNCH. It led to affirmation of research questions and methods of data generation. In 

addition, it brought emphasis to chunks of data to analyse more closely, which in turn, helped 

me choose the most suitable young learners to feature as cases to convey literacy practices 

associated with print and digital text production. 

  

 Third level data analysis involved looking within each code of analysis. Each analytic 

code consisted of categories of analysis. Within these categories of analysis were units of 

analysis. Ontologically, analytic codes, analytic categories, and analytic units place an 

emphasis upon social happenings and multiple structures including curriculum decisions, 

educator-learner hierarchies, and pedagogical choices. To grow theoretical descriptions for 

units of analysis, I looked to Bernsteinian researchers who have utilised units of analysis to 

analyse practices at the micro-level of classroom contexts. These researchers included: 

Koustourakis (2013a, 2013b, 2013c); Koustourakis, Zacharos, and Papadimitriou (2014); 

Zacharos, Koustourakis, and Papadimitriou (2013); and Koustourakis and Zacharos (2011).  

 

The theoretical descriptions for units of analysis employed in the study are a 

furthering of Table 3.1 and Table 3.2 presented in Chapter 3. First, founded on Bernstein’s 

message system of curriculum, Table 4.6 presents units of analysis descriptions in relation 
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to content knowledge. Next, from a study of data particular to text production, Table 4.7 

offers units of analysis descriptions founded on Bernstein’s message system of pedagogy. 

Finally, for evaluation of organic literacy pedagogies, Table 4.8 presents units of analysis 

descriptions for evaluative criteria. 

 

 

nTable 4.6.  

Theoretical Descriptions for Curriculum Analysis Units  
 

Code of Analysis: Curriculum 
Category of Analysis: Content Knowledge 

Relative 
Indicator Units of Analysis 

C++ There is very strong insulation of knowledge. The concepts, skills, and 
processes of text production come from FY AC:E. 

C+ 
There is strong insulation of knowledge. The concepts, skills, and 
processes of text production come from FY AC:E and one more FY AC 
learning area. 

C- 
There is weak insulation of knowledge. The concepts, skills, and processes 
of text production come from FY AC:E and multiple FY AC learning 
areas. 

C-- 
There is very weak insulation of knowledge. The concepts, skills, and processes 
of text production come from multiple FY AC learning areas and home and/or 
community knowledge. 

 

Note. C = Classification; Relative indicators of classification strength (very weak C-- ; weak 
C- ; strong C+ ; very strong C++) describe and analyse contents knowledge; FY = 
Foundation Year; AC = Australian Curriculum; AC:E = Australian Curriculum English. 
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nTable 4.7. 

Theoretical Descriptions for Pedagogy Analysis Units  

Code of Analysis: Pedagogy 
Category of Analysis: Hierarchical Relationships 

Relative 
Indicator Units of Analysis 

F++ Interaction is very strongly set. Coeducators choose, decide, and instruct, 
while learners watch, listen, and wait. 

F+ Interaction is strongly set. Coeducators guide, show, and provide, while 
learners mostly watch, listen, and wait. 

F- Interaction is weakly set. Coeducators put forward, ask, and suggest, while 
learners propose, express, and construct. 

F-- Interaction is not set, but within acceptable limits. Coeducators watch, 
listen, and wait, while learners choose, decide, and instruct. 

 
Code of Analysis: Pedagogy 

Category of Analysis: Selection and Sequencing 
Relative 
Indicator Units of Analysis 

F++ Content is very strongly selected and sequenced. Coeducators choose, 
decide, and instruct, while learners watch, listen, and wait. 

F+ Content is strongly selected and sequenced. Coeducators guide, show, and 
provide, while learners mostly watch, listen, and wait. 

F- Content is weakly selected and sequenced. Coeducators put forward, ask, 
and suggest, while learners express, propose, and construct. 

F-- Content is not selected or sequenced. Coeducators watch, listen, and wait, 
while learners choose, decide, and instruct. 

 
Code of Analysis: Pedagogy 
Category of Analysis: Pacing 

Relative 
Indicator Units of Analysis 

F++ Coeducators have very strong control over pace. Knowledge is very 
strongly paced, with strict and set timeframes. 

F+ Coeducators have strong control over pace. Knowledge is strongly paced, 
with adequate timeframes. 

F- Coeducators have weak control over pace. Knowledge is weakly paced, 
with loosely set timeframes. 

F-- Coeducators have very weak control over pace. Knowledge is not paced. 
There are no timeframes, but within acceptable limits. 
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Code of Analysis: Pedagogy 
Category of Analysis: Space 

Relative 
Indicator Units of Analysis 

F++ Text production space is very strongly regulated. Space is dictated and 
determined within a restricted area. Movement is strictly regulated. 

F+ Text production space is strongly regulated. Space is advised and 
advocated within a restricted area. Movement is regulated. 

F- Text production space is weakly regulated. Space is relaxed and casual, 
within a restricted area. Movement is loosely regulated. 

F-- Text production space is not regulated. Space is boundless and not 
restricted by area, but within acceptable limits. Movement is not regulated. 

 
Code of Analysis: Pedagogy 

Category of Analysis: Resources 
Relative 
Indicator Units of Analysis 

F++ Text production resources are very strongly regulated. Resources are 
dictated, and determined. 

F+ Text production resources are strongly regulated. Resource selection is 
advised, and advocated. 

F- Text production resources are weakly regulated. Resource selection is 
open, and optional. 

F-- Text production resources are not regulated. Resource selection is 
unlimited and unbounded, but within acceptable limits. 

 
 
 

Note. F = Framing; Relative indicators of framing strength (very weak F-- ; weak F- ; strong 
F+ ; very strong F++) describe and analyse hierarchical relationships, selection and 
sequencing, space, resources, and pacing; Coeducators = Miss Walton and Mrs Silver 
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nTable 4.8. 

Theoretical Descriptions for Evaluation Analysis Units  

Code of Analysis: Evaluation 
Category of Analysis: Evaluative Criteria 

Relative 
Indicator Units of Analysis 

F++ Text production criteria are pre-determined and not negotiable. They are 
clearly defined.  

F+ Text production criteria are defined and some criteria are negotiable. 
 

F- Text production criteria are softly defined and negotiable.  
 

F-- Text production criteria are not defined. Criteria are negotiable. 
 

 

Note. F = Framing; Relative indicators of framing strength (very weak F-- ; weak F- ; strong 
F+ ; very strong F++) describe and analyse evaluative criteria.   
 

 

 

 

For each data chapter I drew upon analytic tools provided by Bernstein’s (1996, 

2000) theoretical concepts of classification and framing. These concepts helped analyse the 

different structures of the message systems of curriculum, pedagogy, and evaluation 

Specifically, the categories of analysis within these message systems helped understand 

relationships, interactions, and pedagogic practices during the enactment of the organic 

literacy pedagogical approach LAUNCH. In conformity with the analytic coding scheme, 

very strong classification (C++) required Foundation Year (FY) English concepts, skills, and 

processes for text production. Very weak classification (C--) indicated utilisation of multiple 

FY learning areas, and home and/or community knowledge for text production. Relative 

indicators between classificatory extremes incurred codes of strong (C+) or weak (C-). In 

addition, very strong framing (F++) suggested very explicit teaching, whilst very implicit 

teaching was indicative of very weak framing (F--). The codes strong (F+) and weak (F-), 

represented relative indicators between very strong and very weak framing. My study has 

used relative indicators on continuums to help answer the research questions. Table 4.9 

provides a visual idea of my study’s research questions, data set, and analytic work. 
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nTable 4.9. 

Connection between Research Questions, Data Set, Levels of Analysis, and Analytic Tools  
 
 
 
 
 
 
 
 
 
 
 

Research 
Questions 

 
 
 

Data Set First 
Level Analysis 

Second  
Level Analysis 

Third 
Level Analysis 

 
(Curriculum) 
What content 
knowledge is 
included in 

organic literacy 
pedagogies to 
stimulate text 
production for 

young learners? 
 
 

(Pedagogy) 
How are 

organic literacy 
pedagogies, 
framed by 
visible and 
invisible 

pedagogies, 
enacted for 

young learners? 
 
 

(Evaluation) 
Which 

knowledges and 
skills, framed 

by performance 
and competence 

models, are 
evaluated 

during organic 
literacy 

pedagogies for 
young learners?  

 
 
 
 
 
 
 
 
 
 

Audio and 
Video 

Recordings 
 
 
 

Cogenerative 
Dialogues 

 
 
 

Multimodal 
Artefacts 

 
 

Start Codes: 
- Curriculum 
- Pedagogy 
- Evaluation 
(Bernstein’s 
pedagogic 

theory, 1996, 
2000) 

 
 

Content 
Analysis: 

- Sentences  
 
 

Colour- coded 
tags: 

- Curriculum 
- Pedagogy 
- Evaluation 

 
 

Notes in 
margins: initial 

labeling and 
descriptions 

 
Reflexivity: 

Self-awareness 
and reflection 
upon data and 

message 
system 

structures 
 

 
 
 
 
 
 
 
 
 

Grouping of 
sentences 

according to 
start codes: 
- Curriculum 
- Pedagogy 
- Evaluation 

 
 
 

Notes in 
margins: 
emerging 

interpretations 
 
 
 

Reflexivity: 
Self-awareness 
and reflection 
upon data and 

message 
system 

structures 

 
 
 
 

Analysis of 
sentences 

according to 
units of 
analysis: 

- Curriculum 
- Pedagogy 
- Evaluation 

 
 

Relative 
indicators 
assigned: 

- C (--, -, +, 
++) 

- F (--, -, +, 
++) 

 
 

Notes in 
margins: 
emerging 

interpretations 
 
 

Reflexivity: 
Self-awareness 
and reflection 
upon data and 

message 
system 

structures 

 
 

 
Note: Table 4.9 indicates the explicit connection between the three research questions, the 
data set, levels of analysis, and analytic tools. Table 4.8 is read from left to right to reveal 
the data set (see Section 4.5) and three levels of analysis (see Section 4.7). Whilst it was 
practical to name the analytic levels, at times the levels acted in a unified way. In this sense, 
levels of analysis acted together to show connections, which permitted beginning 
theorisations of the organic literacy pedagogical approach LAUNCH.  
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4.8 VALIDITY 

 In qualitative research, the term validity, also referred to as trustworthiness and 

credibility, is concerned with the ways that researchers “affirm that their findings are faithful 

to participants’ experiences” (Ravitch & Carl, 2016, p. 186). Validity speaks to a study’s 

quality and rigour (Creswell, 2014; Ravitch & Carl, 2016). To develop trustworthiness and 

credibility with the school community, I spent an extended amount of time at the research 

site before data generation. I carried out volunteer work in the Preparatory classrooms in 

Term 3 (July, August, September) and Term 4 (October, November, December) of 2016 and 

in Term 1 (March & April) of 2017. During this time, I engaged with young learners, 

educators, specialist educators, parents/guardians, administration staff, and members of 

school leadership. What follows is an overview of how my study dealt with trustworthiness 

and credibility during and after data generation. 

 

 First, to achieve trustworthiness and credibility during the generation of data, I 

utilised thick description (Creswell, 2014). As mentioned earlier in the chapter, thick 

description carefully and explicitly describes a study’s “contextual factors, participants, and 

experiences” (Ravitch & Carl, 2016, p. 201). In the study, I provided thick description that 

went beyond “fact and surface appearances....[it] evoked emotionality and self-feelings” of 

research participants’ actions throughout enactment of the organic pedagogical approach 

LAUNCH (Denzin, 1989, p. 83). My epistemic and ontological position is that thick 

description could help better understand participants’ multiple realities in the real-life 

Preparatory classroom context. Thick descriptions could also contextualise data to assist 

readers of the dissertation to judge the validity of my study’s findings. Thick description 

became thick interpretation through what Wolcott (1994) calls “mulling” (p. 287). This 

included analytic work presented in Table 4.9 to promote the unraveling of meanings from 

the experiences of my study’s research participants. 
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 A data set was a second way of seeking trustworthiness and credibility. Multiple 

sources of data, as outlined in Section 4.5, permitted the continuous and retrospective 

crosschecking of data. Choosing the data set was deliberate and intentional in that data 

methods directly related to the study’s specifics including the aim, research questions, and 

research design and methodology. I also made sure the chosen data methods could speak 

back to Bernstein’s pedagogic theory, specifically the theorisation of knowledge message 

systems of curriculum, pedagogy, and evaluation. In addition, the data set permitted Miss 

Walton’s participation, which led to collaborative thick interpretation of data. For instance, 

planned meeting times in addition to informal moments permitted occasions for Miss Walton 

and me to engage in cogenerative dialoguing about young learners’ production of artefacts, 

and discuss their use for distinguishing and describing pedagogic practices. Trustworthiness 

and credibility, as asserted by Ravitch and Carl (2016), surge “when data and analysis are 

subjected to multiple interpretations” (p. 211). However, I do accept that methods may have 

affected data. As an example, the physical presence of recording equipment may have 

influenced the fourteen Preparatory learners, and their educator Miss Walton, and me to “talk 

more or talk less, or just talk differently” (Edwards & Westgate, 1987, p. 32). In an effort to 

reduce the influence, recording equipment was available to Miss Walton and young learners 

for use before the study. 

 

 Third, to achieve trustworthiness and credibility the study employed reflexivity. A 

reflexive approach asks that researchers acknowledge and make known their selves in 

research (Richard, 2015). Critically engaging with biases, interpretations, and processes are 

central in developing trustworthiness and credibility in a study (Ravitch & Carl, 2016). If 

researchers do not challenge their partialities, the trustworthiness and credibility of the study, 

irrespective of how theoretically robust the research design, might be derailed (Bazeley, 

2013; Creswell, 2014; Ravitch & Carl, 2016; Richards, 2015). Reflexivity is an important 
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continuous action in my study (see Table 4.8) that has an effect on what I identify as my 

positionality. Researcher positionality affects the research process, as Foote and Gau Bartell 

(2011, p. 46) contend: 

 

 

 

 

 

 The positionality that researchers bring to their work, and the personal 
 experiences through which positionality is shaped, may influence what 
 researchers may bring to research encounters, their choice of processes, 
 and their interpretation of outcomes.  
 

 

 

 

 

 

 

 

Hence, it is crucial for the study’s trustworthiness and credibility that I am transparent about 

my philosophical position, so readers of the dissertation know my positioning that is my 

epistemic and ontological beliefs. My candidness allows me to present my interpretations 

and findings in confidence that I have acknowledged, pondered over, and been explicit about 

my positionality and its influence on the study. 

  

 My ontological and epistemological orientations have appeared throughout this 

chapter. Ontologically speaking, to educate is to uncover learners’ inherent tendencies and 

impulses, to help grow them, and in so doing, nurture a meaningful, authentic way of being. 

The relation to springing forth learners’ potential and possibilities resonates with origins of 

the organic pedagogical approach LAUNCH. In other words, LAUNCH allows a particular 

type of being to flourish. The ontological consequence of learners having ownership of their 

potential and possibilities is what Dewar describes as an “authentic disclosure of being” and 

the privileging of possibility over certainty (Dewar, 2016, p. 25). In this sense, learners are 

not restricted in their capacity to authentically discover what it means to be. LAUNCH brings 

forth an image of being, as an individuated being that has become by finding an idea with a 

social, moral, or humanitarian dynamic, giving it attention, nurturing it and growing it. This 

ontologically individuating approach exemplifies an expression of meaning of education. 

Critically approaching validity, according to Ravitch and Carl (2016), entails recognising 
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that the employment of validity strategies “will not generate rigor” (p. 194). As explained 

by Barbour (2001), validity strategies can help develop a rigorous study, however they alone 

to do not guarantee rigor.  

 

4.9 ETHICAL CONSIDERATIONS 

 The Griffith University Code for the Responsible Conduct of Research document 

underpins the ethical considerations for the study. I obtained low risk ethical clearance in 

May 2017 with minor amendments required to consent documents and data collection (see 

Appendix B). The Griffith approval number for the study is Reference Number: 2017/341. 

I acquired full approval from the research site’s Board of Governors with minor 

clarifications sought in relation to alignment of the International Baccalaureate philosophy 

and my approach to organic literacy pedagogy (see Appendix C). I met with the School 

Principal of the research site to discuss my research aims and the research questions I sought 

to answer, as well as to examine the particulars of the parent/guardian consent form. The 

Principal of the school site and the Preparatory educator expressed written consent via email 

(see Appendix D and Appendix E).  

 

 Parents/guardians of young learners in Miss Walton’s Preparatory classroom 

received an information pack, which included a Parent/Guardian Information Sheet (see 

Appendix F) and a Parent/Guardian Consent Form (see Appendix G). The documents drew 

attention to my responsibility to ensure parents/guardians had the information to assist them 

in determining what constituted an informed view. Moreover, I made myself available to 

parents/guardians before school to discuss any concerns and answer any questions. All 

parents/guardians returned signed consent forms to participate in the research study. I sought 

verbal assent from Preparatory learners. I had an ethical responsibility to ensure that young 
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learners had an opportunity to express their views and be heard in matters that affected them. 

With the picture book, What Do You Do with a Problem by Kobi Yamada (2014) I explained 

that I wanted to investigate a problem that bothered me and investigate a way to solve the 

problem. I asked learners if they would like to participate in the investigation. All young 

learners expressed their agreement. Additionally, I provided ongoing and continuous 

opportunities for ethical conversations between myself and the fourteen young learners 

during the collaborative venture LAUNCH. For instance, when I interacted individually or 

with groups of young learners I typically asked questions such as “can I work with you 

now?”, “would you like to share your work?”, “would you like to tell me about your work?”, 

“that’s great, would you like to tell Damien about what you found out?”, “shall we move 

outside/inside?”, and “can I sit here?”. These ethical conversation starters satisfied myself 

that young learners had chances to provide verbal assent on a constant basis throughout my 

study. 

 

4.10 CHAPTER SUMMARY 

 In Chapter 4, I detailed the choice of design-based research (DBR) to explore and 

understand the enactment of the organic literacy pedagogical approach LAUNCH in one 

bounded context. In Section 4.4, I introduced the Preparatory learners, and their educator 

Miss Walton, and provided contextual information about their Preparatory classroom 

context. Then, I made known the qualitative data set (see Section 4.5), the study’s timeline 

(see Section 4.6), and the analytic tools for data analysis (see Section 4.7), namely 

Bernstein’s theoretical concepts of classification and framing. In Section 4.8, I discussed the 

trustworthiness and credibility of my study. To bring a close to the chapter, ethical 

considerations surrounding parental/guardian written consent and learners’ verbal assent 

were provided. 
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CHAPTER FIVE 
How Tall Are Dinosaurs Miss Walton? 
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5.1 CHAPTER INTRODUCTION  

 Chapter 5 is apportioned into two parts, with each part serving a specific purpose. As 

a collective, they present data for the Scotty Case. Data has come from coeducating videos, 

cogenerative dialogues, and artefacts collected within a Preparatory classroom context over 

a four-week timeframe. Chapter 4 has detailed the research design and methodology utilised 

to generate and collect data. Additionally, Chapter 4 has explained how data was organised 

and analysed by employing Bernstein’s analytic tools classification and framing and 

performance and competence models. Part A of Chapter 5, titled Dinosaurs, 

Disappointment, and Delight provides a contextual snapshot of the text production journey 

of a Preparatory learner named Scotty. 36  In Section 5.2, a brief vignette tells of my 

uneasiness with the unknown of Scotty’s idea. Then, I offer contextual background to 

Scotty’s 2016 and 2017 Preparatory experience in Section 5.3. This helps the reader better 

understand Scotty’s at times tempestuous text production journey from finding an idea and 

giving it attention (see Section 5.4), to nurturing it and growing it (see Section 5.5) and to 

celebrating what it became (see Section 5.6). Peppered throughout Dinosaurs, 

Disappointment and Delight, I include photographic exemplars and transcript excerpts of 

Scotty’s text production during the organic pedagogical approach LAUNCH as a means of 

developing trustworthiness and credibility.  

 

 Then, Part B of this chapter titled, A Bernsteinian Analysis of Scotty’s Text 

Production, documents analytic findings related to the study’s research questions within the 

theoretical framework of Bernstein’s sociological theories of curriculum, pedagogy, and 

evaluation (Bernstein, 1996, 2000). Part B utilises the visual vocabulary of red, blue, and 

green to represent Bernstein’s message systems of curriculum, pedagogy, and evaluation. 

 
36 Pseudonym 
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What content knowledges are 
included in organic literacy 
pedagogies to stimulate text 

production for young 
learners? 

Which literacy knowledges 
and skills, framed by 

competence and performance 
models, are evaluated during 
organic literacy pedagogies 

for young learners? 

 
 
 
 
 
 

How are organic literacy 
pedagogies, framed by visible 

and invisible pedagogies, 
enacted for young learners? 

The reason for this is to make clear to the reader alignment between research questions and 

theory. Therefore, with the aim of the study being to explore enactment of the organic 

literacy pedagogical approach LAUNCH to stimulate text production, the research 

questions, framed by Bernstein’s message systems curriculum, pedagogy, and evaluation 

are: 

 

 
 
 

 

 
 

 
 

To answer these research questions, the study employs analytic codes, categories of analysis, 

and units of analysis, which have been determined from Bernstein’s message systems 

curriculum, pedagogy, and evaluation (Bernstein, 1996, 2000).  

 

 

 

 

 

 Now, I present Part A of Chapter Five, titled Dinosaurs, Disappointment, and 

Delight. Part A introduces a Preparatory learner named Scotty and provides a contextual 

description of his text production journey during the organic literacy pedagogical LAUNCH. 
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Part A 
Dinosaurs, Disappointment, 

and Delight 
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5.2 THE RESTLESS SENSATION OF THE UNKNOWN 

 Seriously, you want to do dinosaurs? I did not say it out loud, but I admit I did think 

it. Miss Walton said she thought it too. We felt disappointed. We had hoped that Scotty 

would come up with an idea more interesting than dinosaurs. It did not help when Scotty’s 

classmates had latched onto exploring real-world hiccups. For instance, biting down on 

hardshells of gumballs caused Julius to worry about chipping his tooth, Lonzo was adamant 

the painted yellow lines along the train platform would not keep him from falling onto the 

tracks, and the hungry ibis birds were creating havoc for Russell in the lunchtime eating 

area. “Are you sure, dinosaurs?” I asked. “Yep.” Scotty replied. We had hoped Scotty would 

have latched onto exploring a glitch with a social, moral, or humanitarian dynamic. He had 

done so before. Many times.  

 

 I wrestled with the pathway Scotty has chosen. Should I intervene? Make a gentle 

suggestion? Of course not, I knew that. My image of the child is that young learners are 

intellectually rich, strong in resourcefulness, and full of possibilities and potentials 

(Edwards, Gandini, & Foreman, 2012). Loris Malaguzzi, founder of the Reggio Emilia 

philosophy of education, asks educators to be comfortable with the unknowns of learners’ 

learning pathways. Malaguzzi views classrooms as unpredictable spaces, and therefore 

educators need to be, “open to what takes place and be able to change plans and go with 

what might grow at that very moment” (Rankin, Morrow, & Gandini, 2019, p. 2). Educators 

must provide a place and space for learners to have occasions to be creative directors, 

independent thinkers, inspiring innovators, determined problem-solvers, and purposeful 

learners. Just how to nurture and grow Scotty’s dinosaur idea was unsettling. I grappled with 

the restless sensation of the unknown. Nonetheless, acknowledging Scotty’s right to nurture 

and grow his idea, I followed him along his chosen pathway. And I am so thankful I did. 
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5.3 A PREPARATORY LEARNER NAMED SCOTTY 

 I met Scotty in September 2016, six months before my study. I volunteered in his 

Preparatory classroom in Term 3 and Term 4 of the school year, supporting the 

implementation of Writing Workshop. By way of background, the Writing Workshop, 

developed by Lucy Calkins, Founding Director of the Reading and Writing Project at 

Teachers College in New York, is a structure to the teaching of writing (Calkins, 2003). 

Scotty was chronologically young in comparison to his peers; he had turned five in July, the 

cut-off month for entry into Preparatory. He experienced some speech and language 

difficulties, which affected his academic, social, and emotional growth. Scotty attended 

fortnightly school-based speech therapy. On the Performance Indicators in Primary Schools 

(PIPS) assessment, an Australian Early Years assessment program, the February pretest and 

October posttest comparison revealed some progress in emergent reading, phonics, and 

numeracy. In November Scotty’s instructional and independent reading levels, as 

determined by the PM Benchmark Reading Assessment37, were below the expected exit 

benchmark. At the end of the school year, all individuals agreed that Scotty repeating 

Preparatory would potentially be academically, socially, and emotionally of benefit. At the 

request of Scotty’s parents, he stayed with Miss Walton for the 2017 year.  

 

 In April 2017, I returned to Miss Walton’s Preparatory classroom as a volunteer. 

Again, I supported the running of Writing Workshop. During writing time, I observed 

considerable change in Scotty’s identity as a traditional text producer. To explain, I use the 

term traditional text producer to describe Scotty’s production of paper-based writing. I 

observed camaraderie between Scotty and his text. He seemingly wanted to hunker down 

and enjoy writing as a storyteller, activist, informer, and reporter. Producing text was no 

 
37 A resource to help an educator to explicitly evaluate a learner’s reading levels. 
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longer lingering busywork; it was purposeful. For example, one morning during Writing 

Workshop Scotty proudly asked, “Mrs Brosseuk, can I read my writing?” “Of course,” I 

replied. As Scotty read his text, I noticed the marked development of what Calkins calls an 

“emerging literary voice” (2003, p. 11). Scotty, as a traditional text producer, had progressed 

from squiggles and strings of approximated letters and numbers to initial and final letters, 

finger spaces, and punctuation such as capital letters and full stops. Scotty’s text asked Year 

6 boys to stop taking hats from Preparatory boys at playtime. “It’s not fair,” he told me, 

“they’re bigger.” When I asked for whom the text was written, Scotty knew. “Mr Gleeson 

and his kids,” he said, “Miss Walton is taking me.” And later that day, Miss Walton did. For 

Scotty, the purpose of the text was to spotlight an immoral social problem in his lifeworld. 

He hoped the text would end the problem, and in doing so, satisfy his moral sensibilities.  

 

5.4 FROM THE UNKNOWN TO SPARKS OF WONDER 

 In Section 5.2, I shared a vignette providing a contextual description of my restless 

sensation of not knowing how Scotty might nurture and grow his idea. After two LAUNCH 

episodes, it appeared that the unsettling feeling of the unknown had entered Scotty’s 

thoughts. I heard his audible sighs and witnessed his subtle gestures and expressions. Scotty 

would shrug his shoulders and respond with, “I don’t know.” He blankly bounced from idea 

to idea, hunting, food, dinosaurs, electric surfboards, and back to dinosaurs, hoping to latch 

onto an idea to nurture, love, and grow. Scotty, who had often produced text for social, 

educational, moral, or humanitarian purposes in the past, now sat with a blank page. As 

Lonzo sketched his design for a kid-safe train platform and Russell constructed his prototype 

to keep ibis birds out of the lunchtime eating area, I watched Scotty grapple with the restless 

sensation of the unknown. Photographic exemplars are indicative of Scotty’s uneasiness (see 

Figure 5.1). 
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nFigure 5.1.  

Scotty’s Gestures and Expressions of the Unknown 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 5.1. A series of photographic exemplars capture Scotty’s physical gestures and 
expressions of wrestling with the unknown during Episode 1 of LAUNCH.   

 

 

 

  

 

 

  

 Of significance, the Reggio Emilia educational philosophy views the unknown as 

something positive and, as proclaimed by founder Loris Malaguzzi, it “should be freed of its 

small degree of negativity” (Cagliari et al., 2016, p. 334). For Malaguzzi, when viewed 

positively, the unknown is likely to trigger inquisitiveness, wonder, and amazement. In 

Episode 3 Happening 8, I witnessed a burst of inquisitiveness from Scotty. While browsing 

a non-fiction book about dinosaurs, he questioned the height of a Tyrannosaurus Rex in 

comparison to things in his lifeworld, as evidenced by the question, “Is that big?” This 

disruption to Scotty’s experience of familiarity, awareness, and understanding offered 

potential for sparks of wonder to ignite.  

 

 

 

 

 

Transcript Excerpt: Episode 3 Happening 8 
 Scotty:  You know a Tyrannosaurus Rex grows to 12 metres.  
 Mrs Silver:  I did not know that. 
 Scotty:  He eats meat. 
 Mrs Silver: Does he.  
 Scotty:  Yep, and Brachiosaurus is bigger. 
 Mrs Silver:  How big? 
 Scotty:  30 metres, or 10 metres. {shrugs shoulders} 
 Mrs Silver:  You know a lot about dinosaurs. 
 Scotty:  Yeah. Dad says this one is bigger than my house. 
 Mrs Silver:  And bigger than you. 

 Scotty:  Is that big? 
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  Scotty’s inquisitiveness signalled potential for the creation of new knowledge. 

LAUNCH’s acceptance of the unknown, and hence its potential for new knowledge, is in 

stark contrast to what Malaguzzi refers to as a “prophetic pedagogy” (Cagliari et al., 2016, 

p. 172). In commentary accompanying the showing of The Hundred Languages of Children 

exhibition in Bologna in 1990, Malaguzzi explained that a prophetic pedagogy is built on 

predetermined knowledge. This type of pedagogy “knows everything beforehand, knows 

everything that will happen, does not have one uncertainty, and is absolutely imperturbable” 

(Moss, 2016, p. 173). It teaches young learners that learning is the same, driven by educators’ 

control of pace of knowledge and resources to acquire knowledge. As such, a prophetic 

pedagogy provides few opportunities for addressing learners’ surprising questions and 

flourishing a steady flow of their fresh ideas and suggestions (Edwards, Gandini, & Forman, 

2012; Moss, 2016). Rather bluntly, Malaguzzi asserts that a prophetic pedagogy is a “coarse 

and cowardly thing....and a complete and visible humiliation of children’s ingenuity and 

potential” (Cagliari et al., 2016, p. 422). In the context of my study, a feature of LAUNCH 

is its non-prophetic pedagogical approach. The strength of such an approach, as stated by 

Malaguzzi, comes: 
 

 

 

 

 

....precisely from this fact that every other week, every other fortnight, every 
month, something unexpected, something that surprised us or made us 
marvel...would burst out in a child or in the children. But this was what gave us 
our sense of an unfinished world, a world unknown, and a world we ought to 
know better. (Cagliari et al., 2016, p. 173) 

 
 
 

 

 

 

 

 

When the morning tea bell sounded, I wondered if Scotty might nurture those beginning 

sparks of wonder, pounce on fresh suggestions, and create new knowledge. If he did, I was 

hopeful his strongest impulses would push up and cause an organic outbreak of new, stirring 

ideas. I wondered whether Scotty would care for those ideas and have the confidence to 

share them with us. I sensed that Scotty would. And I was so pleased when he did. 
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5.5 NURTURING AND GROWING AN IDEA  

 According to Malaguzzi, all learners have a sense of their own time. They will 

engage in rich learning when educators acknowledge and appreciate learners’ sense of time 

(Cagliari et al., 2016, p. 412). After considerable time talking and listening, of reading and 

re-reading children’s literature, of offering diverse learning spaces, Scotty asked, “How long 

are little dinosaurs, are some smaller than me?” When I asked Scotty how he might find out, 

he knew. I put forward paper-based and digital-based research resources, and invited Scotty 

to choose. Scotty was not attracted to retrieving paper-based books from the library, nor was 

he keen to peruse the classroom bookshelves for non-fiction books about dinosaurs. Rather, 

Scotty chose to research with an iPad, a mobile touch technology device, as shown in Figure 

5.2. This iPad was one of a class set of 14. The two Preparatory classrooms negotiated use 

of iPads.  

 

nFigure 5.2.  

Digital-based Research 
 

 
 
 
 
 
 
 
 
 
Figure 5.2. Photographic exemplars document Scotty engaging with an iPad to research the 
height of dinosaurs. He was able to navigate the desktop and locate the Safari icon, type in 
the search box, press the search button, and use the forward/backward arrows.  
 
 

 

 

 

After tapping, flicking, scrolling, and swiping Scotty chose to research the length of three 

dinosaurs: a Brachiosaurus; a Nothosaurus; and a Tyrannosaurus Rex. When given a choice 

between paper and digital, Scotty elected to make paper-based research notes, as shown in 

Figure 5.3.  
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nFigure 5.3.  

Print-based Research Jottings 
 

 

 

 

Figure 5.3. Photographic exemplars record Scotty’s paper-based research jottings. Scotty 
worked across two LAUNCH episodes to produce these jottings. He required moments of 
implicit and explicit instruction to locate, select, and organise the research information. 
  
  

 

 

 The New York Best Seller and award-winning children’s book, What To Do With An 

Idea (Yamada, 2014) inspires readers to nurture and grow their ideas into “big things, brave 

thing, smart things, silly things, good things like stories, artwork, journeys, inventions, 

communities, products, and cures.” When I asked Scotty how he might nurture and grow his 

idea concerning the height of dinosaurs in comparison to things in his lifeworld, he was 

unsure. At a nearby group table, Miss Walton worked with Michael on nurturing and 

growing his idea about soccer rules and regulations. The transcript excerpt from Episode 2 

Happening 8 captures this talk. 

 

 

 

 

Transcript Excerpt: Episode 2 Happening 8 
 Miss Walton: What could you do with all of this information?  
   Think creatively.    

 Michael: A book? We could video it too! 
 Miss Walton: Sure, then I could watch the video. 
 Michael: Yeah, we could video people too. We could explain  
   the video. 
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As Scotty listened to Miss Walton and Michael, he suddenly was inspired to educate his 

peers about the height of a Brachiosaurus, a Nothosaurus, and a Tyrannosaurus Rex by 

creating a video, as evident by in the transcript excerpt Episode 2 Happening 9. 

 

 

 

 

 

Transcript Excerpt: Episode 2 Happening 9 
 Scotty:  I could make a video. 
 Mrs Silver:  Great idea, how will you show your friends how long 26 metres  
   is?   

 Scotty:  I’ll use a ruler. 
 
 

 

 

 

Next, Miss Walton asked Scotty to record his thinking. Scotty recorded numbers one to 20 

along the neck of a Brachiosaurus in his LAUNCH book. The numbers represented how 

many metre rulers Scotty believed he would need to show his peers the height of a 

Brachiosaurus. Figure 5.4 reveals Scotty’s plan. 

 

nFigure 5.4. 

Scotty’s Plan  
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 However, after time conversing with Miss Walton, Scotty abandoned his plan 

because “we don’t have enough rulers.” Over LAUNCH Episodes 3 and 4, Scotty proposed 

many multimodal text alternatives, which included creating a life-size art installation of a 

Tyrannosaurus Rex, video and audio recording an educational podcast using the app Show 

Me and producing an informative paper-based non-fiction book. During this time, Miss 

Walton and Scotty talked through paper, digital, and human resources required for his 

multimodal texts. Finally, Scotty settled on using an unmanned aerial aircraft, commonly 

referred to as a drone, to capture a scale representation of a Brachiosaurus, a Nothosaurus, 

and a Tyrannosaurus Rex. The transcript excerpt Episode 6 Happening 8 is illustrative of 

Scotty’s decision making around depicting the height of a Brachiosaurus, a Nothosaurus, 

and a Tyrannosaurus Rex in comparison to himself. 
 

 

 

 

 

 Transcript Excerpt: Episode 6 Happening 8 
 Miss Walton: If we were to measure these distances out, it would be  
   bigger than this classroom. Where might be a space that we 
   could measure out 26 metres in our school? 
 Scotty:  On the oval. 
 Miss Walton: We need to measure out the height of the dinosaur. What  
   might we use? 
 Scotty:  The drone! It could see from the sky! [Jumped out of seat] 
 Miss Walton: Oh, but if we use the drone up in the sky, how will we see  
   how long your dinosaur is? What could we use on the  
   ground that we could see from the sky? 
 Scotty:  Me! And Charles, and Michael. 
 Miss Walton: Will we use just you three boys? 
 Scotty:  No, we could use us! We will need Prep A boys and Prep B  
   boys. And Grade 4 and 5 boys.    

 

 

 

 

 

 

 

In LAUNCH Episodes 5, 6, and 7, Scotty nurtured and grew his chosen idea by 

producing an assortment of multimodal text, as shown in Figure 5.5. Collectively, 

these texts helped Scotty clarify thinking and develop understanding of his idea by 

acting as an event planner: communicating; planning; designing; directing; capturing; 

problem solving; producing; and organising. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 179 

nFigure 5.5.  

Scotty’s Paper-based and Digital Multimodal Text Production 
 

                          
 
 

                                                        Scotty’s Multimodal Text Production 
 
 
 
 

1. A letter to Mr Spoelstra requesting to borrow the  
          School megaphone 

 
2. An email to Mr Popovic requesting his assistance  

          to operate the drone 
 

3. A birds-eye sketch of the proposed organisational  
          layout of his peers and Year 5 Buddies 

 
4. A letter to Year 4 and Year 5 learners requesting  

          their assistance to act as human measuring sticks 
 

5. A final plan of dinosaur names and their heights 
 

6. Labels for dinosaur names 
 

7. A list of participants to thank for their assistance 
 

8. Thank you letters for participants 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 5.5. Scotty’s multimodal text production during LAUNCH Episodes 5, 6, and 7. 
Text production happened individually and/or collaboratively with Miss Walton and/or Mrs 
Silver.  
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5.6 WHAT DID SCOTTY’S IDEA BECOME? 

 Scotty’s text production journey had taken him from the restless sensation of the 

unknown, to a spark of wonder, to the gentle nurturing and growing of an idea, and finally, 

to rich multimodal text. In preparation for the LAUNCH Exhibition Scotty acted as a careful 

curator and sifted, sorted, and selected text to display. On Wednesday, June 15 2017, Scotty 

proudly shared a collection of traditional paper-based text and digital multimodal text with 

the school Principal, other educators and their learners, his peers, and the wider school 

community, as shown in Figure 5.6.  

 

nFigure 5.6.  

Scotty’s Curated Visual Display at the LAUNCH Exhibition  

 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 

 
Figure 5.6. Scotty’s text production included letters and thank you cards, research jottings, 
sketches of layouts, lists of required resources, and photographs taken by the drone of the 
scale representation of a Brachiosaurus, a Nothosaurus, and a Tyrannosaurus Rex. On the 
interactive whiteboard, a recording of drone footage played on loop. Texts were displayed 
in a 3D manner to allow viewers to walk around and engage with Scotty’s texts. 
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 Now, I introduce Part B of Chapter 5 titled, A Bernsteinian Analysis of Scotty’s Text 

Production. Part B documents analytic findings in relation to research questions within the 

theoretical framework of Bernstein’s sociological theories of curriculum, pedagogy, and 

evaluation (Bernstein, 1996, 2000). The research questions, as they relate to Scotty’s 

multimodal text production, provide the organisational structure for this analysis chapter. 

Section 5.7 presents analysis founded on curriculum. Analysis of pedagogy is revealed in 

Section 5.8, and Section 5.9 sets out analysis of evaluation. Within Sections 5.7, 5.8, and 

5.9 are descriptive tables outlining the analytic codes and categories, and descriptions of 

units of analysis for curriculum, pedagogy, and evaluation utilised in analysis findings. 

These tables are re-presented from Chapter 3. The reason for this is to support recall and 

immediate readability for the reader of this dissertation. As in Part A, I include photographic 

exemplars and transcript excerpts to develop trustworthy and credible research. Part B of 

this chapter concludes with a summary of key findings in relation to curriculum, pedagogy, 

and evaluation. 
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Part B 
A Bernsteinian Analysis of Scotty’s 

Text Production 
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What content knowledges are included in organic literacy 
pedagogies to stimulate text production for young learners? 

5.7 CURRICULUM 

 Section 5.7 Part B presents analytic findings of data that constitute Bernstein’s 

message system of curriculum. Qualitative data came from coeducating videos, which 

captured what content knowledge was included in the organic literacy pedagogical approach 

LAUNCH. Unit of analysis descriptions, underpinned by Bernstein’s theoretical concept of 

classification (C), describe and analyse data to answer Research Question 1. As stated in 

Section 5.1 of this chapter, Research Question 1 asks: 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

Content knowledge can be considered as “what counts as valid knowledge” (Bernstein, 

1975a, p. 85). As explained in Chapter 3, the theoretical concept classification analyses the 

relationship between content knowledge by determining “strength of the boundary” 

(Bernstein, 1975a, p. 88). It analyses the extent to which the “content of a given subject is 

insulated from other subjects” (Koustourakis, Zacharos, & Papadimitriou, 2014, p. 85). 

Bernstein describes a change in relationship between contents as “regionalization of 

knowledge” (Bernstein, 1990, p. 156). This involves transforming singular discipline-based 

content, by bringing content knowledge together, and forming larger regionalised disciplines 

(Stavrou, 2009, 2011, 2016; Wolmarans, Luckett, & Case, 2016; Vorster, 2010). The 

findings reveal theoretically and practically a challenge to orientations of discipline-based 

singulars, or in the context of my study, Foundation Year (FY) learning areas of the 

Australian Curriculum (AC). In preparing this dissertation, I could not locate Bernsteinian 

research fixed on regionalising FY content knowledge during organic literacy pedagogies. 

The analytic findings contribute to this gap, emphasising the potential of organic literacy 

pedagogies in the current terrain of discipline-based FY curriculum. 
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 Next, I present Table 5.1, titled Classification Strength of Content Knowledge as an 

analytic overview of classification strength for the analytic category of FY Australian 

Curriculum: English (AC:E) content knowledge. Table 5.1 reveals an orientation toward 

weak classification (C-). In Phase 1 and Phase 2, strength was primarily weak (C-), however, 

there was an upsurge of strength in Phase 3 to strong classification (C+). Overall, this mix 

indicates the presence of AC:E and content knowledge from other learning areas. To aid 

readability, I have added theoretical unit of analysis descriptions after Table 5.1. 
 

 

 

 

 

 

nTable 5.1. 

Classification Strength of FY AC:E Content Knowledge  

Ph
as

e 
  Episode Happening 

Relative Indicators of Classification Strength 
C - - C - C + C + + 

Multiple FY AC Learning Areas                           AC:E 

Fin
din

g a
n 

Ide
a  

1 7  
 1 8  
 2 8  
 3 12  
 

Gi
vin

g i
t A

tte
nt

ion
 

5 1  
 5 3  
 5 6  
 5 7  
 6 4  
 6 6  
 6 8  
 

Nu
rtu

rin
g &

 G
ro

wi
ng

 th
e 

Ide
a  

7 1  
 7 3  
 7 5  
 8 4  
 8 6  
 8 11  
 8 13  
 9 3  
  

 
 

Note: Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during LAUNCH episode; C = classification; Relative 
indicators of strength (very weak C-- ; weak C- ; strong C+ ; very strong C++); FY = 
Foundation Year; AC = Australian Curriculum; AC:E = Australian Curriculum: English. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 185 

Code of Analysis: Curriculum 
Category of Analysis: Content Knowledge 

Relative 
Indicator Units of Analysis 

C++ There is very strong insulation of knowledge. The concepts, skills, and 
processes of text production come from FY AC:E. 

C+ 
There is strong insulation of knowledge. The concepts, skills, and 
processes of text production come from FY AC:E and one more FY AC 
learning area. 

C- There is weak insulation of knowledge. The concepts, skills, and processes 
of text production come from FY AC:E and other FY AC learning areas. 

C-- 
There is very weak insulation of knowledge. The concepts, skills, and processes 
of text production come from multiple FY AC learning areas, and home and/or 
community knowledge. 

 
 

Note. C = Classification; Relative indicators of classification strength (very weak -- ; weak 
- ; strong + ; very strong ++) describe and analyse content knowledge; FY = Foundation 
Year; AC = Australian Curriculum; AC:E = Australian Curriculum: English. 
 
 

 

 

 Now, I present findings in relation to the analytic category of content knowledge. To 

make the organisation of the analytic work clear, findings are organised under sub-headings, 

which align with the three phases of LAUNCH: Phase 1: Finding an Idea; Phase 2: Giving 

it Attention; and Phase 3: Nurturing and Growing the Idea. Findings include reference to 

different structural features of Australia’s national curriculum. By way of background, 

Foundation Year (FY) content knowledge is organised under eight learning areas: English, 

Mathematics, Science, Health and Physical Education, Humanities and Social Sciences, The 

Arts, Technologies, and Languages (ACARA, 2019a). Within these FY learning areas, the 

largest structural element for content is termed a strand. Typically, strands are broken up 

into sub-strands (ACARA, 2019a). To explain what is to be taught in each of the FY eight 

learning areas, the Australian Curriculum makes use of content descriptions. Content 

descriptions comprise explicit specification of the set FY content knowledge, 

understandings, processes, and skills to be achieved (ACARA, 2019a). For easy orientation, 

a short-cut code accompanies each content description. Both analysis chapters refer to codes 

for different FY learning areas (ACARA, 2019a). In Appendix I, I include a list of codes 

and their expanded description to help the reader of this dissertation understand FY content.  



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 186 

 Phase 1: Finding an Idea 

 A study of data from Phase 1: Finding an Idea reveals a dominance of weak 

classification (see Table 5.1). The reason for this is the analytic positioning of relative 

indicators, predominately at the weak point (C-) of the continuum. In the context of the 

study, weak classification signifies use of content knowledge, specifically the knowledge, 

skills, and processes for text production, from multiple AC learning areas. The theorisation 

is that there was diminished insulation between FY content knowledge because of weak or 

“blurred” boundaries (Bernstein, 1975a, p. 88). The weakened boundaries made fields of 

content knowledge less distinct from one another. As a result, there was lack of subject 

loyalty toward a particular field of knowledge, which permitted Scotty to make use of 

combined or integrated content knowledge as he produced text (Bernstein, 1975a, 1996, 

2000). Now, I provide specific examples in support of weak classification. 

 
 

 In Phase 1, weak classification (C-) showed unified FY content knowledge. The 

relative indicator C- was utilised when Scotty employed content knowledge from multiple 

learning areas to produce text. In Episode 1 Happening 7 and Happening 8, Scotty displayed 

evidence of making use of integrated content knowledge. To explain, when Scotty toyed 

with the idea of creating an electric surfboard, he called into play content knowledge from 

many FY learning areas: English (ACELA1786); Science (ACSSU005); The Arts 

(ACAVAM108); and Technologies (ACTDEP006) (ACARA, 2019a) (see Appendix I). The 

relative indicator C- was utilised to indicate Scotty’s integration of FY content knowledge 

to produce text. The theorisation was that Scotty had apparent control to draw upon the 

breadth of FY content knowledge. Coeducators’ philosophical view that Scotty was 

intellectually rich, highly capable, strong in resourcefulness, and full of possibilities and 

potentials most likely permitted voyaging of content (Edwards, Gandini, & Foreman, 1998). 

To make the theorisation apparent, it is useful to present the transcript excerpts of Episode 
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1 Happening 7 and Episode 1 Happening 8. Additionally, I also include photographic 

evidence of Scotty’s encounter with multiple FY content knowledge (see Figure 5.7).  

 

 

 

 

 

 

Transcript Excerpt: Episode 1 Happening 7 
 Miss Walton: Tell me about your idea. 
 Scotty:  It’s an electric surfboard and it’s in the electric sea. 
 Miss Walton: So, you are thinking about an electric  
   surfboard? In an electric sea. How fascinating. 
 Scotty:  Yeah. 
 

 

 

Transcript Excerpt: Episode 1 Happening 8 
        Miss Walton: If it’s an electric surfboard how will you make it work?   
                       You can’t plug it into a power point because the ocean   

         doesn’t have any power points. How will you make it go? 
             Scotty:              I can put a cover on it.....like on a boat. 
             Miss Walton:  Do you mean you would make some sort of motor? 
             Scotty:   Yeah. 

 

 

 

 

nFigure 5.7.  

Scotty’s Beginning Idea: An Electric Surfboard 
 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 5.7. Scotty’s production of text depicting an electric surfboard created in Episode 1 
of LAUNCH. As Scotty produced text, he encountered content knowledge from multiple FY 
learning areas: English, Science, The Arts, and Technologies. 
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 In Episode 2, weak classification continued as Scotty drew from content knowledge 

from multiple FY learning areas. Stavrou (2016) uses the term “pluridisciplinarity” to 

describe unification of content knowledge across learning areas (p. 20). However, in Episode 

3 there was weakening of classificatory strength from weak (C-) to very weak (C--) (see 

Table 5.1). Very weak classification (C--) indicated integration of FY content knowledge, 

as well as knowledge other than formal AC knowledge. In other words, in Episode 3 Scotty 

drew on formal AC knowledge and everyday knowledge. Resultantly, a new type of 

knowledge plurality was developed, which united knowledge isolated from its earliest place 

of origin, and regrouped and relaunched within the LAUNCH happening. By way of 

background, I use the term formal knowledge in the same vein as Bernstein uses the language 

of “official educational knowledge” (Bernstein, 2000, p. 65). In my study, official 

educational knowledge refers to knowledge mandated by ACARA. On the other hand, 

Bernstein explains everyday knowledge as “commonsense knowledge” developed from 

home and community contexts (Bernstein, 2000, p. 157). Both manners of knowledge, 

according to Bernstein, are “oral, local, and context dependent” (2000, p. 157).  

 

 In Episode 3 Happening 12 (see Transcript Excerpt below), Scotty recruited formal 

school knowledge as well as everyday knowledge to produce text. This action represents a 

shift in classificatory strength (see Table 5.1). To give details, Scotty utilised everyday 

knowledge of digital technologies, developed seemingly through spoken language with his 

Mother at home. At this point, it is vital to concede that there is blurriness in identifying 

Scotty’s Mother as the source of knowledge; it may have been a learner or different adult in 

Scotty’s home and/or community. Scotty acquired knowledge, skills, and processes 

associated with capturing an image using an iPad. It can be theorised that everyday 

knowledge and formal knowledge enabled Scotty to undertake digital research. In doing so, 

he met knowledge from FY learning areas of English (ACELA1429, ACELA1430); 
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Mathematics (ACMMG006); and Technologies (ACTDIK001) (ACARA, 2019a) (see 

Appendix I). Knowledge plurality represents the multimodal nature of literacy through text 

production (Bernstein, 2000; Stavrou, 2010, 2016; Wolmarans, Luckett, & Case, 2016).  
 

 

 

 

 

 

Transcript Excerpt: Episode 3 Happening 12 
 Miss Walton:  What do you need the library for? 
 Scotty:  Dinosaurs. 
 Miss Walton:  OK 
 Scotty:  I can take the iPad. 
 Miss Walton: Will you need an iPad...for videoing or taking photos? 
 Scotty:  Ummmm. Yes, for photos. I take photos all the time at  
   home. Mum lets me. 
 Miss Walton: What will you take photos of? 
 Scotty:  When I go to library, I can take photos of dinosaurs that  
   show me long necks. How long they are.  
            Miss Walton: OK, sure thing. 
 
  

 

 

 The data from Episodes 1, 2, and 3 signalled the beginning trajectory of Scotty’s 

knowledge “pluridisciplinarity” on the production elements of text (Stavrou, 2016, p. 20). 

Happenings within episodes analytically represent points in Scotty’s regionalising content 

knowledge (Bernstein, 2000). This theorisation aligns with Wolmarans, Luckett, and Case’s 

(2016) investigation of knowledge progression. They argue that knowledge is more so a 

“process” (p. 100) evident as “points in a curriculum sequence” (p. 90), as opposed to a 

solitary body. As content boundaries weaken, knowledge plurality intensifies and results in 

the regionalisation of forms of knowledge, those being, formal and everyday. Bernstein’s 

notion of regionalising knowledge is mobilised here to describe this movement or 

“transformation” (Stavrou, 2011, p. 144). In agreement with Stavrou (2016), Exley and 

Willis (2016) note that regionalising knowledge is not only achieved through weakened 

classificatory boundary strength, but also by the ideas, perceptions, and actions of others. As 

an example of the latter point, in Episode 3 Happening 12, Miss Walton’s response “OK, 

sure thing” conveys Miss Walton’s position that Scotty is a competent and capable learner, 

which permitted Scotty’s regionalising knowledge. 
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 Phase 2: Giving it Attention 

 Akin to Phase 1, a study of data from Table 5.1, Phase 2: Giving it Attention shows 

command of weak value of classification (C-). The relative indicators reveal classification 

as weak across Episode 5 Happenings 1, 3, 6, and 7, and Episode 6 Happenings 4, 6, and 8. 

Like Phase 1, the weak classificatory value of Phase 2 was indicative of Scotty meeting 

content knowledge from multiple FY learning areas. His integrated work was symptomatic 

of weak content boundaries, which permitted singular knowledge to transform into regions 

of knowledge. By way of explanation, in Episode 5 Happening 3 (see Transcript Excerpt 

below), when Miss Walton asked, “Do you think he was a small dinosaur?” there was no 

demand for singular knowledge. Instead, Scotty called into play formal knowledge and 

everyday knowledge. Scotty drew upon formal school knowledge, or official educational 

knowledge, associated with FY learning areas: English (ACELA1429, ACELA1437); 

Mathematics (ACMMG006); and Science (ACSSU005) (ACARA, 2019a) (see Appendix 

I). With respect to everyday knowledge, Scotty seemingly recruited understandings 

developed through ordinary talk with his Dad at home. Therefore, it can be theorised that 

Scotty’s regionalisation of knowledge as he produced text was “responsive to, and more 

dependent upon” his knowledge requirements at a specific time (Bernstein, 2000, p. 52).  
 

 

 

 

 

 

Transcript Excerpt: Episode 5 Happening 3 
Miss Walton: So this is a com–com–so–gantius, and he is 1.4 metres. 
Scotty:  Is he small? 
Miss Walton: Well, do you remember we had that metre ruler? 
Scotty:  Yeah. {Nods} I can get it. 
Miss Walton: OK, can you grab that for me? So, from there to there is  
   one metre. This dinosaur was 1.4 metres, so he came to  
   about here. Do you think he was a small dinosaur?  
Scotty:  Yep. I bet he must be quick. Quicker than a T-Rex.  
Miss Walton: Why? 
Scotty:  ‘Cause he’s small and a T-Rex is big. Like me, I’m faster  
   than Dad. 
Miss Walton: What about a plane, that’s bigger and faster. 
Scotty:  Yeah, but that has an engine....a motor. 
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 After Episode 5 Happening 3, classification strengthens from very weak (C--) to 

weak (C-), as revealed in Table 5.1. This was a result of the presence of knowledge plurality, 

but absence of everyday knowledge. Openness to assorted knowledge, as suggested by 

Bautier (2016), permits “new cognitive possibilities [and] elaborations and re-elaborations 

of knowledge”. Bernstein (1975a) cautions that access to new knowledge can be problematic 

when educators express “subject loyalty” to singular knowledge (p. 95). Subject loyalty, 

with its specialised language, processes, and skills, represents staunchness to singular 

knowledge (Bernstein, 1975a, 2000). Knowledge here, according to Lim (2016) takes on an 

inward character, and as stated by Bernstein (2000), becomes “strong autonomous, self-

sealing and narcissistic” (p. 55). This staves off potential for regionalising knowledge to 

produce text across a range of modes such as image, movement, and speech (Kress & Jewitt, 

2003). In light of this, Lim (2016) asks how, if at all, do learners develop new knowledge in 

the absence of chances to encounter new knowledge. To illustrate, in Episode 6 Happening 

4 when coeducator and researcher Mrs Silver asked, “Would you like to search for more 

dinosaurs?” subject loyalty was not at the fore of Miss Walton’s actions. By permitting 

Scotty to digitally research, he chanced upon new forms of knowledge associated with FY 

learning areas: English (ACELA1429, ACELA1437); Technologies (ACTDIK001); and 

Mathematics (ACMNA002) (ACARA, 2019a) (see Appendix I). In addition, this established 

the multimodal quality of literacy via words, image, and sound. Production of new 

knowledge is legitimised, which has positive knock-on effects for future multimodal text 

production experiences (Ivinson, 2011). 
 

   

Transcript Excerpt: Episode 6 Happening 4 
 Mrs Silver: Would you like to search for more dinosaurs? 
 Scotty:  Yes, I want to look for a water dinosaur. 
 Mrs Silver: OK, let’s search for a water dinosaur. This is a type of dinosaur.  
   It’s called a Nothosaurus, and he grew up to 4 metres long.  
   This one is a Plesiosaurus and he grew up to  15 metres. Browse  
   through and choose which dinosaur you would like. 
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 Phase 3: Nurturing and Growing the Idea 

 

 Studying the data presented in Table 5.1, Phase 3: Nurturing and Growing the Idea, 

shows an upsurge in the overall strength of classification from weak in Phase 1 and Phase 2, 

to strong (C+) or very strong (C++) in Phase 3. Therefore, strong (C+) and very strong (C++) 

classificatory values indicate misalignment with the previous phases. In theoretical terms, 

where classification is strong Bernstein contends “contents are well insulated from each 

other by strong boundaries” (Bernstein, 1975a, p. 88). Strong boundaries make particular 

knowledge distinguishable from other knowledge (Koustourakis, Zacharos, & 

Papadimitriou, 2014). A strong classificatory value of strength suggests a strict obedience to 

singular knowledge, or in the context of my study, the specialised language, specific skills, 

and processes of FY learning areas. Explicit rules for singulars, according to Ivinson (2011), 

makes it possible for learners to recognise their apparent status with respect to the singular 

knowledge.  

 

 In my study, very strong classification (C++) required solely AC:E content 

knowledge. Thus, the relative indicator C++ was utilised when Scotty drew upon singular 

knowledge from the learning area English to produce text. For example, in Episode 7 

Happening 1 (see Transcript Excerpt below) Scotty encountered English by means of Miss 

Walton’s overt instruction of the Language Strand, specifically, the sub-strand Text 

Structure and Organisation (ACARA, 2019a). As such, Miss Walton explicitly introduced 

Scotty to the text structure and organisation of a letter (ACELA1431) (ACARA, 2019a) (see 

Appendix I). There was subject loyalty to English. Miss Walton made the text structure and 

organisation of a letter visible by utilising specialised vocabulary such as “Dear” and 

“From”. In addition, Miss Walton decided on content, that is, to request Mr Spoelstra’s 

megaphone, which therefore made the purpose of text production apparent to Scotty 

(ACELA1430, ACELA1431) (ACARA, 2019a) (see Appendix I). 
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Transcript Excerpt: Episode 7 Happening 1 
 Miss Walton: What will you letter say? Who is it to? 
 Scotty:  Mr Spoelstra. 
 Miss Walton: OK, so what would it say first?  
 Scotty:  Dear Mr Spoelstra. 
 Miss Walton: Dear Mr Spoelstra please can we borrow the megaphone.  
   And then you can write who it’s from. 
 Scotty:  From Mr Spoelstra. 
 Miss Walton: It’s not from Mr Spoelstra. It’s from you. Yes, from you. 
 

 

 

 

 

 

 

 

 

 In Episode 7 Happening 3 (see Transcript Excerpt below) explicit transmission of 

singular knowledge continued. Akin to Episode 7 Happening 1, the focus was on explicit 

instruction of specialised vocabulary to help Scotty understand that punctuation is a central 

to the text structure and organisation of a letter when asking for something (ACELA1431, 

ACELA1432) (ACARA, 2019a) (see Appendix I). Scotty recognised the particular rules of 

engagement of the singular knowledge (Ivinson, 2011). 
 

 

 

 

 
 
 

Transcript Excerpt: Episode 7 Happening 3 
 Miss Walton: What do we need here? Dear Mr Spoelstra, can we please  
   borrow the megaphone? [Miss Walton rereads Scotty’s  
   writing] We’re asking a question so what do we need? 
 Scotty:  A question mark. [Scotty draws the question mark in  
   the air]  
 Miss Walton: Good, put a question mark. A question mark. It’s a bit   
   tricky. It goes like this.  
 

 

 

 

 

 

 

Then, in Episode 7 Happening 5 the classificatory value weakened from very strong (C++) 

to strong (C+). This was due to Scotty coming across an additional FY learning area, that 

being, Technologies. Using an iPad, Scotty produced a digital image of the letter, and then 

produced a printed hard copy, as shown in Figure 5.8. With the assistance of Miss Walton, 

Scotty hand-delivered the letter to Mr Spoelstra. Figure 5.9 reveals Mr Spoelstra’s reply to 

Scotty’s text. Therefore, in relation to FY knowledge Scotty encountered English 

(ACELA1429, ACELA1430, ACELA1431, ACElA1432) and Technologies (ACTDIK001, 

ACTDIP003) (ACARA, 2019a) (see Appendix I). 
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nFigure 5.8.  

A Letter to Mr Spoelstra 

  

 

 

 

 

 

 

 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 5.8. The letter reads: Dear Mr Spoelstra, Please can we borrow the megaphone? 
From Scotty. 
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nFigure 5.9.  

A Reply from Mr Spoelstra 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

  
  

 

 

 

 
 
 
 

Figure 5.9. The letter reads: Dear Scotty, Thank you for your letter. It was good to hear from 
you. I am happy for you to borrow the megaphone. With best wishes. 
  

 The strength of classification remained strong in Episode 8, across Happenings 4, 6, 

and 11, as Scotty came into contact with knowledge from two FY learning areas: English; 

and Mathematics. Hence, employment of the relative indicator C+ continued, although 

Episode 8 Happening 13 revealed a weakening from strong (C+) to weak (C-). Akin to 

Episode 3 Happening 12, and Episode 5 Happening 3 (see Table 5.1), weakened 

classification was symptomatic of an attempt to disrupt and therefore weaken “authority of 

the separate contents” (Bernstein, 1975a, p. 101). By so doing, Ivinson (2010) suggests there 

is movement towards regionalisation through a valuing of a more integration of knowledge. 

For instance, in Episode 8 Happening 13 (see Transcript Excerpt below) as Scotty grappled 

with the production of dinosaur posters, he met knowledge from FY learning areas: English 

(ACELA1432, ACELA1430); Mathematics (ACMMG006, ACMNA002); and The Arts 

(ACAVAM107, ACAVAM108) (ACARA, 2019a) (see Appendix I). It can be theorised that 

Miss Walton was less intent on expressing subject loyalty to English, specifically the letters 

and their associated sounds and numeric symbols needed to produce text. Rather, Miss 

Walton supported English to work in a cross-curriculum capacity by permitting Scotty a 
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more outward-looking exploration of knowledge around mathematical language of size and 

measurement, and graphic design elements including font style, font colour, spatial 

positioning, and choice of dinosaur image. Ideas for presentation of information flowed, as 

did creativity, as different modes become active agents in Scotty’s production text. 
 

 

 

 

 

Transcript Excerpt: Episode 8 Happening 13 
 Miss Walton: What will these signs be for? 
 Scotty:  Dinosaurs. 
 Miss Walton: What about dinosaurs? 
 Scotty:  How tall. 
 Miss Walton: Yep, so what information will we need to put on here? 
 Scotty:  The big dinosaur. 
 Miss Walton: Am I going to write the words, “The big dinosaur?” 
 Scotty:  No. How tall it is. 
 Miss Walton: Right, so we need to put that on the poster. Are we going to 
   write the label really small? 
 Scotty:  No. 
 Miss Walton: We are going to have to write a nice big, “2 - 5.”   

 

 

 

 

 

 

 

 

 

 Finally, in Episode 9 Happening 3, there was a significant upsurge in strength of 

classification (see Table 5.1). This rise was symptomatic of a shift from what Bernstein 

describes as content openness to content closure (Bernstein, 1975a, p. 101). To explain, 

Scotty experienced predominately multiple content knowledge, or content openness, in 

Phase 1 and Phase 2. By contrast, in Phase 3 Scotty met mainly singular knowledge, or 

content closure, due to explicit instruction around needed knowledge, skills, and processes. 

This signalled a decreasing regionalisation and a strengthening of singular boundaries and 

their narcissistic identities (Bernstein 2000; Vorster, 2011). The term narcissistic is used by 

Bernstein to signal dedication to the virtue of scholarly pursuits of singular knowledge. This 

is evident in the AC Foundation Year’s structure of eight learning areas, that is the organising 

mechanism for framing and classifying knowledge (Ivinson & Duveen, 2005). 

In consequence, there was a reinstatement of authority of separate FY knowledge 

(Bernstein, 2000; Ivinson, 2011; Vorster, 2011). As an example, the relative indicator of 
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C++ was utilised in Episode 9 Happening 3 (see Transcript Excerpt below) due to separation 

of singular English knowledge from other FY learning areas. Akin to Episode 7 Happenings 

1 and 3, Scotty met explicit instruction of the Language Strand, specifically, the sub-strand 

Text Structure and Organisation (ACARA, 2019a). Scotty explicitly met text structure and 

organisation of a thank-you letter (ACELA1430) (ACARA, 2019a) (see Appendix I). Miss 

Walton made visible text structure and organisation using vocabulary such as “To”, “Thank 

you”, and “From” (ACELA1431) (ACARA, 2019a) (see Appendix I). Furthermore, the 

purpose of the text was clear when Miss Walton asked, “What will you say to Mr Spoelstra?” 

Figure 5.10 reveals Scotty’s text. 
 

 

 

 

 

Transcript Excerpt: Episode 9 Happening 3 
 Miss Walton: OK. Scotty you can start To Mr Spoelstra.  
 Scotty:  Miss Walton, what do you write after To Mr Spoelstra? 
 Miss Walton: What will you say to Mr Spoelstra? 
 Scotty:  Thank you. 
 Miss Walton: Good boy. Thank you for what? 
 Scotty:  Thank you for giving me the drone. 
 

 

 

 

 

nFigure 5.10.  

Scotty’s Thank You Letter to Mr Spoelstra 

 

 

 

 
 

 

 

 

 

 

 

Figure 5.10. The letter reads: To Mr Spoelstra Thank you for the drone From Scotty. 
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 Summary of Findings 

 Analysis of Scotty’s text production revealed important findings pertinent to 

answering Research Question 1. Findings exposed three points of significance. The first 

finding was that content knowledge during an organic literacy approach included content 

knowledge plurality from multiple Foundation Year (FY) learning areas of the 

Australian Curriculum (AC). Analysis of transcribed audio-recorded data, together with 

photographic evidence indicated weak insulation between English and other learning areas, 

namely Mathematics, Science, The Arts, and Technologies. Miss Walton’s and/or Mrs 

Silver’s weak and/or very weak control enabled Scotty to unify these learning areas as he 

produced text, as revealed in the Pedagogy section (see Section 5.8). Knowledge was highly 

responsive to, and dependent upon what sorts of knowledge Scotty required at a particular 

moment. Content knowledge plurality from multiple FY learning areas offers much potential 

to “break or weaken existing monopolies”, which in the context of my study are the strongly 

classified eight FY learning areas of the AC (Bernstein, 1975a, p. 97). This challenges 

ACARA’s structural and organisational emphasis upon singulars, or discipline-based FY 

learning areas, and brings to the forefront insights of unifying knowledge to enhance the 

multimodal text experiences brought to the literacy practice of text production. 

 

 The second finding was that an organic literacy approach embodied single content 

knowledge from Foundation Year (FY) English of the Australian Curriculum (AC). In 

Phase 3, analysis of transcripts, along with relevant work samples provided evidence of 

strong insulation of English content. Miss Walton and/or Mrs Silver’s strong and/or very 

strong control restricted Scotty to singulars to produce text, as revealed in the Pedagogy 

section (see Section 5.8). Scotty explicitly met highly specialised English knowledge, skills, 

processes, and specific symbolic representations needed to produce text. As such, there was 
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strengthening of traditional ideas around the literacy practice of text production grounded in 

paper.  

 

 The third finding was that a mixture of formal school knowledge and everyday 

knowledge contributed to organic literacy pedagogies. Scotty utilised different types of 

knowledge dependent upon his need for formal FY knowledge, and everyday knowledge 

acquired through talk with his Mum and Dad at home. Miss Walton’s and/or Mrs Silver’s 

weak and/or very weak control permitted everyday knowledge from home, school, and 

community contexts, as revealed in the Pedagogy section (see Section 5.8). Formal and 

everyday knowledge form an important element of what it means to be literate, and therefore, 

speaks back to traditional definitions of paper-based literacy. 

 

 Hence, to answer Research Question 1, the organic literacy pedagogical approach 

LAUNCH predominately featured multiple FY content knowledge, and when required, 

moments of singular FY content knowledge. It also encompassed formal and everyday 

knowledge.  

 

 Now, I present, analyse, and discuss the findings that have emerged relating to 

Bernstein’s message system of Pedagogy in relation to the Scotty case. 
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5.8 PEDAGOGY  

 Pedagogy, the next portion of Part B, reports on analysis of Bernstein’s message 

system of pedagogy in relation to Scotty’s text production. Data from coeducating videos 

collected in a Preparatory classroom over a four-week timeframe captured the pedagogical 

relationship between Miss Walton and/or Mrs Silver, and Scotty during the enactment of 

LAUNCH. The pedagogical relationship is analysed in terms of the theoretical framework 

outlined in Chapter 3. Unit of analysis descriptions, underpinned by Bernstein’s theoretical 

concept of framing (F), describe and analyse data to answer Research Question 2. As stated 

in Section 5.1 of this chapter, Research Question 2 asks: 
 

 

 

 

 
 

 

 

 

 

For Bernstein, pedagogy “defines what counts as a valid transmission of knowledge” 

(Bernstein, 1975a, p. 87). The theoretical concept frame determines the “strength of the 

boundary between what may be transmitted and what may not be transmitted” in the 

pedagogical relationship (Bernstein, 1975a, p. 88). Put another way, framing is about who 

controls what (Bernstein, 1975a, 1996, 2000; Koustourakis, 2013a, 2013b, 2103c; Tapp, 

2015; Wheelahan, 2011). Where framing is strong, a visible pedagogic practice is evident. 

In my study, strong (F+) and very strong (F++) framing indicators are utilised when Miss 

Walton and/or Mrs Silver harness explicit teaching. Conversely, an invisible pedagogic 

practice is apparent when framing is weak. Implicit teaching is representative of weak (F-) 

and very weak (F--) framing indicators. Therefore, my study analytically distinguishes 

between Bernstein’s visible and invisible pedagogic practices by the strength of frame over 

“knowledge transmitted and received in a pedagogical relationship” (Bernstein, 1975a, p. 

89).  

   
 
 

How are organic literacy pedagogies, framed by visible 
and invisible pedagogies, enacted for young learners? 
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 Pedagogy analytic findings are organised under sub-headings, which align with the 

LAUNCH phases. This organisational structure supports consistency of this dissertation. 

Episodes 1, 2, 3, and 4 make up Phase 1, while Phase 2 includes Episodes 5 and 6. The final 

phase of LAUNCH is comprised of Episodes 7, 8, and 9.  

 

 To examine the strength of the pedagogical relationship between Miss Walton and/or 

Mrs Silver and Scotty, my study utilised five categories of analysis. The five analytic 

categories include: Hierarchical Relationship; Selection and Sequencing; Pacing; Space; and 

Resources. The rationale for these categories is their suitability in relation to the theoretical 

framework of my study, as presented in Chapter 3. Additionally, analytic work in 

contemporary Bernsteinian literature employs some or all of these categories in an 

educational context (Doyle, 2011; Exley, Kervin, & Mantei, 2016; Exley & Richard-Bossez, 

2013; Ingram, 2016; Ivinson, 2006; Ivinson & Duveen, 2005; Kervin, Turbill, & Harden-

Thew, 2017; Koustourakis, 2013a, 2013b, 2013c; Koustourakis, Zacharos, & Papadimitriou, 

2014; Sanders-Smith, 2015; Tapp, 2015; Willis & Exley, 2016).  
 

 

 

 

 

 

 Presented in forthcoming tables are contemporary representations of relative 

indicators on continuums of strength of frame, pertinent to each category of analysis. Table 

5.2 (Hierarchical Relationships), Table 5.3 (Selection and Sequencing), Table 5.4 (Pacing), 

Table 5.5 (Space), and Table 5.6 (Resources) provide an analytic summary of pedagogical 

points of interest across the three phases of LAUNCH. Empirical Early Years classroom-

based research by Koustourakis (2013a, 2013b, 2013c), Koustourakis, Zacharos, and 

Papadimitriou (2014) and Zacharos, Koustourakis, and Papadimitriou (2013) underpins 

descriptions of relative indicators used to analyse the pedagogical relationship between Miss 

Walton and/or Mrs Silver, and Scotty. To aid readability of the tables, theoretical 

descriptions of the analytic categories follow continuums. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 202 

nTable 5.2. 

Framing Strength of Hierarchical Relationships  
Ph

as
e  

Episode Happening 

Relative Indicators of Framing Strength 
F - - F - F + F + + 

Hierarchical Relationships 

Fin
din

g a
n 

Ide
a 

1 7  
 2 8  
 

3 12  
 

Gi
vin

g i
t A

tte
nt

ion
 

5 1  
 5 3  
 

5 6  
 

5 7  
 

6 4  
 

6 6  
 

6 8  
 

Nu
rtu

rin
g &

 G
ro

wi
ng

   t
he

 
Ide

a  

7 1  
 7 3  
 

8 4  
 

8 6  
 

8 11  
 

8 13  
 

9 3  
  

Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 
 
 
 
 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Hierarchical Relationships 

Relative 
Indicator Units of Analysis 

F++ Interaction is very strongly set. Coeducators choose, decide, and instruct, 
while learners watch, listen, and wait. 

F+ Interaction is strongly set. Coeducators guide, show, and provide, while 
learners mostly watch, listen, and wait. 

F- Interaction is weakly set. Coeducators put forward, ask, and suggest, while 
learners propose, express, and construct. 

F-- Interaction is not set, but within acceptable limits. Coeducators watch, 
listen, and wait, while learners choose, decide, and instruct. 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
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nTable 5.3. 

Framing Strength of Selection and Sequencing  
Ph

as
e  

Episode Happening 

Relative Indicators of Framing Strength 
F - - F - F + F + + 

Selection and Sequencing 

Fin
din

g a
n 

Ide
a  

1 7  
 2 8  
 

3 12  
 

Gi
vin

g i
t A

tte
nt

ion
 

5 1  
 5 3  
 

5 6  
 

5 7  
 

6 4  
 

6 6  
 

6 8  
 

Nu
rtu

rin
g &

 G
ro

wi
ng

   t
he

 
Ide

a  

7 1  
 7 3  
 

8 4  
 

8 6  
 

8 11  
 

8 13  
 

9 3  
  

 

Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 

 
 
 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Selection and Sequencing 

Relative 
Indicator Units of Analysis 

F++ Content is very strongly selected and sequenced. Coeducators choose, 
decide, and instruct, while learners watch, listen, and wait. 

F+ Content is strongly selected and sequenced. Coeducators guide, show, and 
provide, while learners mostly watch, listen, and wait. 

F- Content is weakly selected and sequenced. Coeducators put forward, ask, 
and suggest, while learners express, propose, and construct. 

F-- Content is not selected/sequenced, but within acceptable limits. Coeducators 
watch, listen, and wait, while learners choose, decide, and instruct. 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
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nTable 5.4. 

Framing Strength of Pacing  
Ph

as
e  

Episode Happening 

Relative Indicators of Framing Strength 
F - - F - F + F + + 

Pacing 

Fin
din

g a
n 

Ide
a 

1 7  
 2 8  
 

3 12  
 

Gi
vin

g i
t A

tte
nt

ion
 

5 1  
5 3  

 
5 6  

 
5 7  

 
6 4  

 
6 6  

 
6 8  

 

Nu
rtu

rin
g &

 G
ro

wi
ng

 th
e I

de
a  7 1  

 7 3  
 

8 4  
 

8 6  
 

8 11  
 

8 13  
 

9 3  
  

 

Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 
 
 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Pacing 

Relative 
Indicator Units of Analysis 

F++ Coeducators have very strong control over pace. Text production 
knowledge is very strongly paced, with strict and set timeframes. 

F+ Coeducators have strong control over pace. Text production knowledge is 
strongly paced, with adequate timeframes. 

F- Coeducators have weak control over pace. Text production knowledge is 
weakly paced, with loosely set timeframes. 

F-- Coeducators have very weak control over pace. Text production knowledge 
is not paced. There are no timeframes, but within acceptable limits. 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
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nTable 5.5. 

Framing Strength of Space  
Ph

as
e  

Episode Happening 

Relative Indicators of Framing Strength 
F - - F - F + F + + 

Space 

Fin
din

g a
n 

Ide
a 

1 7  
 2 8  
 

3 12  
 

Gi
vin

g i
t A

tte
nt

ion
 

5 1  
 5 3  
 

5 6  
 

5 7  
 

6 4  
 

6 6  
 

6 8  
 

Nu
rtu

rin
g &

 G
ro

wi
ng

 th
e I

de
a 7 1  

 7 3  
 

8 4  
 

8 6  
 

8 11  
 

8 13  
 

9 3  
  

 

Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Space 

Relative 
Indicator Units of Analysis 

F++ Text production space is very strongly regulated. Space is dictated and 
determined. Movement is strictly regulated. 

F+ Text production space is strongly regulated. Space is advised and 
advocated. Movement is regulated. 

F- Text production space is weakly regulated. Space is relaxed and casual. 
Movement is loosely regulated. 

F-- Text production space is not regulated, but within acceptable limits. 
Movement is not regulated. 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
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nTable 5.6. 

Framing Strength of Resources  
Ph

as
e 

Episode Happening 

Relative Indicators of Framing Strength 

F - - F - F + F + + 

Resources 

Fin
din

g a
n 

Ide
a 

1 7  
 2 8  
 

3 12  
 

Gi
vin

g i
t A

tte
nt

ion
 

5 1  
 5 3  
 

5 6  
 

5 7  
 

6 4  
 

6 6  
 

6 8  
 

Nu
rtu

rin
g &

 G
ro

wi
ng

 th
e I

de
a  7 1  

 7 3  
 

8 4  
 

8 6  
 

8 11  
 

8 13  
 

9 3  
  

Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 

 
 

Code of Analysis: Pedagogy 
Category of Analysis: Resources 

Relative 
Indicator Units of Analysis 

F++ Text production resources are very strongly regulated. Resources are 
dictated, and determined. 

F+ Text production resources are strongly regulated. Resource selection is 
advised, and advocated. 

F- Text production resources are weakly regulated. Resource selection is 
open, and optional. 

F-- Text production resources are not regulated. Resource selection is 
unlimited and unbounded. 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
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 Phase 1: Finding an Idea 

 A study of data pertinent to Phase 1 reveals an overall weak strength of frame across 

five categories of analysis: Hierarchical Relationships; Selection and Sequencing; Pacing; 

Space; and Resources. In other words, the relative indicators are predominately at the weak 

point of the continuum (see Table 5.2, Table 5.3, Table 5.4, Table 5.5, & Table 5.6). This 

shows that Miss Walton and/or Mrs Silver had implicit control of pedagogical relations, 

while Scotty’s apparent control was more explicit. Theoretically, weak framing is 

symptomatic of pedagogic practice, which focuses upon the acquirer and permits control for 

the acquirer to influence production of texts (Bernstein, 1975a, 1996, 2000). On the contrary, 

strong framing enables the transmitter to control pedagogy, and therefore restricts and 

regulates the acquirer’s control. In theoretical terms, generally speaking, across five analytic 

categories in Phase 1, Miss Walton and/or Mrs Silver implicitly controlled teaching, which 

provided Scotty with chances to take outward apparent control of text production. The 

theorisation is that weak framing indicated implicit pedagogic practice, which is 

characteristic of what Bernstein calls an invisible pedagogy (Bernstein, 1975b, 1977, 2000). 

 

 Before a detailed chronicle on findings of the five categories of analysis, worthy of 

mention is the pedagogical relationship between Miss Walton and Mrs Silver and their 

learners before beginning of LAUNCH. When learners returned from participation in the 

three-mornings-a-week Perceptual Motor Program (PMP), there were conditions for, and 

expectations of, behaviours that were symptomatic of strong hierarchy. As young learners 

moved from outside the classroom to inside, Mrs Silver and Miss Walton decided and 

instructed, while learners listened, followed, and waited. For instance, upon entering the 

classroom learners sat on the carpeted meeting space in a circle formation, or as a whole 

group, as seen in Figure 5.11. Miss Walton and Mrs Silver explicitly controlled behaviours 

of young learners with verbal mandates including “sit with your hands in your lap”, “eyes 
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on me”, and “be still and settled” as well as non-verbal prompts such as pause and wait and 

direct eye contact. Moreover, when young learners wanted to contribute to the conversation, 

they were reminded to “pop up your hand”. If young learners drifted off-topic, Miss Walton 

and Mrs Silver regained control of discussion topic, and redirected them back onto a destined 

pathway. 

 

nFigure 5.11.  

Whole-Class Seating in Meeting Area 1 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 5.11. Photographic exemplars capture whole group seated behaviours led by 
coeducators Miss Walton and Mrs Silver. Hierarchical relations were explicit, exemplified 
by expressed expectations and requirements of behaviours.  
 
 

Seemingly, by responding to Miss Walton’s and Mrs Silver’s requirements for behaviours, 

learners internalised the pedagogical relationship, which was strongly framed and likely, for 

the most part, visible to learners. Despite evidence of strong hierarchical interaction before 

LAUNCH, analytic work of Phase 1 indicated implicit pedagogic practice, or in other words, 

pedagogic practice that was invisible to learners.  
  

 

 

 

 Now, I report on analytic findings related to the five categories of analysis; 

Hierarchical Relationships; Selection and Sequencing; Pacing; Space; and Resources. 
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 A study of Phase 1 data in Table 5.2, titled Framing Strength of Hierarchical 

Relationships, reveals three happenings of weak framing of hierarchical relationships. The 

relative indicators are located at the weak (F-) point of the continuum. In my study, weak 

framing (F-) required weakly set pedagogic interaction. The relative indicator F- was utilised 

when Miss Walton and/or Mrs Silver asked and then waited, while Scotty suggested and 

proposed. To illustrate, when Mrs Silver asked, “Tell me about your idea”, in Episode 1 

Happening 7 (see Transcript Excerpt below), Scotty had outwardly explicit control over 

selection of content knowledge and the shaping of that knowledge to promote ideas to 

flourish. However, for Scotty’s strongest impulses to arise, the participation of Mrs Silver 

was required. Waiting and listening to Scotty’s idea achieved this. Hierarchy was weakly 

set, and Scotty apparently wielded control in the pedagogical relationship. 
 

 

 

 

 

Transcript Excerpt: Episode 1 Happening 7 
 Mrs Silver: Tell me about your idea. 
 Scotty:  It’s an electric surfboard and it’s in the electric sea. 
 Mrs Silver: So, you are thinking about an electric  
   surfboard? In an electric sea. How fascinating. 
 Scotty:  Yeah. 
 

 

 

 

 

 

 

Therefore, the theorisation is that the hierarchal relationship was implicit and, most likely, 

not known to Scotty. This indicates congenial alignment with one of Bernstein’s pedagogic 

practices, that of an invisible pedagogy (Bernstein, 1975b, 1996, 2000).  

 

 Findings in relation to selection and sequencing, the second category of analysis, 

indicate that selection and sequencing of knowledge, like hierarchical relationships, was 

enacted at the strength of weak (F-) framing (see Table 5.3). The relative indicators are 

located at the weak (F-) point of the continuum. A weak frame required the selection and 

sequencing of content knowledge to be weakly set. The relative indicator F- was utilised 

when Miss Walton and/or Mrs Silver invited and asked, while Scotty decided and 
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determined. As an example, weak framing over the selection of kinds of knowledge, and the 

order of knowledge, was evident in Episode 1 Happening 7 (see Transcript Excerpt below). 

In Happening 7, when Mrs Silver said, “Tell me about your idea,” and then waited, the 

selection of content knowledge was implicit. In other words, for Mrs Silver the 

predominance of a single academic emphasis was not a strong factor in Scotty finding an 

idea. In its place, Mrs Silver permitted Scotty apparent explicit control over drawing upon 

the breadth of Foundation Year (FY) learning areas of the Australian Curriculum (AC). Put 

simply, hierarchical relations delegated control of selection of FY content to Scotty. Thus, 

selection of content was implicit, which in theoretical terms, is characteristic of an invisible 

pedagogy (Bernstein, 1975b, 2000). 
 

 

 

 

Transcript Excerpt: Episode 1 Happening 7 
 Mrs Silver:  Tell me about your idea. 
 Scotty:  It’s an electric surfboard and it’s in the electric sea. 
 Mrs Silver: So, you’re thinking about an electric surfboard. In an
   electric sea. How fascinating. 
 Scotty:  Yeah. 
 

 

  

 

 

 

 

 

 In addition to weak framing of hierarchy and selection of content knowledge, so too 

was sequencing. In Episode 1 Happening 8 (see Appendix J) when Mrs Silver asked, “If it’s 

an electric surfboard how will you make it work?” and “How will you make it go?” Scotty 

clarified his idea, explained his reasoning, and determined the sequence of knowledge 

required. In this case, Scotty required knowledge of English (ACELA1437) and Science, 

specifically, how objects move (ACSSU005) (ACARA, 2019a) (see Appendix I). 

 

 

 

 

 From a study of data in Table 5.4, very weak (F--) strength of frame of pacing 

emerges in Episode 1, 2, and 3 of LAUNCH. Very weak framing indicated that pacing was 

absent from acquiring content knowledge. Therefore, the relative indicator F-- signified 

unlimited time available to Scotty to engage with, and understand content knowledge. By 

way of explanation, in Episode 1 Happening 7 the pace of Mrs Silver’s pedagogic practice 
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was relaxed. Interactions were informal conversations, as opposed to strongly paced, explicit 

instruction of content knowledge. Additionally, when Mrs Silver was needed elsewhere, 

Scotty had no sense of when she might return to check evaluative progress, as evidenced by 

Episode 1 Happening 8 statement, “OK, I’ll leave you to think about how you might put a 

motor on a surfboard” (see Transcript Excerpt below). This open-ended timeframe allowed 

Scotty time to engage with, and explore knowledge relevant to creation of his designed 

solution to propel the surfboard. Whilst Mrs Silver was elsewhere, Scotty talked with his 

peers, listened to their feedback, and as required, reworked design features. It was apparent 

that Scotty explicitly controlled pacing of content knowledge. Moreover, Scotty appeared to 

have internalised Mrs Silver’s relaxed pedagogic practice, as he surely moved to work both 

collaboratively and individually on his designed solution. This is far removed from fast-

paced academic work where time for deep thinking and reflection is not possible. Thus, 

pacing of content knowledge was implicit, which in theoretical terms, is characteristic of an 

invisible pedagogy (Bernstein, 1996, 2000). 

 

 

Transcript Excerpt: Episode 1 Happening 8 
            Mrs Silver:    If it’s an electric surfboard how will you make it work?   
                     You can’t plug it into a power point because the ocean   

     doesn’t have any power points. How will you make it go? 
             Scotty:         I can put a cover on it.....like on a boat. 
             Mrs Silver:  Do you mean you would make some sort of motor? 
             Scotty:            Yeah. 
             Mrs Silver:    OK, I’ll leave you to think about how you might put a motor on a  
               surfboard. 
  

  

 

 

 

 Findings in relation to the category of analysis of space revealed two relative 

indicators of strength of frame: weak (F-); and very weak (F--). Hence, the relative indicators 

of framing strength are located at the weak and very weak points of the continuum (see Table 

5.5). A weak frame indicated space was weakly regulated. The relative indicator F- was 

utilised when text production space was relaxed. In Episode 1 Happening 7 and Episode 2 
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Happening 8, unplanned space for text production occurred in the classroom. Scotty had 

apparent freedom to produce text in spaces such as at tables, on beanbags in the class library, 

or on the floor. Phase 1 saw Scotty choose to produce text at different group tables, as shown 

in Figure 5.12. The theorisation is that Miss Walton and/or Mrs Silver were relaxed about 

text production space. Despite space being weakly set, there was a strong hierarchy in 

relation to Scotty’s behaviour when producing text in different spaces. For example, Miss 

Walton and/or Mrs Silver reminded Scotty of “writing posture” and “not to disturb the 

learning of others.”  
 

 

 

 

 

nFigure 5.12. 

Classroom Workspace 

 

 

 

 

 

 
Figure 5.12. A series of photographic exemplars capturing Scotty’s text production 
workspace inside the classroom during Episode 1 and Episode 2 of LAUNCH. 
 

 

  

 

 

 

 

 Episode 3 Happening 12 reveals a weakening of strength of frame from weak (F-) to 

very weak (F--). A very weak frame suggested the non-regulation of space, seemingly borne 

from Scotty’s need to operate within acceptable limits in space beyond the classroom. The 

relative indicator F-- was representative of apparent limitless space for text production. For 

example, in Episode 3 Happening 12 when Scotty announced, “When I go to the library, I 

can take photos of dinosaurs that show me long necks...how long they are,” he made known 

to Miss Walton the classroom no longer met his research needs. He needed non-fiction 

dinosaur books. The theorisation is that Scotty recognised certain limits regarding ways in 
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which the classroom space hindered his text production. Miss Walton met Scotty’s request 

to move beyond the space by stating “OK.” Therefore, as “the author of the practice, and 

even the authority”, Miss Walton delegated control of text production space to Scotty 

because he operated within acceptable limits.  

 

 

Transcript Excerpt: Episode 3 Happening 12 
 Miss Walton: What do you need the library for? 
 Scotty:  Dinosaurs. 
 Miss Walton: OK. 
 Scotty:  I can take the iPad. 
 Miss Walton: Will you need an iPad...for videoing or taking photos? 
 Scotty:  Ummmm. Yes, for photos. I take photos all the time at  
   home. Mum lets me. 
 Miss Walton: What will you take photos of? 
 Scotty:  When I go to library, I can take photos of dinosaurs that   
   show me long necks. How long they are. 
 Miss Walton: OK, sure thing. 
 

 

 

 

 

 

 

   

 In effect of Episode 3 Happening 12, descriptions for the analytic category of Space 

have been revised and recast to extend text production space beyond the classroom, but 

within acceptable limits, as revealed in Table 5.7. Additions are in bold type. 

 

nTable 5.7. 

Revised Theoretical Descriptions for Analytic Category of Space 

Code of Analysis: Pedagogy 
Category of Analysis: Space 

Relative 
Indicator Units of Analysis 

F++ Text production space is very strongly regulated. Space is dictated and 
determined. Movement is strictly regulated. 

F+ Text production space is strongly regulated. Space is advised and 
advocated. Movement is regulated. 

F- Text production space is weakly regulated. Space is relaxed and casual. 
Movement is loosely regulated. 

F-- 
 

Text production space is not regulated. Space is boundless and not 
restricted by area, but within acceptable limits. Movement is not regulated. 
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 Finally, Table 5.6 reveals findings of the enactment of organic literacy pedagogy by 

means of resources, the final category of analysis. Phase 1 shows a single indicator of 

strength of frame, that being, very weak (F--). The relative indicators of framing strength are 

located at the very weak point of the continuum. In my study, very weak strength of frame 

signified non-regulation of text production resources. The relative indicator F-- was given 

when resource selection was unlimited. In Episode 1 Happening 8 when Mrs Silver said, 

“OK, I’ll leave you to think about how you might put a motor on a surfboard,” weak 

hierarchical relations permitted Scotty apparent freedom to explore resources appropriate to 

creating a designed solution for his electric surfboard. He appeared not to be daunted by the 

practicality, nor potential unavailability of resources. Additionally, non-regulation of text 

production resources was evident in Episode 3 Happening 12. Weakly set hierarchy 

permitted Scotty to move beyond the classroom space to interact with increased digitalised 

resources. Scotty’s interactions with digital resources such as iPads are embedded in his 

everyday literacy practices. It can be theorised that weak hierarchy and space, with their link 

to invisible pedagogic practice, contributed to Scotty’s text production resource choices. 

Consequently, descriptions for the analytic category of Resources have been revised and 

recast, as shown in Table 5.8. Additions are in bold type.  

Code of Analysis: Pedagogy 
Category of Analysis: Space 

Relative 
Indicator Units of Analysis 

F++ Text production space is very strongly regulated within the classroom.  
Space is dictated and determined. Movement is strictly regulated. 

F+ Text production space is strongly regulated within the classroom. 
Space is advised and advocated. Movement is regulated. 

F- Text production space is weakly regulated within the classroom. Space 
is relaxed and casual. Movement is loosely regulated. 

F-- 
Text production space is not regulated. Space is boundless and not 
restricted by area. It extends beyond the classroom, but within 
acceptable limits. Movement is not regulated. 
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nTable 5.8. 

Revised Theoretical Descriptions for Analytic Category of Resources 

Code of Analysis: Pedagogy 
Category of Analysis: Resources 

Relative 
Indicator Units of Analysis 

F++ Text production resources are very strongly regulated. Resources are 
dictated and determined. 

F+ Text production resources are strongly regulated. Resource selection is 
advised and advocated. 

F- Text production resources are weakly regulated. Resource selection is open 
and optional. 

F-- Text production resources are not regulated. Resource selection is 
unlimited and unbounded, but within acceptable limits. 

 

 

Code of Analysis: Pedagogy 
Category of Analysis: Resources 

Relative Indicator Units of Analysis 

F++ Text production resources are very strongly regulated within the 
classroom. Resources are dictated and determined. 

F+ Text production resources are strongly regulated within the 
classroom. Resource selection is advised and advocated. 

F- Text production resources are weakly regulated within the 
classroom. Resource selection is open and optional. 

F-- 
Text production resources are not regulated. Resource selection is 
unlimited and unbounded. They extend beyond the classroom, 
but within acceptable limits. 

 
 

 
 
 

 Phase 2: Giving it Attention 

 

 From a study of data from Phase 2, three categories of analysis, being pacing, space, 

and resources, indicate a continued weak framing (see Table 5.4, Table 5.5, & Table 5.6). 

However, categories of analysis for hierarchical relationships and selection and sequencing 

reveal mixed weak and strong pedagogical relations. In other words, there are pedagogical 

moments of implicitness and, at other times, explicitness (Cazden, 2006; Exley, Kervin, & 
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Mantei, 2016; Exley & Richard-Bossez, 2013; Kwek, 2012; Luke, 2008; Luke, Freebody, 

Shun, & Gopinathan, 2005). This represents Scotty’s varying needs at  particular moments 

in time. A pedagogic mix represents a crossing of the pedagogic mid-line. As explained in 

Chapter 3 Section 3.6, I use the phrase crossing the pedagogic mid-line to describe the 

movement between, and within, visible and invisible pedagogies (Bernstein, 1975b, 1996, 

2000).  

 

 In Table 5.2, Phase 2 suggests three relative indicators of hierarchical 

relationships: weak (F-); strong (F+); and very strong (F++). The relative indicators of 

strength of frame are positioned at weak, strong, and very strong points of the continuum. 

Very strong framing (F++) required very strongly set interaction, while weak framing (F-) 

required weakly set interaction between Miss Walton and/or Mrs Silver and Scotty. 

Gradations between these two extremes were coded as strong (F+). The three relative 

indicators of frame suggest Miss Walton and/or Mrs Silver and Scotty had at times implicit 

and at other times, explicit control in the hierarchical relationship evidenced by a crossing 

of the pedagogic midline. For example, in Episode 5 Happening 6 (see Transcript Excerpt 

below), Mrs Silver had explicit control over specialised Mathematics language and 

knowledge, skills, and processes of number and measurement (ACELA1437) (ACMNA002; 

ACMMG010) (ACARA, 2019a) (see Appendix I). As Mrs Silver decided and instructed, 

Scotty outwardly externalised the hierarchical relationship by watching, listening, and 

waiting. 

 

 

Transcript Excerpt: Episode 5 Happening 6 
 Mrs Silver:  OK, twelve. Can you write twelve, a one and a two.  Scotty,  

   can you put a one and a two. Then, we put a small m. M   
   stands for metre. So, remember the ruler we just had. That   
   was one metre. We don’t need to write the whole word, just  
   the m. Twelve metres. And then what we do, and I’ll do the  
   first one for you, we get a line and we draw all the way   
   across. That means twelve metres long. OK, so start up this   
   end. 
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 In Episode 5 Happening 7, there was a crossing of the pedagogic midline due to the 

strength of frame weakening from very strong (F++) to weak (F-). Mrs Silver moved from 

having explicit to implicit control. This provided Scotty apparent control over “what may be 

transmitted and what may not be transmitted” in the pedagogic relationship (Bernstein, 

1975a, p. 88).  
 

 

 

 

 

Transcript Excerpt: Episode 5 Happening 7 
 Mrs Silver:  We’ve got a T-Rex. Did you want a smaller one, or a  
   bigger  one? 
 Scotty:  A smaller one. 
 Mrs Silver: OK, a smaller one. So, let’s have a look and see. So these  
   are the  smallest three. Which one would you like to   
   choose? 
 Scotty:  Which one is the littlest? 
 Mrs Silver: The smallest is that one. Saltopus. Yep, here he is. He is  
   around the size of a small cat. 
 Scotty:  He’s small. OK him. 
 

 

 

 

 

 

 

 

 

Then, Mrs Silver regained explicit control in the hierarchical relationship, indicating a 

crossing back of the pedagogic midline. In Episode 6 Happening 6, she chose to teach visual 

components of the iPad app ShowMe 38  for the purpose of representing information 

(ACTDIK001) (ACTDIK002) (ACARA, 2019a) (see Appendix I). Mrs Silver decided and 

instructed, while Scotty watched, listened, and waited. It is theorised that crossing the 

pedagogic midline signalled a change in instruction method, that being, a change from a 

learner-centered method to an educator-centered method. The relative indicator F++ 

indicated the very strongly set pedagogic relationship between Mrs Silver and Scotty. 

 

 

 

 

 

Transcript Excerpt: Episode 6 Happening 6 
 Mrs Silver:  So what we’re going to have to do is...when we talk about how  
   long something is, to help the viewer understand how long it is  
   we put a nice line like that. That’s how long the dinosaur is. And  
   then we write 25 metres. 
 

 

 

 
38 ShowMe is an interactive iPad app, which permits users to create visual presentations. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 218 

 From a study of data in Table 5.3, Phase 2 reveals three indicators of selection and 

sequencing: weak (F-); strong (F+); and very strong (F++). The explicitness or implicitness 

of control over selection and sequencing of knowledge the strength of frame utilised. Akin 

to a hierarchal relationship, findings of the analytic category of selection and sequencing 

revealed a crisscrossing of the pedagogic mid-line. In other words, Miss Walton and/or Mrs 

Silver had explicit control, while at other times, Scotty had apparent control. The 

crisscrossing between weak (F-) and strong (F+) and very strong (F++) gave rise to an 

indistinct educator/learner pedagogical relationship and a distinct educator/learner 

pedagogical relationship (Doyle, 2011). To illustrate, in Episode 6 Happening 4 Scotty 

exhibited outwardly explicit control over the selection of dinosaur. Having already chosen a 

land-based dinosaur, Scotty decided upon a water-based dinosaur. Weak framing strength 

(F-) represented the apparent explicitness of Scotty’s selection. 

 

 

 

 

 

 

Transcript Excerpt: Episode 6 Happening 4 
 Mrs Walton: Would you like to search for more dinosaurs? 
 Scotty:  Yes, I want to look for a water dinosaur. 
 Mrs Walton: OK, let’s search for a water dinosaur. This is a type of dinosaur.  
   It’s called a Nothosaurus, and he grew up to 4 metres long.  
   This one is a Plesiosaurus and he grew up to  15 metres. Browse  
   through and choose which dinosaur you would like. 
   

 

 Then, in Episode 6 Happening 6, there was an upsurge of strength from weak (F-) to 

very strong (F++) signifying another crossing of the pedagogic mid-line. Unlike the 

implicitness of Episode 6 Happening 4, Mrs Silver explicitly controlled the transmission of 

knowledge and skills of Mathematics (ACMNA002) and English (ACELA1437) (ACARA, 

2019a) (see Appendix I). Scotty appeared to internalise Mrs Silver’s pedagogic role by 

watching, listening, and waiting, whilst she decided and instructed. Then, in Episode 6 

Happening 8, strength weakened from very strong (F++) to weak (F-), which indicated 

Scotty regained apparent control over content selection.  
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 From a study of data from Phase 2, two categories of analysis, those being pacing 

and space, indicate weak framing (see Table 5.4 and Table 5.5). Hence, the relative 

indicators of framing strength are located at the weak points of the continuum. Miss Walton 

and/or Mrs Silver chose a slow pace for enacting LAUNCH. This option indicated that 

during text production, Scotty outwardly had explicit control of the required time to 

approach and understand knowledge. Like pace, Table 5.5 revealed weak strength of frame 

for the operation and instructional use of space. The relative indicator F- was utilised when 

space was relaxed, and utilised more flexibly to suit requirements for text production. 

Although Scotty acted independently and chose spaces in which to produce text, strong 

hierarchical rules applied for the management of those spaces. For example, Miss Walton 

and/or Mrs Silver reminded Scotty to “not disturb the learning of others” when on the bean 

bag and “please tidy your working area.” 

  

 Finally, findings in relation to the category of analysis, that of, resources reveal two 

indicators of strength of frame: weak (F-); and very weak (F--). The relative indicators of 

framing strength are located at the weak and very weak point of the continuum (see Table 

5.6). In Episode 5 Happenings 1, 3, 6, and 7, weak frame of strength signified weak 

regulation of resources. Resource selection was open and optional. To illustrate, in Episode 

5 Happening 1 (see Transcript Excerpt below), Mrs Silver had implicit control of resources 

as signified by the question, “...what do you need to start your research?” Scotty was not 

attracted to using paper-based resources, but rather, to an iPad for digital research.  
 

 

 

 

 

 

Transcript Excerpt: Episode 5 Happening 1 
 Mrs Silver:  So, Scotty what do you need to start your research? 
 Scotty:  Ummm, the iPad. 
 Mrs Silver:  OK, perfect. Who will we ask? 
 Scotty:  Google. 
 Mrs Silver: OK, what will you ask Google? 
 Scotty:  How long is a T-Rex. 
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 Then, in Episode 6 Happening 8 (see Transcript Excerpt below), there was a 

weakening of frame strength from weak (F-) to very weak (F--). Very weak strength of frame 

signified non-regulation of resources, and thus the relative indicator F-- was given. When 

Miss Walton asked, “What might we use?” Scotty did not restrict his choice to classroom-

based resources, as he had done so in previous episodes of LAUNCH. Weak hierarchical 

relations between Miss Walton and/or Mrs Silver and Scotty permitted exploration of 

resources outside the restricted area of the classroom space.  
 

 

 

 

 

Transcript Excerpt: Episode 6 Happening 8 
 Miss Walton: We need to measure out the height of the dinosaur. What  
   might we use? 
 Scotty:  The drone. It could see from the sky. 
 Miss Walton: Oh, but if we use the drone up in the sky, how will we see  
   how long your dinosaur is? What could we use on the  
   ground that we could see from the sky? 
  
 

 Phase 3: Nurturing and Growing the Idea 

 A study of data pertinent to Phase 3 reveals a continuation of mixed weak and strong 

pedagogical relations in the categories of analysis for hierarchical relationships and selection 

and sequencing, as shown in Table 5.2 and Table 5.3. Like Phase 2, the Nurturing and 

Growing the Idea phase is representative of a crisscrossing of the pedagogic midline. This 

signals a pedagogic blend in the relationship between Miss Walton and/or Mrs Silver and 

Scotty. The overall weak strength of frame (F-) across two categories of analysis: Pacing; 

and Space also continued. The relative indicators are predominately at the weak point of the 

continuum (see Table 5.4 and Table 5.5). Miss Walton and/or Mrs Silver mobilised here 

implicit control of pedagogical relations, while Scotty’s control was outwardly explicit. 

Theoretically, weak framing is symptomatic of pedagogic practice, which focuses on the 

acquirer and permits control for the acquirer to influence text production (Bernstein, 1975a; 

1996; 2000).  
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 In Table 5.2 and Table 5.3, Phase 2 shows three relative indicators of hierarchical 

relationships and selection and sequencing: weak (F-); strong (F+); and very strong (F++). 

The relative indicators of strength of frame are positioned at weak, strong, and very strong 

points of the continuum. Comparable to Phase 2, strong (F+) and very strong framing (F++) 

required strongly and very strongly set interaction respectively, while weak framing (F-) 

required weakly set interaction. The relative indicators of framing strength suggest that Miss 

Walton and/or Mrs Silver and Scotty had at times explicit and other times, implicit control 

of hierarchical relations as well as selection and sequencing of content knowledge. This 

combination, according to Morais (1999) reveals “more than one teaching theory”. Of 

particular interest, the magnitude of apparent control in the pedagogic relationship between 

Miss Walton and/or Mrs Silver and Scotty equaled that of selection and sequencing across 

Episodes 7, 8, and 9. 

 

 For example, in Episode 8 Happening 11, Miss Walton asked Scotty about his chosen 

dinosaur (see Transcript Excerpt below). This was represented by the question, “OK is this 

a Tyrannosaurus Rex?” Scotty seemingly externalised the weakly set hierarchical 

relationship by expressing his choice and responding with “Yes” and “Yep.” Then, in 

Happening 13 the frame value sharply strengthens and moves across the pedagogic midline, 

from weak (F-) to very strong (F++). Miss Walton mobilises her very strong hierarchical 

relations with Scotty by deciding and instructing what knowledge will appear on the poster. 

Like Episode 8 Happening 11, Scotty externalises the hierarchy, but in this case, watches, 

listens, and waits.  

 

 

 

 

 

Transcript Excerpt: Episode 8 Happening 11 
 Miss Walton: OK is this a Tyrannosaurus Rex? 
 Scotty:  Yes. {Nods} 
 Miss Walton: OK, so you are going to do a T-Rex. 
 Scotty:  Yep. 
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Transcript Excerpt: Episode 8 Happening 13 
 Miss Walton: What will these signs to for? 
 Scotty:  Dinosaurs. 
 Miss Walton: What about dinosaurs? 
 Scotty:  How tall. 
 Miss Walton: Yep, so what information will we need to put on here? 
 Scotty:  The big dinosaur. 
 Miss Walton: Am I going to write the words, “The big dinosaur?” 
 Scotty:  No. How tall it is. 
 Miss Walton: Right, so we need to put that on the poster. Are we going to 
   write the label really small? 
 Scotty:  No. 
 Miss Walton: We are going to have to write a nice big, “2 - 5.” 
 

 

 

 

 

 

 

 

 

 From a study of data from Phase 2, two categories of analysis, those being, pacing, 

and space, indicate a continued weak framing. As evident in Table 5.4, strength of frame 

remained at weak (F-). In other words, weak framing was indicative of Scotty’s outwardly 

explicit control of pacing of knowledge. Table 5.5 revealed a continuation of weak (F-) 

strength of frame. Miss Walton and/or Mrs Silver retained implicit control over how space 

was utilised by Scotty as he produced text. For example, Scotty acted independently and 

chose to produce his text on the school’s sports ground. Although I did not record audio or 

video during this time, photographic evidence captured the weakening of frame for the 

category of analysis for space from weak (F-) to very weak (F--). Figure 5.13 captures 

Scotty’s text production beyond the classroom, but within acceptable limits. 

 

nFigure 5.13.  

Scotty’s Outdoor Text Production Space 
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 Unlike Phase 2, findings in relation to the category of analysis, that of resources, 

reveal two indicators of strength of frame: strong (F+); and very strong (F++). The relative 

indicators of strength of frame are located at the strong and very strong points of the 

continuum. In Episode 7 Happenings 1 and 3, Episode 8 Happenings 4 and 6, and Episode 

9 Happenings 3, very strong frame signified very strong regulation of resources. In other 

words, Miss Walton and/or Mrs Silver dictated and determined resources for Scotty’s text 

production. Scotty produced text by means of written words, which is in stark contrast to 

multimodal literacy with its “multiplicity of communication channels” (Kalantzis & Cope, 

2000, p. 5). The following string of excerpts shows privileging paper-based resources. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 224 

                  Transcript Excerpt: Episode 8 Happening 6 
 Miss Walton: Brilliant and how long is it? How many metres. 
 Scotty:  Ummm. {Pause} 
 Miss Walton: Where can you find that information? Here? [Miss Walton points to 
   the non-fiction information book.] 
 Scotty:  Yep. 
 Miss Walton:  OK, great. Let’s write 26 metres. Here. [Miss Walton points to  
   Scotty’s notebook.] 
 

 

                   Transcript Excerpt: Episode 8 Happening 11 
 Miss Walton: OK is this a Tyrannosaurus Rex? 
 Scotty:  Yes. {Nods} 
 Miss Walton: OK, so you are going to do a T-Rex. 
 Scotty:  Yep. 
 Miss Walton: Let’s write that here. [Miss Walton points.] Capital T. 
 

 

    Transcript Excerpt: Episode 9 Happening 3 
 Miss Walton: OK. Scotty you can start To Mr Spoelstra.  
 Scotty:  Miss Walton, what do you write after To Mr Spoelstra? 
 Miss Walton: What will you say to Mr Spoelstra? 
 Scotty:  Thank you. 
 Miss Walton: Good boy. Thank you for what? 
 Scotty:  Thank you for giving me the drone. 
 

 

 

 

Of significance, scholars of multimodality argue that it is vital educators act pedagogically 

to allow resources to encourage texts to adopt different forms and purposes and can be 

communicated in different ways (Kalantzis & Cope, 2000; Kress, 2003, 2005. 2010). 

 

 Summary of Findings 

 The analysis of Scotty’s text production journey revealed significant findings about 

the pedagogical relationship between Miss Walton and/or Mrs Silver and Scotty. These 

findings answer Research Question 2. Analytic work revealed two points of significance. 

The first finding was that the organic literacy pedagogical approach LAUNCH included a 

crossing of the pedagogic midline. This signified mixed pedagogical practices, where the 

theoretical logic of both visible and invisible was present. Analysis of transcribed audio-

recorded data, together with photographic evidence indicated Miss Walton and Mrs Silver 
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utilised mainly very weak (F--) and weak (F-) framing, however, there were pedagogic acts 

of explicitness, represented by strong (F+) and very strong (F++) framing. This mixing of 

strong and weak framing, even with an emphasis on weak over strong, allowed for vigorous 

pedagogical endeavors. Furthermore, the first finding supports the theorisation that mixed 

pedagogic practices can exist within ACARA’s emphasis upon singulars, or discipline-

based Foundation (FY) learning areas of the Australian Curriculum (AC).  

  

 The second finding was that the organic literacy pedagogical approach LAUNCH 

permitted technological and non-technological communication channels to bring on 

Scotty’s text production. Pedagogic acts of implicitness and explicitness allowed a 

multiplicity of modes to be used for text production including spoken, written language, or 

visual images, interfaced with oral, visual, and audio patterns of meaning. 

 

 Therefore, to answer Research Question 2, mixed pedagogic practices, which is 

characteristic of what Bernstein (1975b) calls visible and invisible pedagogy, featured in 

the organic literacy pedagogical approach LAUNCH. This aided multiplicity of modes 

for production of text.  

 

 Now, I present, analyse, and discuss the findings that have emerged relating to 

Bernstein’s message system of evaluation in relation to the Scotty case. 
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5.9 EVALUATION  

 Evaluation, the third portion of Part B, reports on the analysis of Bernstein’s 

message system of evaluation. Bernstein defines evaluation as, “what counts as a valid 

realization of knowledge on the part of the taught” (Bernstein, 1975a, p. 85). Bernstein 

(1996, 2000) suggests that evaluation influences teaching and learning and distinguishes the 

educational product. When product criteria are set, particular knowledge stands out as 

important. Therefore, evaluation conveys a powerful message about what is deemed as 

legitimate knowledge. Data from coeducating videos reveal the implicitness and explicitness 

of evaluation. Bernstein’s theoretical concept of framing describes and analyses data to 

answer Research Question 3, which asks: 

 

 

 

 

In my study, analytic findings offer an expanded orientation to evaluation by putting forward 

another stratum to Bernstein’s competence and performance pedagogic models of education. 

In the Bernsteinian literature, one category of analysis is utilised to describe and analyse the 

message system of evaluation, that being, evaluative criteria (Koustourakis, Zacharos, & 

Papadimitriou, 2014). Learners are expected to acquire and apply evaluative criteria 

(Bernstein, 1990). In relation to text production, explicit evaluative criteria are clearly 

defined, and learners understand what is expected to produce text. Without explicit 

evaluative criteria, Bernstein contends, “neither teacher not taught have any means to 

consider the significance of what is learned” (Bernstein, 1975a, p. 108). Conversely, implicit 

evaluative criteria encompass criteria that are implicit to learners (Bernstein, 1975a, 2000). 

In other words, learners are less able to understand what is necessary to text production. 

 
 

Which literacy knowledges and skills, framed by 
competence and performance models, are evaluated 

during organic literacy pedagogies for young learners? 
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Of significance is a potential second category of analysis, namely, evaluative text. 

To explain, I use the term evaluative text to represent whatever text is chosen by Scotty or 

Miss Walton and/or Mrs Silver to be evaluated. The analytic category of evaluative text does 

not exist in the Bernsteinian literature at this point in time. There is potential for evaluative 

text, as an additional category of analysis, to be reflected on, discussed, and empirically 

investigated. So, findings reveal to what relative point Scotty or Miss Walton and/or Mrs 

Silver controlled evaluative text choice, and to what relative point Scotty was “made aware 

how to recognize and realize” evaluative criteria to produce that evaluative text (Bernstein, 

2000, p. 47). An expanded orientation to evaluation offers theoretically a developed 

description of Bernstein’s competence and performance pedagogic models of education and 

adds to theoretical knowledge of Bernstein’s message system of evaluation. 
  

 

 

  

  

 Next, I present a visual overview of strength of frame for analytic categories of 

evaluative text (see Table 5.9) and evaluative criteria (see Table 5.10). Akin to the 

Curriculum and Pedagogy portions of Part B, Phase 1: Finding an Idea comprises Episodes 

1, 2, 3, and 4 of LAUNCH, while Phase 2: Giving it Attention includes Episodes 5 and 6. 

The final phase of LAUNCH, Nurturing and Growing the Idea contains Episodes 7, 8, and 

9. Relative indicators positioned on continuums represent happenings of framing. 

Happenings are underpinned by analysis of coeducating videos through the method of direct 

content analysis, as explained in Chapter 4 Section 4.7. To aid ease of recall, theoretical 

descriptions for relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; very 

strong F++), which describe framing in relation to evaluative text and evaluative criteria, are 

positioned after Tables 5.9 and 5.10. 

 

 A study of Table 5.9 titled Framing Strength of Evaluative Text reveals a dominance 

of very weak framing strength (F--) of evaluative text across the three phases of the organic 

literacy pedagogical approach LAUNCH.  
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nTable 5.9. 

Framing Strength of Evaluative Text 
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 7 3  
 

8 12  
 

9 3  
 

9 7  
  

 
 
 

Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Bernstein’s theoretical 
concept of framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++) describe and analyse framing in relation to evaluative text. 
 
 
 
 
 
 

Code of Analysis: Evaluation 
Category of Analysis: Evaluative Text 

Relative 
Indicator Units of Analysis 

F++ Text structure and layout is pre-determined, and not negotiable. 
 

F+ Text structure and layout is pre-determined, and some structures 
and layouts are negotiable. 

F- Text structure and layout are proposed, and open for discussion. 

F-- Text structure and layout are open, and without restriction, but 
within acceptable limits. 

 

Note. F = Bernstein’s theoretical concept of framing; Relative indicators of framing strength 
(very weak F-- ; weak F- ; strong F+ ; very strong F++). 
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 A study of Table 5.10 titled Framing Strength of Evaluative Criteria shows that 

framing strength for evaluative criteria is very weak (F--) in Phase 1. However, in Phase 2 

and Phase 3 there is an overall upsurge of strength. 

 

 

 

 

 

nTable 5.10. 

Framing Strength of Evaluative Criteria 
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Relative Indicators of Framing Strength 
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Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Bernstein’s theoretical 
concept of framing; Relative indicators of strength (- weak; -- very weak; + strong; very 
strong ++) describe and analyse framing in relation to evaluative criteria. 
 
 
 
 
 
 
 
 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 230 

Code of Analysis: Evaluation 
Category of Analysis: Evaluative Criteria 

Relative 
 Indicator Units of Analysis 

F++ Text production criteria are pre-determined and not negotiable. 
They are clearly defined.  

F+ 
Text production criteria are defined and some criteria are 
negotiable. 
 

F- Text production criteria are softly defined and negotiable.  
 

F-- Text production criteria are not defined, but within acceptable 
limits. Criteria are negotiable.   

 

 Note. F = Bernstein’s theoretical concept of framing; Relative indicators of framing 
strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 
 

 

 

 

 

 

 Now, I present findings in relation to analytic categories of evaluative text and 

evaluative criteria and, in doing so, reveal an expanded orientation to evaluation framed by 

Bernstein’s performance and competence pedagogic models. Like Curriculum, Pedagogy, 

Evaluation findings are organised under sub-headings, which align with the phases of 

LAUNCH. Finally, photographic exemplars and transcript excerpts are included to support 

the analytic findings in relation to Scotty’s orientation to evaluation.  

 

 Phase 1: Finding an Idea 

 A study of data from Phase 1: Finding an Idea reveals authority of very weak framing 

strength of evaluative text (see Table 5.9) and evaluative criteria (see Table 5.10). That is, 

the relative indicators of framing strength are at the very weak point of the continuum (F--). 

Very weak framing of evaluative text indicated that Scotty encountered apparent freedom 

to choose what text he wanted to produce. The relative indicator F-- was utilised when choice 

of text structure, organisation, and layout were open, and without restriction. To illustrate, 

in Episode 1 Happening 7 when Miss Walton said, “tell me about your idea”, Scotty’s 

evaluative text involved sketching his idea - an electric surfboard. This evaluative text 
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revealed what Scotty knew about text structure, or what sort of text structure he had 

previously produced. Thus, it can be theorised that very weak framing of evaluative text was 

evidence of Scotty choosing a text to externalise his capabilities. To make the theorisation 

apparent, it is useful to re-present Figure 5.7, as evidence of Scotty’s evaluative text.  

 

nFigure 5.7.  

Scotty’s Idea: An Electric Surfboard 
 

 

 

 

 

 
  

 

  

 

 

 

 

 

 

 
  

 

  

Akin to evaluative text, the strength of frame of evaluative criteria is positioned at 

the very weak point of the continuum (F--). Very weak framing is symptomatic of Scotty 

expressing his ideas freely, without pedagogical restrictions, and Miss Walton, with open-

ended questions, guiding Scotty to offer what was present in his chosen evaluative text. The 

relative indicator F-- was utilised when criteria were not defined, and criteria were 

negotiable. Like evaluative text, evaluative criteria were personalised. For instance, in 

Episode 1 Happening 12 (see Transcript Except below), Miss Walton did not tell Scotty what 

externally defined content knowledge, skills, and processes were expected to produce his 

chosen evaluative text. In other words, Scotty was not “made aware of how to recognise and 

realise the legitimate text” (Bernstein, 2000, p. 47). Instead, Miss Walton utilised her 
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pedagogic expertise to permit Scotty to explore potential evaluative criteria, within 

acceptable limits, in relation to factors that affected how his surfboard might move. 
 

 

 

 
 

Transcript Excerpt: Episode 1 Happening 12 
 Miss Walton: Have you been thinking about how your surfboard moves? 
 Scotty:  {Nods} Yes...waves! 
 Miss Walton: I wonder do the waves push the surfboard? Is that how the  
   surfboard moves? 
 Scotty:  Yes. 
  

 

Analysis of Phase 1: Finding an Idea locates it firmly within the framework of 

Bernstein’s competence pedagogic model of education, which is very weakly framed, and 

seemingly affords a high degree of choice on the part of the acquirer. Thus, Scotty had an 

opportunity to exteriorise himself through exhibiting his cognitive, linguistic, social, and 

affective competencies, and prove that he had internalised what was required (Barrett, 2007; 

Bernstein, 1996, 2000; Morais, Neves, & Alfonso, 2005). This is in stark opposition to 

externally set evaluative criteria, or achievement standards, located in Australia’s national 

curriculum (ACARA, 2019a). ACARA states that educators can use the achievement 

standards to “make on-balance judgments” about the learning demonstrated by learners 

(ACARA, 2019a). 

 

 Phase 2: Giving it Attention 

 A study of research data from Phase 2: Giving it Attention indicates a continuing 

stability of framing strength. The relative indicators of framing strength for evaluative text 

remain fixed at the very weak point of the continuum (F--). This is symptomatic of Scotty’s 

continued apparent control of choice over evaluative text. However, unlike Phase 1, which 

saw Scotty choose one evaluative text, Phase 2 was representative of movement back and 
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forth between evaluative texts. By doing so, Scotty appeared to be giving his idea much 

attention. To explain, Scotty chose an evaluative text, but abandoned it, and then selected a 

different text. Not satisfied, Scotty for a second time abandoned the evaluative text, however, 

this time he returned to his original text. As an example of back and forth movement between 

evaluative texts, Scotty initially chose to produce research jottings via traditional paper-

based writing in his LAUNCH book, as shown in Figure 5.14. Then, later, Scotty chose to 

abandon the paper-based evaluative text, and instead, record research jottings by means of 

producing a digital text using the iPad app ShowMe, as shown in Episode 6 Happening 7 

(see Transcript Except below). The iPad app ShowMe was familiar to Scotty, as he had used 

it previously in the Preparatory classroom. 
 

 

 

 

 

nFigure 5.14. 

Scotty’s Original Evaluative Text 

 

 

 

  

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 5.14. Scotty’s chosen paper-based, evaluative text. The photograph captures Scotty’s 
research jottings noting the height of a Saltopus recorded in his LAUNCH book. 
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Transcript Excerpt: Episode 6 Happening 7 
 Scotty:  I’m using ShowMe. I used it in Prep last year. 
 Mrs Silver: Yep. OK. Which dinosaur do you want to draw first on  
   ShowMe. 
 Scotty:  {Points.} 
 Mrs Silver: The Nothosaurus. You have used ShowMe before. [Mrs  
   Silver and Scotty search for the ShowMe icon.] So, when  
   you’re ready you can start drawing your Nothosaurus.  
 

 

Mrs Silver did not ask Scotty why he had chosen to abandon his original evaluative 

text and instead, use the app ShowMe to produce a different text, however, I had observed 

his frequent tapping, scrolling, flicking, sliding, and swiping on an iPad. Later, Scotty yet 

again abandoned his evaluative text, but interestingly, reverted to his original choice of text. 

When Mrs Silver asked Scotty why, he shrugged his shoulders and responded, “I just wanted 

to.” Mrs Silver’s pedagogic expertise permitted Scotty to move back and forth between 

evaluative texts, which resulted in very weak framing strength (F--). Scotty’s pendulum-like 

movement opened avenues for further insight into the analytic category of evaluative text. 

As a result, the units of analysis descriptions for weak (F-) and very weak (F--) frame can 

now be revised and recast, as shown in Table 5.11. The additions are in bold type.  
 

 

 

 

 

 

 

 

nTable 5.11. 

Revised Theoretical Descriptions for Analytic Category of Evaluative Text 

Code of Analysis: Evaluation 
Category of Analysis: Evaluative Text 

Relative Indicator  Original Units of Analysis 

F++ Text structure and layout is pre-determined, and not negotiable. 
 

F+ 
Text structure and layout is pre-determined, and some structures 
and layouts are negotiable. 

 
 

F- Text structure and layout are proposed, and open for discussion. 
 

F-- Text structure and layout are open, and without restriction, but 
within acceptable limits. 
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Code of Analysis: Evaluation 
Category of Analysis: Evaluative Text 

Relative Indicator Revised Units of Analysis 

F++ Text structure and layout is pre-determined, and not negotiable. 
A single text is chosen. 

F+ 
Text structure and layout is pre-determined, and some structures 
and layouts are negotiable. A single text is chosen. 

 
 

F- Text structure and layout are proposed, and open for discussion. 
Multiple texts are chosen. 

F-- Text structure and layout are open, and without restriction, but 
within acceptable limits. Multiple texts are chosen. 

 

Note. Revised descriptions of weak (F-) and very weak (F--) framing strength are in bold 
type. F = Bernstein’s theoretical concept of framing; Relative indicators of framing strength 
(very weak F-- ; weak F- ; strong F+ ; very strong F++).   

 

 

 

  

 

 

 

 

 

From a study of the evidence in Phase 2: Giving it Attention, framing strength of 

evaluative criteria fluctuated between very weak (F--) and strong (F+). Dissimilarity in 

strength signifies what Bernstein calls “oppositional positions” (Bernstein, 2000, p. 54). For 

Bernstein, it is possible to see opposition between competence and performance pedagogic 

models of education within a field of practice. In Phase 2, Miss Walton made considered 

pedagogical decisions surrounding the control of the rules and realisation of evaluative text. 

This can be explained by Bernstein’s performance pedagogic model of education, with its 

strong (F+) and very strong (F++) framing, being linked to externally controlled construction 

or output of text. In the context of my study, the Australian Curriculum (AC), through its 

achievement standards, outwardly regulates evaluative criteria for Foundation Year (FY). 

By contrast, an internally regulated production of text is indicative of a competence 

pedagogic model of education, which is symptomatic of weak (F-) and very weak (F--) 

strength of frame (Barrett, 2007; Tan, 2018). There is relative independence of external 

control (Bernstein, 1996, 2000). Put differently, evaluative criteria are implicit and non-
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specific, and the attention is on the acquirer’s cognitive, linguistic, social, and affective 

competencies (Bernstein, 2000, p. 47).  

  

 Opposition flanked by competence and performance pedagogic models was evident 

in Episode 6 Happening 4 of Phase 2 of LAUNCH. In Episode 6 Happening 4 (see Transcript 

Excerpt below) evaluative criteria focused on what was present. Related to this, evaluative 

criteria were evident through linguistic, affective, and cognitive competences externalised 

by Scotty’s interaction with Miss Walton. In other words, Miss Walton viewed Scotty’s 

interaction as exteriorisation of development. For example, Scotty demonstrated linguistic 

competence by employing language and subject-specific vocabulary to express a preference, 

as evidenced by the statement, “I want to look for a water dinosaur.” Scotty’s positive 

emotive description of a “cool” Brachiosaurus dinosaur revealed an affective competence, 

while cognitive competence was displayed by tapping, scrolling, flicking, sliding, and 

swiping the iPad screen to showcase his digital processes and production skills.  
 

 

 

 

 

Transcript Excerpt: Episode 6 Happening 4 
 Mrs Walton: Would you like to search for more dinosaurs? 
 Scotty:  Yes, I want to look for a water dinosaur. 
 Miss Walton: OK, let’s search for water dinosaurs. This is a type of water  
   dinosaur. It’s called a Nothosaurus, and he grew up to 4   
   metres long. This one is called a Plesiosaurus and he grew   
   up to 15 metres. Browse through and choose    
   which dinosaur you would like. 
 Scotty:  [Scotty taps, swipes, and scrolls.] What about this one. 
 Miss Walton: Is he a water dinosaur? Does he live in the water? 
 Scotty:  Yep. In the water. He’s cool. His neck is as long as a   
   Brachiosaurus. 
  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Miss Walton utilised her pedagogic expertise to understand Scotty’s communication as 

representative of something other than the exteriorisation of evaluative criteria set by the 

Foundation Year (FY) achievement standards outlined in the Australian Curriculum (AC).  
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 Conversely, Episode 6 Happening 6 sees a shift from a competence model to a 

performance model, as evidenced by the strengthening of framing from very weak (F--) to 

strong (F+). Miss Walton was focused upon a performance, or the product produced, as 

opposed to the meddling from the product to the development of Scotty’s competencies. In 

other words, Scotty’s product was the exteriorisation of his development (Bernstein, 2000, 

p. 47). To illustrate, in Episode 6 Happening 6 (see Transcript Excerpt below) there was 

evidence of strong classification of explicit specialisation of English (ACELA1429, 

ACELA1431, ACELA1431), Mathematics (ACMMG010, ACMNA002) and Technologies 

(ACTDEP006, ACTDIK001) (ACARA, 2019a) (see Appendix I). Scotty met specialised 

knowledge, skills, and processes to produce visual and written representations of length. 

Miss Walton’s explicit teaching is evidence of externally defined evaluative criteria 

spotlighting what was absent from Scotty’s text. 
 

 

 

 

 

 

Transcript Excerpt: Episode 6 Happening 6 
  Miss Walton: So what we’re going to have to do is, if you don’t like this  
   you can change it, {Points to the colour selection},   
   when we talk about how long something is, to help the  
   viewer understand how long it is we put a nice line like  
   that. That’s how long the dinosaur is. Then we write 25  
   metres. 
  

 

 

 

 

 

 

 

 

Analysis of Phase 2: Giving it Attention locates it firmly within the framework of Bernstein’s 

competence and performance pedagogic models of education. Hence, the speculation was 

that weak and strong framing strength of evaluative criteria offers possibilities and potentials 

for evaluation of Foundation Year (FY) learning. 
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 Phase 3: Nurturing and Growing the Idea 

 A study of research data from Phase 3: Nurturing and Growing an Idea reveals a rise 

in framing strength of evaluative text. The relative indicators of framing strength move from 

very weak (F--), to weak (F-) and to very strong (F++). This is symptomatic of Scotty’s 

lessening freedom to choose what evaluative text he wanted to produce. In other words, 

choice of text structure, organisation, and layout were proposed (F-) or pre-determined (F+; 

F++). Thus, in theoretical terms, as framing strength increased, the emphasis was less on 

competence, and more on performance to produce a pre-determined evaluative text. By way 

of example, in Episode 9 Happening 3 (see Transcript Excerpt below), Scotty was instructed 

to produce an evaluative text with an identifiable text structure, layout, and language 

features, namely a thank you card for Mr Spoelstra, Grade 5, and Preparatory A. When Miss 

Walton said, “OK, Scotty you can start To Mr Spoelstra”, Scotty had limited opportunity to 

engage in active dialogue with Miss Walton in relation to choosing an alternative evaluative 

text. For instance, with weak or very weak framing of evaluative text, Scotty may have 

selected to produce a thank-you animation using an iPad app such as Sock Puppets, a thank-

you illustration with written labels, or a thank-you video and audio recorded message. 

 

 

 

 

 

Transcript Excerpt: Episode 9 Happening 3 

 Miss Walton: OK. Scotty you can start To Mr Spoelstra.  
 Scotty:  Miss Walton, what do you write after To Mr Spoelstra? 
 Miss Walton: What will you say to Mr Spoelstra? 
 Scotty:  Thank you. 
 Miss Walton: Good boy. Thank you for what? 
 Scotty:  Thank you for giving me the drone. 

 
 
 
 
 
 
 
 
 
 
 
 

Throughout Episode 9, Scotty had no opening to discuss with Miss Walton an alternative 

evaluative text, as evidenced by Scotty replicating the pre-determined evaluative text to offer 

thanks to Preparatory A and Grade 5, as seen in Figure 5.15. 
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nFigure 5.15.  

Pre-determined Evaluative Text Replicated for Different Audiences. 

 
 
 
 

Figure 5.15. The letters read: (Left) To Prep A, Thank you for your help. From Scotty and 
(Right) To Grade 5, Thank-you for your help. From Scotty.   

 

  

 

 

 

 

 

 

In Phase 3: Nurturing and Growing an Idea, the framing strength of evaluative 

criteria, was predominately very strong (F++). This framing strength is indicative of Miss 

Walton being concerned with controlling the rules and realisation of Scotty’s evaluative text. 

Hence, in theoretical terms, the very strong framing aligns with Bernstein’s performance 

model, which emphasises a “gradable performance” (Bernstein, 1990, 1971). For Bernstein, 

a gradable performance focuses upon procedures external to the acquirer “as a consequence 

of which a text is created and experienced” (Bernstein, 1990, 1971). In the case of Episode 

9 Happening 7 (see Transcript Excerpt below), there is a clear focus on English knowledge 

(ACELA1429, ACELA1430, ACELA1431, ACELA1432, ACELA1437) (ACARA, 2019a) 

(see Appendix I) specifically, the production of a paper-based thank you card. Here, Miss 

Walton makes it explicitly known to Scotty that a thank you card/note has a set structure, a 

beginning (To Mr Spoelstra), a middle (the message), and an end (From Scotty), as shown 

in Figure 5.16. Moreover, there was emphasis on what specialised knowledge and skills were 

absent from Scotty’s evaluative text. For example, when Miss Walton asked, “by Scotty or 
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from Scotty?” the emphasis was what was not present. Miss Walton was focused on Scotty’s 

“gradable performance” whereby his text was evaluated, and judgements made, against set 

criteria or specialised skills necessary to the production of that text (Bernstein, 1990, p. 71). 

 

Transcript Excerpt: Episode 9 Happening 7 
 Miss Walton: What will your letter say? Who is it to? 
 Scotty:  Mr Spoelstra. 
 Miss Walton: OK, so what would it say first? 
 Scotty:  To Mr Spoelstra. 
 Miss Walton: To Mr Spoelstra thank you for the megaphone?    
    And then you can write who it’s from. 

Miss Walton: OK, let’s have a look at this. To Mr Spoelstra, Thank you   
  for the megaphone, by Scotty or from Scotty? 
Scotty:  From. 
Miss Walton: From. So we need to write from.  

 

nFigure 5.16.  

Scotty’s Gradable Performance  

 
 

 

 

 

 

 

 
 

 

 
 
 
 
 
 
 

Figure 5.16. The thank-you letter reads: To Mr Spoelstra, Thank you for the megaphone. 
From Scotty 
 

Analysis of Phase 3: Nurturing and Growing the Idea locates it within the framework of 

Bernstein’s performance pedagogic model of education, which is strongly or very strongly 

framed, and which affords a limited degree of choice on the part of the acquirer. 
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Summary of Findings 

 The analysis of Scotty’s text production journey revealed four findings about an 

orientation to evaluation during the organic literacy pedagogical approach LAUNCH. These 

findings answer Research Question 3. The analysis revealed potential for an additional 

category of analysis, that of, evaluative text. The analytic category emerged from transcript 

excerpts and photographic exemplars. The first finding was that organic literacy pedagogies 

included opportunities for Scotty to potentially explicitly control what he wanted to produce, 

that being, the evaluative text. This signified decentralisation of control, where the 

theoretical logic of a competence model of education was evident. 

 

 The second finding was that organic literacy pedagogies included occurrences when 

Scotty implicitly controlled the production of his evaluative text. Therefore, evaluative text 

was located within a performance model of education, which was strongly framed, and 

afforded a high degree of centralised control.   

 

 Findings from analytic work around evaluative criteria emerged from investigation 

of the organic literacy pedagogical approach LAUNCH. The first finding was that organic 

literacy pedagogies includes opportunities for the realisation of text in multiple ways. 

Scotty externalised cognitive and linguistic knowledge and skills, in addition to motivational 

competencies and capabilities. Therefore, evaluative criteria rested within a competence 

model of education, which was framed weakly, and accommodated a high measure of 

decentralised control. The second finding in relation to evaluative criteria revealed that 

organic literacy pedagogies include moments of realisation of text in a singular way. 

Strong pedagogic control of externalising FY criteria limited Scotty to cognitive and 

linguistic knowledge and skills to produce evaluative text. Hence, evaluative criteria was 
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firmly located within a performance model of education, which was strongly framed, and 

afforded a high degree of centralised control.  

 

 Hence, in answer to Research Question 3, analytic work revealed that the organic 

literacy pedagogical approach LAUNCH is framed predominately by a competence 

pedagogic model of education, with some instances of a performance model of 

education. Competence orientation to evaluative text and evaluative criteria permits 

opportunities for exteriorisation of competencies.  

 

 The aforementioned findings show potential for the analytic category of evaluative 

text to be beneficial in describing, analysing, and better understanding Bernstein’s message 

system of evaluation (Bernstein, 1996, 2000). To be more specific, findings can enhance 

theoretical descriptions of Bernstein’s performance and competence pedagogic models of 

education (Bernstein, 2000). Findings surrounding evaluative text give academic experts, 

Early Years educators, and policy makers insight into the potential of decentralised control 

of evaluative text. Scotty’s pendulum-like movement between texts opens opportunities for 

discussions around the potential of educators’ permitting learners to actively explore new 

and/or different evaluative texts, and in such event, allowing learners chances for 

exteriorisation of capabilities and competencies. This avoids learners being directed down 

an imposed, specific evaluation pathway and with this comes a challenging of ACARA’s 

orientation to centralised evaluation of Foundation Year text production.  
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    CHAPTER SIX  

       Those Ibis Birds Are  
                         Pesky Miss Walton! 
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6.1 CHAPTER INTRODUCTION 

 Chapter 6 provides an analysis of the data that constitutes the Russell Case. Data 

from this case study has come from data collected from coeducating videos collected within 

a Preparatory classroom-context over a four-week timeframe. This chapter is sectioned into 

Part A and Part B, with each part serving a specific purpose. First, Part A gives a contextual 

snapshot of the text production journey of a young Preparatory learner named Russell39. This 

section is titled Those Ibis Birds are Pesky Miss Walton!  In Section 6.2, a brief vignette 

describes Russell’s ease of latching onto a real-world glitch with an important social 

dynamic. Then, a description of Russell’s text production, detailing his mostly smooth 

journey from finding as idea and giving it attention (see Section 6.3), to nurturing it and 

growing it (see Section 6.4) and to celebrating what it had become (see Section 6.5). Fixed 

within these sections are photographic exemplars and transcript excerpts, which provide 

contextual evidence of Russell’s text production journey during the organic pedagogical 

approach named LAUNCH.  

 

 Following on, Part B titled A Bernsteinian Analysis of Russell’s Text Production 

documents analytic findings related to research questions within the theoretical framework 

of Bernstein’s sociological theories of curriculum, pedagogy, and evaluation (Bernstein, 

1996, 2000). The visual vocabulary red, blue, and green represents Bernstein’s message 

systems of curriculum, pedagogy, and evaluation. The visual vocabulary keeps alignment 

between research questions and theory at the forefront. So, with the aim of my study being 

to explore the transmission of knowledge during an organic literacy pedagogical approach 

named LAUNCH, the research questions are framed by Bernstein’s sociological theories of 

curriculum, pedagogy, and evaluation.  

 
39 Pseudonym 
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What content knowledges are 
included in organic literacy 
pedagogies to stimulate text 

production for young 
learners? 

Which literacy knowledges 
and skills, framed by 

competence and performance 
models, are evaluated during 
organic literacy pedagogies 

for young learners? 

 
 
 
 
 
 

How are organic literacy 
pedagogies, framed by visible 

and invisible pedagogies, 
enacted for young learners? 

The research questions, as they relate to the Russell case, provide the structure for 

this analysis chapter. They are 

 

 

 

 

  
  

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

My study utilises analytic codes, categories of analysis, and units of analysis to enable 

analysis of Russell’s text production (see Chapter 5 Sections 5.7, 5.8. & 5.9). Specifically, 

Section 6.7 presents analysis founded on curriculum. Next, analysis of pedagogy is 

revealed in Section 6.8. Then, Section 6.9 sets out analysis of evaluation. To provide visual 

evidence of analytic work, photographic exemplars, and transcript excerpts are included 

throughout this chapter. Finally, a summary of analytic findings and significant points of 

interest as they relate to the Russell case study sit at the conclusion of curriculum, pedagogy, 

and evaluation sections. These findings will be of theoretical and practical importance for 

those who develop Early Years education policy and curriculum, and those who teach in the 

Early Years of formal schooling. 

 

 Now, I present Part A of Chapter 6 titled Those Ibis Birds are Pesky Miss Walton! 

whose purpose is to provide a contextual description of Russell’s text production journey 

during the organic literacy pedagogical approach named LAUNCH. 
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Part A 
From Failure to Feat 
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6.2 I’M BUSY WITH MY BIRD IDEA 

 That is what Russell said when Miss Walton asked about his idea. As Miss Walton 

glanced at Russell’s LAUNCH page, she noticed he had sketched the Preparatory 

amphitheatre - the communal eating space for Preparatory learners. “Those ibis birds are 

real pesky Miss Walton,” Russell said. On paper, Russell had drawn five ibis birds hovering 

around the amphitheatre during lunch. “You know Miss Walton they wait there to get the 

food,” said Russell. Russell had seemingly latched onto a real-world glitch. Russell, who I 

had not seen produce text for social or humanitarian purpose, sat busily sketching his idea. 

As I watched Russell sketch there were no audible sighs, or disheartened subtle gestures like 

I had witnessed with Scotty. There did not appear to be a grappling with the restless sensation 

of the unknown.  

 

 Russell wanted to create a designed solution to stop ibis birds from entering the 

amphitheatre at lunch. To clarify Russell’s thinking Miss Walton put forward questions such 

as “How will you keep the birds away?” and “What might you need?” As Miss Walton and 

I listened to Russell’s responses, my mind buzzed with ways to nurture and grow his idea: a 

creation; a demonstration; a guided tour; or perhaps a vlog. However, I knew such 

pedagogical interference might stop the organic flow of Russell’s strongest impulses. My 

responsibility was to listen intently and to genuinely hear what Russell had to say. My only 

comment should be “one of natural interest” (Ashton-Warner, 1963, p. 57). As suggested by 

Malaguzzi, the founder of the Reggio Emilia philosophy, anything else would be a visible 

humiliation of Russell’s ingenuity and potential (as cited in Cagliari et al., 2016, p. 422). An 

extract from Episode 2 Happening 1 (see Transcript Excerpt below) is demonstrative of Miss 

Walton’s attempt to listen intently, put forward open-ended, thought-provoking questions, 

and revere what was already within Russell, that being, his interests, strengths, capabilities, 

and importantly, his possibilities and potentials. 
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Transcript Excerpt: Episode 2 Happening 1 
 Miss Walton: How will you keep the birds away? 
 Russell: Umm. Like a gate. 
 Miss Walton: OK, so like the gate out there [points to Prep entry gate] 
 Russell: Yeah. And it has a door for us to get in and out...but not the  
   birds. Not the birds. They stay out. 
 Miss Walton.  Ahhh. How do birds move? How do they get to the    
   amphitheatre? Through the gate? 
 Russell: No, they fly. Birds fly.  
 Miss Walton: Oh. Birds fly.  
 Russell: {Nods}  
 Miss Walton: So, would the birds use the gate then? 
 Russell: No. Fly. 
 Miss Walton: Hmm. 
 Russell: Well, we need a wall. To stop them. 
 Miss Walton: OK, let me check in with Lonzo and then I check back in with you  
   soon.   

 

  

 

 

 

 

  

 

 In Episode 3, Russell bounced from idea to idea – a wooden fence, a large net, and a 

handful of plastic owls – hoping to settle on suitable materials for text production. “I’ll make 

a net to put over the amphitheatre,” Russell announced. To help Russell think in practical 

terms about his chosen material Miss Walton implicitly put forward open-ended questions. 

When Russell explained its functionality, a time of togetherness sparked capacity for 

immediate responsiveness. For Ashton-Warner, togetherness breeds learning, and is the 

“unsung creative medium” (Ashton-Warner, 1963, p. 92). However, when Miss Walton 

asked, “how will you get the net up and over the amphitheatre roof?” Russell was catapulted 

into the chaotic nature of exploring an idea; he was bumped from complacency and forced 

to think and rethink the how of his designed solution. Ontologically speaking, Russell 

seemingly grappled with how his design solution might represent knowledge about keeping 

birds out of the amphitheatre, and perhaps most importantly, how he might produce text to 

show this knowledge. Episode 3 Happening 10 below is illustrative. 
 

 

 

 

 

 

Transcript Excerpt: Episode 3 Happening 10 
 Miss Walton:  OK, what have you got? So, you want to use a real life-size  
  net? 
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 Russell: {Nods} 
 Miss Walton: Why a net? 
 Russell: Because it will stop the birds. They’ll stop getting to  
   the food. They will come and won’t be able to land. 
   You know. Like this. [Russell uses his hands to explain  
   the motion.] 
 Miss Walton: OK. How will you get the net up and over the   
   amphitheatre roof. That’s a long way up. 
 Russell: Umm. I don’t know. Maybe a ladder.  
 Miss Walton: OK. Who could help us get a net and a ladder? 
 Russell: We could buy the net. 
 Miss Walton: OK, we could. How else might you get a really big net? 
 Russell: Ummm. {Long pause} Dad might have a net. 
 Miss Walton: OK. Who...at this school could help us? Who works with  
   the trees and the gardens at school? 
 Russell: Oh, Gus. Oh and Gus had a ladder too!  
 Miss Walton: Yes, Gus might be able to help us.  
 Russell:  Yep. 
  
 

 Throughout Phase 1 of LAUNCH, Russell had opportunities to flourish through 

a learning environment that allowed individual and collaborative work, as required. In 

Episode 4, Russell chose to work individually to produce a paper-based text, that being, 

a list of potential human resources who might be able to access a large net. I put forward 

paper-based and digital-based writing tools, and invited Russell to choose his text 

production tools and materials. He was not at all attracted to engaging with the text 

production iPad apps such as Explain Everything40 and ShowMe, like some of his peers 

were utilising. As a substitute, he chose to use paper-based tools and materials, as shown 

in Figure 6.2. 

 

 

 

 

 

 
40 Explain Everything is an interactive whiteboard platform, and iPad app that allows learners to narrative, 
animate, import, and export. 
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nFigure 6.2.  

Paper-Based List of Human Resources 

 
 
 
 
 
 
 
 

Figure 6.2. Photographic exemplar of Russell’s paper-based list of human resources for 
finding a life-size net. The list incorporated home-based and school-based human resources: 
Family (Dad); educators (Mrs Brosseuk, Teacher Aide, and Gus); and peers (Michael and 
Lonzo). Russell made use of environmental print to copy the names onto his list. 
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6.3 THE UNCOMFORTABLE FEELING OF FAILURE 

 In LAUNCH Episodes 5, 6, and 7 Russell set about building a model of his designed 

solution. When Russell’s model fell apart, we celebrated with much enthusiasm. Miss 

Walton reminded Russell of the sometimes-uncomfortable feeling of failure written about 

in Ashley Spires’s The Most Magnificent Thing (2017), and Corinna Luyken’s The Book of 

Mistakes (2017). In close collaboration, they discussed that his failure was an exciting 

opportunity for a reflexive approach to his designed solution, and a chance for new ways of 

trying, and new ideas. Through open-ended questions, Russell reconsidered his choices and 

decisions of the what, how, and why of his designed solution. Miss Walton helped him 

understand where and why his design was potentially correct or incorrect, flawed or faulty. 

However, during these episodes, Miss Walton and I were conscious of using our educator 

knowledge and instincts to go along with, and not against, Russell’s rethinking. In Figure 

6.3, the series of photographs depict Russell’s failed design solution. 

 

nFigure 6.3.  

Russell’s Failed Design Solution 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 6.3. Photographic exemplars capture Russell’s failed text production, that being, his 
3D designed solution. His 3D model fell apart due to string not being securely fastened to 
the wooden frame.  
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6.4 FROM FAILURE TO INSPIRED THINKING  

 When Russell said, “it’s so broken,” Miss Walton implicitly put forward a potential 

alternative pathway. This is depicted in Episode 8, Happening 10. 
 

 

 

 

Transcript Excerpt: Episode 8 Happening 10 
 Miss Walton: I want to show you this. It’s called ABC iView41 and I am  
   addicted! 
 Russell: Ohhh! Oh, yeah....I’ve watched it. 
 Miss Walton: Have you? 
 Russell: Yeah. 
 Miss Walton: At the moment, I’ve got all these cool things. Some   
   things about the ocean, about different materials. And  
   this man, he’s  doing a story about war on rubbish. He’s  
   looking at coffee cups, he’s looking at clothes, plastic  
   bags, and loads of different pieces of  rubbish. 
 Russell: Well, maybe, like I could record a reminder? 
 Miss Walton: A reminder? 
 Russell: Yeah. 
 Miss Walton: A reminder about what? 
 Russell: To pick up rubbish, so the birds don’t come. 
 Miss Walton: What a super idea. Could you record a reminder about  
   that? 
 Russell: {Nods} Yep. 
 

 

 

 

 

 

 

The digital resource ABC iView seemingly stirred Russell’s inner tendencies and 

impulses to push up, and flourish into working material. Russell wanted to video and 

audio record a service announcement to raise awareness, and change behaviour around 

his peers leaving rubbish in the amphitheatre. This digital multimodal text would 

externalise Russell’s knowledge plurality and communicate to his viewership that less 

rubbish could potentially put a stop to the ibis birds. Collaborative talk between 

Russell, Miss Walton, and I led to the decision that Russell’s service announcement 

would premiere at the weekly Preparatory to Year 6 school assembly. Additionally, 

Russell produced coloured posters to remind his peers to pick up rubbish, as revealed 

in Figure 6.4.  

 
41 Watch live streams and downloadable programs from ABC TV. 
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nFigure 6.4.  

Russell’s Information Poster 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
Figure 6.4. Russell’s paper-based information poster reads: Please pick up your rubbish so 
the birds go away.  
 
 

 

 

6.5 WHAT DID RUSSELL’S IDEA BECOME? 

 Russell began with a strong idea based on a school-based problem, but was fettered 

by design failure. Undeterred, Russell chose an alternative way to nurture and grow his idea, 

which led him to the stimulation of rich, textured multimodal text production. In preparation 

for the LAUNCH extravaganza, Russell acted as a careful curator and sifted, sorted, and 

selected text to exhibit. Russell shared a collection of traditional paper-based text and digital 

multimodal text with the school Principal, other teachers and their learners, his peers, and 

the wider school community, as shown in Figure 6.5. 
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 nFigure 6.5.  

Russell’s Curated Visual Display at the LAUNCH Extravaganza 

 
Figure 6.5. Photographic exemplar depicts Russell’s text production. Text production 
included paper-based design sketches, lists of required resources, information posters, and 
photographs taken throughout LAUNCH. On the ground sat Russell’s failed model. On the 
iPad, his video recorded school service announcement played. 
 

  Now, I introduce Part B of Chapter Five titled, A Bernsteinian Analysis of Russell’s 

Text Production. Part B documents analytic findings in relation to research questions within 

the theoretical framework of Bernstein’s sociological theories of curriculum, pedagogy, and 

evaluation (Bernstein, 1996, 2000). To keep research questions and theorisation of organic 

literacy pedagogies to stimulate text production at the forefront, like Chapter 5, analytic 

findings are organised under headings of curriculum (see Section 6.7), pedagogy (see 

Section 6.8), and evaluation (see Section 6.9). I include descriptive tables outlining the 

analytic codes and categories, and descriptions of units of analysis for curriculum, pedagogy, 

and evaluation to support recall and aid readability for the reader of this dissertation. Thus, 

Bernstein’s message systems of curriculum, pedagogy, and evaluation, as they relate to 

Russell’s text production, provide the structure for this analysis chapter. 
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Part B                            

    A Bernsteinian Analysis of  
                           Russell’s  

                                Text Production 
 
 
 

6.7 CURRICULUM 

 Curriculum, the first portion of Part B, reports findings of data that constitutes 

Bernstein’s message system of curriculum. As explained in Chapter 5, data came from 
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coeducating videos, which captured what content knowledge was included during 

LAUNCH. Unit of analysis descriptions, underpinned by Bernstein’s theoretical concept of 

classification (C), describes and analyses data to answer Research Question 1. Findings from 

data pertaining to Research Question 1 were similar to those reported in Chapter 5. 

Specifically, findings presented reveal theoretically and practically that regions afforded the 

challenging of orientations of discipline-based singulars, or in the context of my study, 

Foundation Year (FY) learning areas of the Australian Curriculum (AC).  

 

 Of importance, Chapter 6 does not provide central definitions for Bernsteinian 

theoretical concepts explained in the previous chapter. Further, different structural features 

of Australia’s national curriculum, as defined in Chapter 5 Section 5.7, are not repeated. 

 

 Next, I present Table 6.1 titled, Classification Strength of Content Knowledge as a 

visual snapshot of classification strength for the analytic category of content knowledge 

pertaining to the Russell case. As shown in Table 6.1 there is a mix of weak and strong 

classification for the analytic category of FY English knowledge. Specifically, in Phase 1 

and Phase 2, classificatory strength was predominately weak (C-, C--); and as with the Scotty 

case, there was a strengthening of classificatory strength (C+, C++) in Phase 3. Generally 

speaking, this mix across the three phases of LAUNCH indicates the presence of, at times, 

singular AC:E content knowledge, while at other times, knowledge plurality from multiple 

FY learning areas and everyday knowledge from home and community contexts. Like 

Chapter 5, I have included theoretical unit of analysis descriptions after the curriculum 

snapshot to aid readability of Table 6.1. 

nTable 6.1. 

Classification Strength of Contents Knowledge  

 

P h as e Episode Happening Relative Indicators of Classification Strength 
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C - - C - C + C + + 

Multiple FY AC Learning Areas                           AC:E 
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Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time during a LAUNCH episode; C = Bernstein’s theoretical concept of 
classification; Relative indicators of strength (very weak C-- ; weak C- ; strong C+ ; very 
strong C++). AC = Australian Curriculum; AC:E = Australian Curriculum: English. 
 
 

Code of Analysis: Curriculum 
Category of Analysis: Content Knowledge 

Relative 
Indicator Units of Analysis 

C++ There is very strong insulation of knowledge. The concepts, skills, and 
processes of text production come from FY AC:E. 

C+ 
There is strong insulation of knowledge. The concepts, skills, and 
processes of text production come from FY AC:E and one more FY AC 
learning area. 

C- There is weak insulation of knowledge. The concepts, skills, and processes 
of text production come from FY AC:E and other FY AC learning areas. 

C-- 
There is very weak insulation of knowledge. The concepts, skills, and processes of text 
production come from multiple FY AC learning areas, and home and/or community 
knowledge. 

Note. C = Classification; Relative indicators of classification strength (very weak -- ; weak 
- ; strong + ; very strong ++) describe and analyse contents knowledge; FY = Foundation 
Year; AC = Australian Curriculum; AC:E = Australian Curriculum: English. 
  



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 258 

Now, I present findings for the analytic category of content knowledge. Like Chapter 

5, findings are organised under sub-headings, which align with LAUNCH phases. 

 

 Phase 1: Finding an Idea 

 An analysis of the data from Phase 1: Finding an Idea, revealed a dominance of weak 

classification, as evidenced by the relative indicators of classification strength predominately 

at the weak (C-) and very weak (C--) points of the continuum (see Table 6.1). The relative 

indicator C- was employed when Russell called on multiple knowledge from the Foundation 

Year (FY) of the Australian Curriculum (AC). For example, in Episode 2 Happening 1 (see 

Transcript Excerpt below) Russell harnessed integrated content knowledge or 

“pluridisciplinarity” (Stavrou, 2016, p. 20) by calling upon: English (ACELA1429, 

ACELA1437, ACELY1784); Science (ACSIS014, ACSIS012); and Technologies 

knowledge (ACTDEK001, ACTDEP005) (ACARA, 2019a) (see Appendix I) to talk 

through a potential designed solution to keep the ibis birds from the amphitheatre. 
 

 

 

 

Transcript Excerpt: Episode 2 Happening 1 
 Miss Walton:  How will you keep the birds away?? 
 Russell: Umm. Like a gate. 
 Miss Walton: OK, so like the gate out there [points to Prep entry gate] 
 Russell: Yeah. And it has a door for us to get in and out...but not the  
   birds. Not the birds. They stay out. 
 Miss Walton.  Ahhh. How do birds move? How do they get to the    
   amphitheatre? Through the gate. 
 Russell: No, they fly. Birds fly.  
 Miss Walton: Oh. Birds fly.  
 Russell: {Nods}  
 Miss Walton: So, would the birds use the gate then? 
 Russell: No. Fly. 
 Miss Walton: Hmm. 
 Russell: Well, we need a wall. To stop them. 
 Miss Walton: OK, let me check with Lonzo and I will check back with you soon.  
This transcript spotlights relaxed insulation between content boundaries and is predicated on 

the theorisation, “things must be put together” (Bernstein, 2000, p. 11).  
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 In Episode 3 Happening 10 and Happening 11, there was weakening from weak (C-

) to very weak (C--) classification. The relative indicator of C-- was employed when Russell 

drew upon content knowledge, or formal school knowledge developed by ACARA (2019a), 

in addition to everyday knowledge. The interruption to classification permitted the bringing 

together of Russell’s home, school, and community knowledge. Knowledge openness, as 

suggested by Ashton-Warner, is an indispensable part of working from “the inner world 

outward” (Ashton-Warner, 1963, p. 95). This integrated-type of learning dutifully permits 

entry of different knowledge into the “vent of creativity” (Ashton-Warner, 1963, p. 90). To 

explain, the vent is a metaphoric term used by Ashton-Warner to mean a learner’s knowledge 

source of creativity, or learning. In Episode 3 Happening 11 (see Transcript Excerpt below) 

Russell called into play formal knowledge and everyday knowledge. Exactly, Russell 

summoned formal knowledge associated with FY learning areas: English (ACELA 1429, 

ACELA1437); Mathematics (ACMMG006); and Science (ACSSU005) (ACARA, 2019a) 

(see Appendix I). Russell also used everyday knowledge seemingly acquired via talk 

between Russell and his Dad in the home and/or community. 
 

 

 

 

 

Transcript Excerpt: Episode 3 Happening 11 
 Russell: Miss Walton, I’ve done my list of things. 
 Miss Walton: OK, what have you got? 
 Russell: Rope, wood, and material...like a cloth. 
 Miss Walton: How will you get those things? I don’t think I have any  
   wood Russell. 
 Russell: Mrs Rivers might. 
 Miss Walton: Yes, Mrs Rivers might be able to help you. Maybe she  
   has some wood bits in the construction boxes. 
 Russell: Hmm. I know. Dad has. He’s got, you know, small   
   pieces of wood in the shed. Like, like, umm, small, tiny  
   pieces.  I can ask him. 
 Miss Walton: OK 
 Russell: Yeah, and he’ll have some rope too.  
This excerpt is suggestive of Russell’s different knowledge types, and consequently the 

weakening of single, pre-determined knowledge.  
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 Phase 2: Giving It Attention 

 The study of data from Table 6.1, Phase 2: Giving it Attention shows dominance of 

weak value of classification (C-). The relative indicators reveal classification as weak across 

Episode 5 Happenings 3 and 5, and Episode 6 Happenings 9 and 10. The weak classificatory 

value of Phase 2 was indicative of Russell meeting knowledge, skills, and processes of text 

production from multiple FY AC learning areas. To explain, in Episode 5 Happening 3, 

when Miss Walton asked, “So, what do you think your next step might be?” signalled 

potential for knowledge openness (Bernstein, 1975a). As evident in the impending transcript 

excerpt Russell unified content knowledge: English (ACELA1429, ACELA1434, 

ACELA1437, ACELT1783); Science (ACSHE003); and Technologies (ACTDEK004, 

ACTDEP008) (ACARA, 2019a) (see Appendix I). When Miss Walton announced, “Ok, I’m 

going to leave you to think about it,” Russell was left to ponder his designed solution. 
 

 

 

 

 

 

Transcript Excerpt: Episode 5 Happening 3 
 Miss Walton:  Uh Oh. What happened? 
 Russell: It broke. It’s so broken. This fell. {Sigh} 
 Miss Walton: Super. Sometimes when we fail, we learn. What does  
   this tell you? What do you think you could learn from  
   your failure? 
 Russell: Umm. Well, the glue didn’t stick. The rope didn’t stick. 
 Miss Walton: Yes, I can see that.  
 Russell: I don’t know. 
 Miss Walton: I can see you thinking. You’re thinking about your   
   design and how it didn’t work. Remember in that book  
   The Most Magnificent Thing the little girl got mad   
   because her design didn’t work? 
 Russell: Yeah. 
 Miss Walton: What did she do? 
 Russell: Umm. She cooled down and she walked with her dog. 
 Miss Walton: That’s right she did. What do you think she was thinking  
   about when she was walking? 
 Russell: The thing that didn’t work. 
 Miss Walton: Yes, I think your right. So, what do you think your next  
   step might be? 
 Russell: Think about it. 
 Miss Walton: OK, I’m going to leave you to think about it. 
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Then, Russell drew upon scientific knowledge of the material’s observable properties and 

produced text that represented new ideas and ways of thinking, as evident in Episode 5 

Happening 5. In Figure 6.6 photographic evidence of Russell’s text externalises the change 

in material use. 
 

 

 

 

 

Transcript Excerpt: Episode 5 Happening 5 
 Miss Walton:  How are you going Russell? 
 Russell: Yep. I think I got it. Maybe, maybe I could get some  
   shade cloth. 
 Miss Walton: Shade cloth. 
 Russell:  Yeah. {Nods} I’ll put it all around. 
 Miss Walton: OK, and how will it stay put? How will you stop it from  
   falling off the wood like last time. 
 Russell: Well, I’m going to tack it. Yeah, tack it. 
 Miss Walton: Tack it? I don’t know what you mean. 
 Russell: Yeah, like with a nail. And a hammer. And hit the  
   shade cloth. 
 Miss Walton: Oh, so you’re going to use nails to keep the shade cloth  
   from moving? 
 Russell: Yeah. 
 
 
 
 
 
 

 

 

 

 

 

 

 

 

 

 

nFigure 6.6.  

Russell’s Changed Material Use 

 

 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 262 

 

 

 

 

 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
Figure 6.6. Photographic exemplars depict Russell’s externalisation of a change in material 
for his designed solution. Plan A shows use of netting (Left), while shade cloth is revealed 
in Plan B (Right).   
  

 

In reference to Plan B (see Figure 6.6), it is possible that Russell drew upon 

knowledge from outside of the school context. Knowledge of shade cloth’s observable 

properties may have been acquired via ordinary talk between Russell and potentially his 

Mum, Dad, Grandparents, or other significant figure from his home or community context. 

It is difficult to establish the explicit presence of everyday knowledge in Episode 5 

Happening 5, although it seems likely of its existence. In light of this, the relative indicator 

of C- was utilised in this happening due to the presence of knowledge plurality from FY 

learning areas: English (ACELA1429, ACELA1434, ACELT1783); Science (ACSHE013); 

and Technologies (ACTDEK004, ACTDEP008) (ACARA, 2019a) (see Appendix I). 

 Phase 3: Nurturing and Growing the Idea 

 By studying data presented in Table 6.4, Phase 3: Nurturing and Growing the Idea 

reveals an upsurge in overall strength of classification from weak in Phase 1 and Phase 2, to 
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strong (C+) and very strong (C++) in Phase 3. The rise in classificatory strength indicates 

misalignment with the previous two LAUNCH phases. The relative indicator C++ was 

utilised when Russell drew upon singular content knowledge from FY AC:E to produce text. 

In Episode 8 Happening 5 and Happening 14, Russell encountered English, by means of 

explicit pedagogical instruction of the Language Strand, and specifically, the sub-strands 

Text Structure and Organisation, Expressing and Developing Ideas and Phonics and Word 

Knowledge (ACARA, 2019a). For example, in Happening 14 (see Transcript Excerpt below) 

Miss Walton explicitly introduced Russell to text structure and organisation of an 

informative text (ACELA1430) (ACARA, 2019a) (see Appendix I). Miss Walton made 

visible the text structure and organisation by stating, “we’ve got some space for a title, and 

here, some space for the picture.” She also utilised specialised vocabulary suited to an 

information poster, such as “title”. Later, in Happening 14 the transmission of singular 

content knowledge continued. However, the focus was on explicit instruction of phonics and 

word knowledge to help Russell understand how to use knowledge of letters and sounds to 

spell words (ACELA1438) (ACARA, 2019a) (see Appendix I). The following extract is 

demonstrative of very strong classification of singular content knowledge. 

 

          Transcript Excerpt: Episode 8 Happening 14 
 Miss Walton:  We’ve got some space for a title, and here, some space for  
   the picture. So, what will your title say? 
 Russell: Pick up your rubbish. 
 Miss Walton: Pick up your rubbish. Great, so let’s rule a line, and let’s  
   have a  go at writing that, and we’ll do it together. 
 Russell: Oh, maybe we could write, pick up your rubbish if you  
   want to be kind and look after people. 
 Miss Walton: Oh, I like that. Let’s have a go at writing ‘please.’ /p/  /l / 
   /ea/ /se/.  
 Miss Walton: What’s the next word? 
 Russell: pick 
 Miss Walton: Let’s duck-it-out. /p/  /i/ /ck/. 
 Russell: P 
 Miss Walton: Yes 
 Russell: i 

 Miss Walton: Yes.  
 Russell: c 
 Miss Walton: It’s a digraph. What two letters make the sound /c/ 
 Russell: Umm. {Shrugs} 
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 Miss Walton: Let’s go and have a look at the chart. 
 
 
 
 
 
 
 
 
 
 
 

 The classificatory value continued as very strong, across Episode 9 Happening 8, 9, 

10, and 11. This signified the authority of the separate contents (Bernstein, 1975a). Akin to 

Episode 8 Happening 5 and 14, very strong classification was symptomatic of explicit 

instruction of the Language Strand, and specifically the sub-strand Text Structure and 

Organisation, and Phonics and Word Knowledge (ACARA, 2019a). The following string 

of transcript excerpts is indicative of text production from FY AC:E. 

 

 

 

 

 

      Transcript Excerpt: Episode 9 Happening 9 
 Miss Walton: OK, so what do we need to label on here? What do we  
   need to turn this letter into? It says please pick up your rubbish. 
   Oh, up /u/  /p/ 
 Russell: p 
 Miss Walton: A p. So, let’s do that.  
 

 Transcript Excerpt: Episode 9 Happening 10 
 Miss Walton: OK, let’s write it your folder first. So you’ll need your  
   pencil. Let’s have a look at your plan. Please pick up  
   your rubbish, and we’ll need to draw another line here.  
   Right,  you’ll need to use your pencil. And you’ll need  
   to write ‘so the birds go away.’ 
 Russell: OK. 
 

 Transcript Excerpt: Episode 9 Happening 11 
 Miss Walton: Good boy. So now you can write back on this line ‘so they  
   go away.’ Can you write that for me? 
 Russell:  Yep. 
 Miss Walton: Let’s segment together. /a/ /w/ /ay/.  
  
 
 

 Summary of Findings  

 The analysis of Russell’s text production journey revealed findings relevant to 

Research Question 1, which asks what content knowledge is included in organic literacy 

pedagogies. Akin to the description written into the Scotty case, the first finding was that 
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knowledge during an organic literacy approach included content knowledge plurality 

from multiple Foundation Year (FY) learning areas of the Australian Curriculum 

(AC). Analysis of transcribed audio-recorded data, together with photographic evidence 

revealed weak insulation between English and other FY learning areas, predominately 

Mathematics, Science, The Arts, and Technologies. In other words, this analysis 

externalised Bernstein’s rule “things must be put together” (Bernstein, 1975b, p. 38). 

Miss Walton’s and/or Miss Silver’s implicit pedagogies (see Pedagogy Section 6.8) 

enabled Russell to unify knowledge and produce text that was multimodal in nature. 

Unification of knowledge challenges ACARA’s structural and organisational emphasis 

upon FY discipline-based singulars of the AC and brings to the forefront knowledge 

plurality as a way of boosting the multimodal nature of literacy via text production. 

 

 The second significant finding related to Research Question 1 revealed that organic 

literacy pedagogies encompassed single content knowledge from Foundation Year (FY) 

English of the Australian Curriculum (AC). English knowledge was predominately strong 

and explicit, particularly in Phase 3 of LAUNCH. Distinct from knowledge plurality, explicit 

singular knowledge externalised Bernstein’s rule “things must be kept apart” (Bernstein, 

1975b, p. 38). In other words, Phase 1 and Phase 2 data revealed knowledge that was once 

together, was now apart. Russell met highly specialised English knowledge, skills, 

processes, and specific symbolic representations required to produce predominately paper-

based text. Singular Australia Curriculum: English (AC:E) knowledge reinforced literacy as 

just “linguistic accomplishments” (Jewitt, 2008, p. 241).  

The final finding generated from analysis was that organic literacy pedagogies 

permitted both formal knowledge and everyday knowledge. To produce text, Russell drew 

upon official educational knowledge from FY AC in addition to everyday knowledge 

developed through everyday talk with his Dad and/or Mum at home and/or in the 
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community. Miss Walton’s and/or Miss Silver’s weak and/or very weak control, as revealed 

in the Pedagogy (see Section 6.8), allowed this mix of knowledge. This supports the 

contemporary idea that literacy learning is a social practice and shapes learners’ school and 

prior-to-school learning contexts (Gee, 1996; Heath, 1983; Street, 2003). 

 

 Therefore, to answer Research Question 1, the organic literacy pedagogical approach 

LAUNCH predominately featured multiple Foundation Year (FY) content knowledge, 

and when required, moments of singular content knowledge. It also encompassed formal 

and everyday knowledge.  
 
 
 
 
 
 
 
 

 Now, I present, analyse, and discuss the findings that have emerged relating to 

Bernstein’s message system of Pedagogy in relation to the Russell case. 

 

 

 

 

 

 

 

 

 

6.8 PEDAGOGY 

 Pedagogy, the second portion of Part B, reports on the analysis of Bernstein’s 

message system of pedagogy. As explained in Chapter 5, data from coeducating videos 

collected within a Preparatory classroom-context over a four-week timeframe depicted the 

enactment of the organic literacy pedagogical approach LAUNCH. The pedagogical 
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relationship between Miss Walton and/or Mrs Silver, and Russell is analysed in relation to 

the theoretical framework outlined in Chapter 3. Unit of analysis descriptions, underpinned 

by Bernstein’s theoretical concept framing (F) describes and analyses data to answer 

Research Question 2, which asks: 

 

 
 
 

 
 

 

 

 

 

As explained in Chapter 3 (see Section 3.6) and Chapter 5 (see Section 5.8), analytically, 

my study differentiates Bernstein’s theoretical concepts of visible and invisible pedagogic 

practices by frame strength over “knowledge transmitted and received in a pedagogical 

relationship” (Bernstein, 1975a, p. 89). Like Pedagogy in Chapter 5, five categories of 

analysis analyse strength of the pedagogical relationship between Miss Walton and/or Mrs 

Silver, and Russell. The categories include: Hierarchical Relationship; Selection and 

Sequencing; Pacing; Space; and Resources. Descriptions for relative indicators pertinent to 

these analytic categories are grounded in the work of Doyle (2011), Exley, Kervin, and 

Mantei (2016), Exley and Richard-Bossez (2013), Ingram (2016), Kervin, Turbill, and 

Harden-Thew (2016), Koustourakis (2013a, 2013b, 2013c), Koustourakis, Zacharos, and 

Papadimitriou (2014), Sanders-Smith (2015) and Willis and Exley (2016). Visually, the 

following tables offer a snapshot of pedagogical points of interest. To assist with readability, 

theoretical descriptions of relative indicators follow each table. 

nTable 6.2. 

Framing Strength of Hierarchal Relationship 

 

Ph
as

e  

Episode Happening 

Relative Indicators of Framing Strength 

F- - F - F + F + + 

 

Hierarchical Relationships 

   
 
 

How are organic literacy pedagogies, framed by visible 
and invisible pedagogies, enacted for young learners? 
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Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 
 
 
 
 
 
 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Hierarchical Relationships 

Relative 
Indicator Units of Analysis 

F++ Interaction is very strongly set. Coeducators choose, decide, and instruct, 
while learners watch, listen, and wait. 

F+ Interaction is strongly set. Coeducators guide, show, and provide, while 
learners mostly watch, listen, and wait. 

F- Interaction is weakly set. Coeducators put forward, ask, and suggest, while 
learners propose, express, and construct. 

F-- Interaction is not set, but within acceptable limits. Coeducators watch, 
listen, and wait, while learners choose, decide, and instruct. 

 
 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
nTable 6.3. 

Framing Strength of Selection and Sequencing 

 

Ph
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e 

Episode Happening 

Relative Indicators of Framing Strength 

F- - F - F + F + + 

Selection and Sequencing 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 269 

Fin
din

g a
n I

de
a 1 1  

 2 1  
3 10  

 3 11  
 4 4  

Gi
vin

g i
t 

At
ten

tio
n 5 3  

 5 5  
 6 9  
 7 2  

Nu
rtu

rin
g &

 G
ro

wi
ng

 th
e I

de
a 8 5  

 8 7  
 8 10  
 8 12  
 8 14  
 9 8  
 9 9  
 9 10  
 9 11  

 
 

Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Selection and Sequencing 

Relative 
Indicator Units of Analysis 

F++ Content is very strongly selected and sequenced. Coeducators choose, 
decide, and instruct, while learners watch, listen, and wait. 

F+ Content is strongly selected and sequenced. Coeducators guide, show, and 
provide, while learners mostly watch, listen, and wait. 

F- Content is weakly selected and sequenced. Coeducators put forward, ask, 
and suggest, while learners express, propose, and construct. 

F-- 
Content is not selected/sequenced, but within acceptable limits. 
Coeducators watch, listen, and wait, while learners choose, decide, and 
instruct. 

 
 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
nTable 6.4. 

Framing Strength of Pace 

 

Ph
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Episode Happening 

Relative Indicators of Framing Strength 

F- - F - F + F + + 

Pace 
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Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 
 
 
 
 
 
 
 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Pacing 

Relative 
Indicator Units of Analysis 

F++ Coeducators have very strong control over pace. Text production 
knowledge is very strongly paced, with strict and set timeframes. 

F+ Coeducators have strong control over pace. Text production knowledge is 
strongly paced, with adequate timeframes. 

F- Coeducators have weak control over pace. Text production knowledge is 
weakly paced, with loosely set timeframes. 

F-- Coeducators have very weak control over pace. Text production knowledge 
is not paced. There are no timeframes, but within acceptable limits. 

 
 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
nTable 6.5. 

Framing Strength of Space 

 

Ph
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e 

Episode Happening 
Relative Indicators of Framing Strength 

F- - F - F + F + + 
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Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 
 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Space 

Relative 
Indicator Units of Analysis 

F++ Text production space is very strongly regulated. Space is dictated and 
determined. Movement is strictly regulated. 

F+ Text production space is strongly regulated. Space is advised and 
advocated. Movement is regulated. 

F- Text production space is weakly regulated. Space is relaxed and casual. 
Movement is loosely regulated. 

F-- 
Text production space is not regulated. Space is boundless and not 
restricted by area. It extends beyond the classroom, but within acceptable 
limits. Movement is not regulated. 

 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
nTable 6.6. 

Framing Strength of Resources 

 

P h as e  Episode Happening Relative Indicators of Framing Strength 
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Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Framing; Relative indicators 
of strength (very weak F-- ; weak F- ; strong F+ ; very strong F++). 

 
 
 
 
 
 
 
 
 

Code of Analysis: Pedagogy 
Category of Analysis: Resources 

Relative Indicator Units of Analysis 

F++ Text production resources are very strongly regulated within the 
classroom. Resources are dictated and determined. 

F+ Text production resources are strongly regulated within the 
classroom. Resource selection is advised and advocated. 

F- Text production resources are weakly regulated within the 
classroom. Resource selection is open and optional. 

F-- 
Text production resources are not regulated. Resource selection is 
unlimited and unbounded. They extend beyond the classroom, but 
within acceptable limits. 

 
 

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
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 Phase 1: Finding an Idea 

 Phase 1 data revealed a firm orientation toward weak frame strength of the 

pedagogical relations between Miss Walton and/or Mrs Silver, and Russell (see Table 6.2, 

Table 6.3, Table 6.4, Table 6.5, and Table 6.6). Weak framing suggested Miss Walton and/or 

Mrs Silver had implicit control, while Russell had seemingly explicit control. This aligns 

with Bernstein’s theorisation that a weak strength of frame permits the acquirer a 

considerable degree of control in the pedagogical relationship (Bernstein, 1975a, 1996, 

2000). Across the five categories of analysis, the gradations of very weak (F--) and weak (F-

) represent the degree or extent of implicitness of pedagogical relations throughout the 

enactment of the organic literacy pedagogical approach LAUNCH. Thus, data from Phase 1 

supports Bernstein’s theorisation that weak framing, or invisible pedagogy, is a sign of 

implicit pedagogic practice (Bernstein, 1996, 2000). 

 

 I would like to mention that the pedagogical relationship between Miss Walton 

and/or Mrs Silver, and Russell before LAUNCH paralleled the hierarchical relationship 

described in the Scotty case (see Chapter 5 Pedagogy Section 5.8 Phase 1). By way of 

explanation, Miss Walton and/or Mrs Silver explicitly instructed, while Russell watched, 

listened, and waited. Like Scotty, Russell had seemingly internalised the pedagogical 

relationship, which was strongly framed, and likely, for the most part, visible to Russell. 

Such explicitness brought to the forefront one attribute of Miss Walton’s and Mrs Silver’s 

pedagogic identity, that being, teaching and learning necessitates “appropriate attitudes, 

dispositions and performances” (Bernstein, 2000, p. 68). Thus, Miss Walton’s and Mrs 

Silver’s pedagogic performances may have encouraged and kept Russell’s behavioural 

performance, which facilitated Russell’s internalisation of an explicit, highly visible 

pedagogical relationship (Bernstein, 2000, p. 61). When LAUNCH began, framing of the 

pedagogical relationship between Miss Walton and/or Mrs Silver, and Russell weakened. 
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 Next, I report on analytic findings related to the five categories of analysis: 

Hierarchical Relationships; Selection and Sequencing; Pacing; Space; and Resources. 

  

 Data pertinent to Phase 1 shows predominately weak framing of hierarchical 

relationships. As evident in Table 6.2 titled Framing Strength of Hierarchical Relationships, 

the continuum reveals one relative indicator at the very weak (F--) point of the progression, 

and four at the weak (F-) point. Weak framing indicated implicit expression of hierarchy, 

which is distinctive of an invisible pedagogy (Bernstein, 1975b, 1977). For example, when 

Miss Walton posed questions such as, “How will you keep the birds away?” (see Episode 2 

Happening 1, Appendix K) and “Where will you get those things?” (see Episode 3 

Happening 11, Appendix L), she explicitly rendered control to Russell. Miss Walton invited 

and asked, while Russell decided and determined. Russell potentially had control over 

decisions in relation to selection of content knowledge, text production space, and use of 

technological and non-technological resources. During Episodes 2 and 3, Russell appeared 

to have internalised the implicit relationship with Miss Walton. This theorisation supports 

Bernstein’s (1975b, 1977, 1996, 2000) theoretical concept of invisible pedagogy, which is 

representative of implicit hierarchies.  

 

 Whilst hierarchy was implicit, there were moments in which Miss Walton’s and/or 

Miss Silver’s pedagogic performances explicitly upheld Russell’s behaviours. To explain, 

they outwardly maintained control of behaviour expectations and rules. For example, Miss 

Walton and/or Mrs Silver reminded Russell not to disturb the learning of others by the non-

verbal gesture of shaking their head. Moreover, they aurally asked Russell to look and listen 

by performing a clapping pattern. Occasionally, particularly if Russell was revealing his 

designed solution to his peers, Miss Walton and/or Mrs Silver reminded Russell to use an 

inside voice using the non-verbal gesture hush-be-quiet. It was apparent expectations and 
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rules for behaviour were explicit, or to use Bernstein’s theoretical expression, visible, to 

Russell. It can be theorised that Miss Walton and/or Mrs Silver aimed to uphold the “broad 

traditions, values, and philosophies” inherent in idealistic approaches of managing behaviour 

in the Early Years (Bernstein, 2000, p. 65). Therefore, analytic findings revealed internal 

contradiction within hierarchical relationships between implicit verbal expression of 

hierarchy and explicit non-verbal expression of hierarchy. 

 

 Akin to the hierarchical relationship category, the selection and sequencing 

continuum reveals weak (F-) and very weak (F--) strength of frame (see Table 6.3). The 

weaker framing indicated Russell had potentially explicit control over what knowledge he 

considered necessary to produce text. In Episode 3 Happening 11, when Miss Walton asked 

Russell, “OK, what have you got?” and then waited, Russell outwardly had control of 

selection of knowledge, specifically, English (ACELA1429, ACELA, 1437) and Science 

(ACSSU003, ACSSU005) (ACARA, 2019a) (see Appendix L). Russell drew upon 

knowledge of materials and their scientific properties, and announced that he would require 

rope, wood, and a net to produce text, that being, his designed solution. Russell knew his 

Dad possibly could help source the required materials from home. The following string of 

transcript excerpts is indicative. 

 

 

 

 

Transcript Excerpt: Episode 3 Happening 10 
 Miss Walton: OK. Who could help us get a net and a ladder? 
 Russell: We could buy the net. 
 Miss Walton: OK, we could. How else might you get a really big net? 
 Russell: Ummm. {Long pause} Dad might have a net. 
 

 

 

Transcript Excerpt: Episode 3 Happening 11 
 Miss Walton: Yes, Mrs Rivers might be able to help you. Maybe she  
   has some wood bits in the construction boxes. 
 Russell: Hmm. I know. Dad has. He’s got, you know, small   
   pieces of wood in the shed. Like, like, umm, small, tiny  
   pieces. I can ask him. 
 Miss Walton: OK. 
 Russell: Yeah, and he’ll have some rope too. 
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Transcript Excerpt: Episode 4 Happening 4 
 Miss Walton: What’s happening here? 
 Russell: I’m using wood. For the outside. Then I’ll put net here. 
 Miss Walton: OK. So, you are thinking about wood here? 
 Russell: Yep. I could get some.  
 Miss Walton: Sure thing. Where from? I don’t think we have any wood.   
 Russell: Yeah, Dad does. He has some. Out the back. {Pause} In the shed. 
 

Commonplace interactions between Russell and other significant persons from his home 

context might have contributed to this everyday knowledge. It is difficult to establish the 

explicit presence of everyday knowledge in Episode 3 and Episode 4, although it seems 

likely.  

 

 Findings in relation to pacing, the third category of analysis, were indicative of a 

dominance of very weak (F--) frame of strength (see Table 6.4). Across Phase 1 of 

LAUNCH, knowledge was very weakly paced, and thus the relative indicator F-- was 

employed. Miss Walton and/or Mrs Silver did not explicitly express or indicate the time-

based pacing of teaching. Rather, Miss Walton, for example, made comments such as “OK, 

let me check with Lonzo and I will check back with you soon” (see Episode 2 Happening 1) 

(Appendix K) and “Great, keep going” (Episode 3 Happening 11) (Appendix L). These 

remarks suggested that Miss Walton permitted Russell perceived control over content 

knowledge by pacing teaching instruction during Phase 1 of LAUNCH. Miss Walton 

seemingly had a sense that Russell needed time to grapple with his idea surrounding keeping 

the ibis birds from the amphitheatre, so the comment, “Great, keep going,” provided Russell 

with an open-ended timeframe. Of interest, when Russell stated, “I can ask him” (see 

Episode 3 Happening 11) (Appendix L), Miss Walton permitted Russell time to check-in 

with his Dad at home. By so doing, official knowledge did not determine pacing of Russell’s 

text production, but rather a mix of formal and everyday knowledge. 
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 Findings in relation to the category of analysis of space revealed a consistent weak 

frame of strength across Episodes 1, 2, 3 and 4 of LAUNCH. Weak framing suggested space 

was relaxed and casual, within the restricted area. Russell was permitted apparent explicit 

control over workspace, as depicted in Figure 6.7. 

 

nFigure 6.7. 

 Russell’s Text Production Space within the Restricted Area 

 

 

 

 

 

Figure 6.7. Photographic exemplars depict Russell’s different workspaces within the 
restricted area of the Preparatory classroom. 
 
 

 

A significant point was that across Episodes 1, 2, 3, and 4 Russell chose to work at various 

tables. Russell’s outward explicit control over workspace is evidence of Miss Walton and 

Mrs Silver challenging standardisation of space. They did not pre-plan and organise 

workspace, nor did they control with whom Russell did, and did not work. By so doing, 

Russell seemingly internalised the pedagogical relationship, which was weakly framed. 

 

 Findings of the enactment of organic pedagogy by means of resources, the final 

category of analysis, are revealed in Table 6.6 titled Framing Strength of Resources. Phase 

1 showed two indicators of framing strength: weak (F-); and very weak (F--). To illustrate, 

in Episode 2 Happening 1 (see Appendix K) when Miss Walton said, “How will you keep 

the birds away?” weak hierarchical relations permitted Russell the perceived freedom to 

explore resources needed to produce text to externalise his designed solution. Russell 
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appeared not disenchanted by the practicality, or the availability of resources such as a gate 

(see Episode 2 Happening 1 Appendix K), a ladder and netting (see Episode 3 Happening 

10 Appendix L), and rope, wood, and material (see Episode 3 Happening 11 Appendix L). 

In Episode 4 Happening 4 (see Appendix M), Russell chose to work individually to produce 

a list of human resources to assist with accessing his nominated resources. In this case, 

resource selection for text production was open and optional within the classroom, and thus 

the allotment of the relative indicator F-. Miss Walton put forward paper-based and screen-

based text production tools, and invited Russell to choose. Russell did not seem interested 

in utilising the iPad apps Explain Everything and ShowMe, like some his peers. Instead, he 

chose to utilise paper-based tools, as depicted in Figure 6.2. This photographic exemplar is 

re-presented from Chapter 6 Part A Section 6.2.  

 

nFigure 6.2.  

Paper-Based List of Human Resources 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 

Figure 6.2. Photographic exemplar of Russell’s apparent control of human resources. The 
list incorporated home-based and school-based human resources: Family (Dad); educators 
(Mrs Brosseuk and Gus); and peers (Michael and Lonzo). Russell made use of environmental 
print to copy the names onto his list. 
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 Phase 2: Giving It Attention 

 From a study of Phase 2, across all five categories of analysis, indicates a 

continuation of weak frame of strength. Unlike analytic description written in Phase 2 of the 

Scotty case, analytic categories revealed no crisscrossing of the pedagogic midline. There is 

a resoluteness of implicit pedagogic actions. As explained in Chapter 3 Section 3.6, when 

framing is weak, there is an invisible pedagogy, where the educator has implicit control over 

pedagogical options such as hierarchical relationships, selection and sequencing, pace, 

space, and resources (Bernstein, 1975b, 1996, 2000). This manner of pedagogy sits on one 

side of the pedagogic midline. 

 

  Now, I reveal findings related to analytic categories of Hierarchical 

Relationships; Selection and Sequencing; Pacing; Space; and Resources. 

 

 In Table 6.2, the single relative indicator of F- is representative of weak strength of 

frame of hierarchical relationships across Episodes 5, 6, and 7. Like Phase 1, weak framing 

indicated implicit expression of hierarchies between Russell and Miss Walton and/or Mrs 

Silver. For example, in Episode 5 Happening 3 (see Transcript Excerpt below), Russell’s 

text, which was an externalisation of his designed solution, had completely fallen apart. 

Russell told Miss Walton, “It broke. It’s so broken. This fell.” Miss Walton reminded Russell 

of the sometimes-uncomfortable feeling of failure written about in The Most Magnificent 

Thing (2017) by Ashley Spires. When Miss Walton asked, “So, what do you think you could 

learn from your failure?” she invited Russell to think critically about his design, and alternate 

resources, as evident in Episode 5 Happening 5 (see Transcript Excerpt below).  

 

Transcript Excerpt: Episode 5 Happening 3 
 Miss Walton:  Uh Oh. What happened? 
 Russell: It broke. It’s so broken. This fell. {Sigh} 
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 Miss Walton: Super. Sometimes when we fail, we learn. What does   
   this tell you? What do you think you could learn from your failure? 
 Russell: Umm. Well, the glue didn’t stick. The rope didn’t stick. 
 Miss Walton: Yes, I can see that.  
 Russell: I don’t know. 
 Miss Walton: I can see you thinking. You’re thinking about your   
   design and how it didn’t work. Remember in that book  
   The Most Magnificent Thing the little girl got mad   
   because her design didn’t work? 
 Russell: Yeah. 
 Miss Walton: What did she do? 
 Russell: Umm. She cooled down and she walked with her dog. 
 Miss Walton: That’s right she did. What do you think she was thinking  
   about when she was walking? 
 Russell: The thing that didn’t work. 
 Miss Walton: Yes, I think your right. So, what do you think your next  
   step might be? 
 Russell: Think about it. 
 Miss Walton: OK, I’m going to leave you to think about it. 

 
Transcript Excerpt: Episode 5 Happening 5 

 Miss Walton:  How are you going Russell? 
 Russell: Yep. I think I got it. Maybe, maybe I could get some  
   shade cloth. 
 Miss Walton: Shade cloth. 
 Russell:  Yeah. {Nods} I’ll put it all around. 
  
 

The aforementioned transcript excerpts represent Russell’s seemingly explicit control in the 

hierarchical pedagogical relationship. In other words, while Miss Walton invited and asked, 

Russell decided. Russell had internalised a pedagogical relationship that was weakly 

hierarchical by deciding to use shade cloth as a primary resource in his text production. 

Theoretically speaking, Russell had apparent control over “what may be transmitted and 

what may not be transmitted” in the pedagogic relationship (Bernstein, 1975a, p. 88). 

 

 From a study of Phase 2 data in Table 6.3, findings of the analytic category of 

selection and sequencing of content knowledge revealed one marking of framing strength, 

that being, the relative indicators of F-. The single relative indicator of frame suggested that 

Miss Walton’s and/or Mrs Silver’s control was implicit, while Russell’s was seemingly 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 281 

explicit, evidenced by no crossing of the pedagogic midline. For example, in Episode 6 

Happening 9 (see Appendix O), Russell had seemingly explicit control over selection of 

Science (ACSSU003, ACSIS014), Mathematics (ACMMGO10), and Technologies 

(ACTDEP006) (ACARA, 2019a) (see Appendix I) content knowledge. Having already had 

a failed design solution (see Chapter 6 Part A Figure 6.3), Russell drew upon knowledge to 

better understand where and why his design was correct or incorrect, flawed or faulty. He 

talked with Miss Walton about the observable properties of alternate materials, and called 

on positional language to describe where the materials might best be located on his designed 

solution. As Miss Walton invited and asked, Russell externalised the hierarchical 

relationship by deciding. 

 
 

 In Phase 2, the framing strength across the analytic categories of pace, space, and 

resources, continued as weak. As evident in Table 6.4, strength of frame of pace 

strengthened from very weak (F-) to weak (F-). Weak framing indicated pacing was evident, 

but indistinct, when acquiring content knowledge. Therefore, the relative indicator F- 

signified indistinct time available to Russell to engage with, and understand knowledge. By 

way of explanation, in Episode 7 Happening 2 (see Transcript Excerpt below) pace of Miss 

Walton’s pedagogic practice was relaxed. Interactions were informal conversations, as 

opposed to strongly paced, explicit instruction of content knowledge. When Miss Walton 

was needed elsewhere, Russell had some sense of when she might return to check evaluative 

progress, as evidenced by the statement, “OK, I’ll be back.” 

 

 

 

 

 

Transcript Excerpt: Episode 7 Happening 2 
 Miss Walton: What’s happening here Russell? 
 Russell: I’m putting on the shade cloth. Around all the sides. That  
   will keep the birds out. 
 Miss Walton: OK. Where did you find that? 
 Russell: In the bits-box over there. 
 Miss Walton: Super. What do you need now? 
 Russell: Ummm. Some bottles. 
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 Miss Walton: Bottles? What for? 
 Russell:  For the bins. 
 Miss Walton: Oh, that’s cool. 
 Russell:  Yep. I think Prep A has some. I’ll go get them. 
 MissWalton:  OK, I’ll be back. 
 

This flexible timeframe permitted Russell time to engage with, and explore knowledge, but 

know that Miss Walton would return. Russell appeared to have internalised Miss Walton’s 

weak control over pace, with loosely set timeframes. 

 

  In Episodes 5, Russell continued to choose his space within the restricted area of 

the Preparatory classroom The relative indicator F- was utilised when space was relaxed, 

and utilised flexibly in the classroom to suit Russell’s requirements for text production (see 

Table 6.5). However, in Episode 6 and 7 the strength weakened from weak (F-) to very weak 

(F--). Russell met noticeable freedom to go beyond the restricted area, but within acceptable 

limits, and produce text outside the Preparatory classroom, as shown in Figure 6.8. Worthy 

of mention, although Russell acted independently and chose an outdoor space to produce 

text, strong hierarchical rules applied for the management of that space. 
 

 

 

 

 

 

nFigure 6.8.  

Russell’s Text Production Space beyond the Restricted Area 

 

 

 
 
 
 

 
 
 
Figure 6.8. Photographic exemplars depict Russell’s workspace beyond the restricted area 
of the Preparatory classroom. 
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 Finally, Table 6.6 reveals findings of the enactment of organic literacy pedagogy by 

means of resources, the final category of analysis. The continuum reveals a very weak 

framing in Episodes 5 and 6, and a strengthening to weak framing in Episode 7. Very weak 

framing signified Russell had apparent explicit control over resources for text production 

beyond the classroom. For example, in Episode 5 Happening 5 (see Appendix N), weakly 

set hierarchy permitted Russell to choose to produce text using “shade cloth”, “nails”, and a 

“hammer”. A similar implicit expression of hierarchy saw text production resources also 

from beyond the classroom including “net”, “rope”, “shade cloth”, and “stairs”, as revealed 

in Episode 6 Happening 9 (see Appendix O). However, in Episode 7 Happening 2 (see 

previous Transcript Excerpt) when Miss Walton asked, “OK, where did you find that?” and 

“What do you need now?” Russell’s choice of resources such as “bottles” came from inside 

the Preparatory classroom. It can be theorised that weak hierarchy and space, with their link 

to invisible pedagogic practice, contributed to Russell’s resource choices. 

 

 

 Phase 3: Nurturing and Growing the Idea 
 

 An analysis of the data from Phase 3: Nurturing and Growing the Idea, revealed a 

pedagogic mix across the five analytic categories, as evidenced by the relative indicators of 

strength of frame interspersed between at the very weak (F-) and very strong (F++) points 

of the continuum. Like the written description in Phase 3 of the Scotty case, the final phase 

of this case is representative of a crisscrossing of the pedagogic midline. This signalled a 

pedagogic blend in the relationship between Miss Walton and/or Mrs Silver and Russell. 

The different relative indicators of frame strength suggested Miss Walton and/or Mrs Silver 

and Russell had at times implicit and other times, explicit control, as evidenced by a crossing 

of the pedagogic midline (see Table 6.2, Table 6.3, Table 6.4, Table 6.5 and Table 6.6). As 

an example, in Episode 8 Happening 5 (see Transcript Excerpt below) and Episode 8 

Happening 7 (see Appendix Q), Miss Walton had explicit expression of hierarchical 
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relations over selection and sequencing of content knowledge. Russell encountered 

English, by means of explicit pedagogical instruction, of the Language Strand, specifically, 

the sub-strand Language for Interaction, which embraces exploring visual representation for 

communicating thoughts, feelings, and ideas (ACELA1429, ACARA, 2019a) (see Appendix 

I). Miss Walton put forward the notion of Russell labeling the visual text (see Figure 6.9), 

as evident by the statement, “Great, can you write that?” Hence, the analytic category 

hierarchical relationships contain the relative indicator F+. While Miss Walton proposed a 

label, there was an explicit expectation Russell would select English knowledge to enact that 

label, and thus, the relative indicator was used for the analytic category of selection and 

sequencing. 

 
Transcript Excerpt: Episode 8 Happening 5 

 Miss Walton: Now, get out your plan. So, is this your plan? 
 Russell: Yes. {Nods} 
 Miss Walton: How will I know this is your plan? 
 Russell: I’ll write my first plan. 
 Miss Walton: Great, can you write that? 
 Russell: Yep. 
 

nFigure 6.9. 

Visual Representation of Russell’s Plan to Produce Text 

 
 
 
 
 
 
 
 
 
 
 

Figure 6.9. Russell’s paper-based plan for producing text reads: My First Plan (initial 
letters for each word are written back-to-front) 
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Then, the frame sharply weakens and moves across the pedagogic midline, from strong (F+) 

and very strong (F++) to very weak (F--) (see Table 6.2 and Table 6.3). As explained in 

Chapter 3 Section 3.6, any change indicates a change in strength. This is due to Russell 

gaining apparent control of hierarchical relations by choosing and deciding the knowledge 

required to produce text, which is evident in Episode 8 Happening 10 (see Transcript Excerpt 

below). Russell selected a digital service announcement to raise awareness and change 

behaviour towards his peers leaving rubbish in the amphitheatre for the ibis birds. Miss 

Walton externalises the very weak hierarchical relations with Russell by watching, listening, 

and waiting. 

 

 

 

 

Transcript Excerpt: Episode 8 Happening 10 
 Miss Walton: At the moment, I’ve got all these cool things. Some   
   things about the ocean, about different materials. And  
   this man, he’s  doing a story about war of rubbish. He’s  
   looking at coffee cups, he’s looking at clothes, plastic  
   bags, and loads of different pieces of  rubbish. 
 Russell: Well, maybe, like I could record a reminder? 
 Miss Walton: A reminder? 
 Russell: Yeah. 
 Miss Walton: A reminder about what? 
 Russell: To pick up rubbish, so the birds don’t come. 
 Miss Walton: What a super idea. Could you record a reminder about that? 
            Russell:           {Nods} Yep. 
 

 

 

 

 

 

 

 

 From a study of data from Phase 3, three categories of analysis, those being, pacing, 

space, and resources indicate mainly strong framing (see Table 6.4, Table 6.5, and Table 

6.6). Hence, the relative indicators of framing strength are located at the strong points of the 

continuum. As the LAUNCH exhibition edged closer (see Chapter 1 Section 1.6 Figure 

1.13), Miss Walton chose a faster pace for Russell to produce text. This consigned Russell 

with implicit control of time to understand knowledge. For example, in Episode 8 Happening 

14 (see Appendix Q), when Miss Walton said, “Let’s have a go at writing ‘please’”, “what’s 

the next word?”, “What two letters make the sound /c/?” and “Let’s go and have a look at 

the chart”, she had explicit control of the pace of teaching. Furthermore, Miss Walton 
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advised and advocated for text production space. After Episode 8 Happening 10, there was 

movement across the pedagogic midline from weak (F-) to strong (F+) and very strong 

(F++). This was indicative of Miss Walton’s call for standardisation of space. Miss Walton 

externalised a pedagogical belief of text production space, which in Episode 8 and Episode 

9, were at group tables (see Phase 1 Figure 6.7). Whilst producing text in that space, Miss 

Walton explicitly controlled Russell’s behaviour with verbal mandates including “OK, back 

straight” and “feet on the floor”. Russell’s behaviour enabled internalisation of an explicit, 

highly visible pedagogical relationship (Bernstein, 2000). 

 

 Finally, findings in relation to the category of analysis of resources reveal four 

indicators of strength of frame: very weak (F--), weak (F-), strong (F+), and very strong 

(F++). The relative indicators of strength of frame are predominately located at the strong 

and very strong points of the continuum (see Table 6.6). A crossing of the pedagogic midline 

occurred when resource selection moved away from being dictated and determined, to being 

open and optional. For example, in Episode 8 Happening 12 (see Transcript Excerpt below), 

a weakly set hierarchy permitted Russell to choose between paper and screen-based text 

production inside the restricted area of the classroom space. 

 

Transcript Excerpt: Episode 8 Happening 12 
 Miss Walton: So, are you going to use paper to record your idea, or use the  
   iPad? 
 Russell: Paper. 
 Miss Walton: OK. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

   Summary of Findings 

 The analysis of Russell’s text production journey revealed significant findings about 

the pedagogical relationship between Miss Walton and/or Mrs Silver and Russell. These 
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findings answer Research Question 2. Analytic work supported the findings written into the 

Scotty case (see Chapter 5 Section 5.8). The first finding was that organic literacy pedagogy 

included oppositional pedagogical stances, weakly separated by a pedagogic midline. When 

pedagogic control became blurred (weak and implicit), or clear (strong and explicit) there 

was movement toward, and then across the pedagogic midline. Like the Scotty case, this 

indicated mixed pedagogical practices, where the theoretical logic of both visible and 

invisible was present. Miss Walton and/or Mrs Silver used predominately very weak (F--) 

and weak (F-) framing, with some pedagogic acts of explicitness, particularly toward the 

final LAUNCH phase. This pedagogic mix, even with its emphasis on weak over strong, 

permitted a sophisticated pedagogic fabric. Therefore, the first finding supports the 

theorisation that implicit practice, which is characteristic of what Bernstein (1975b) calls an 

invisible pedagogy, can exist within ACARA’s emphasis upon singulars, or discipline-based 

Foundation Year (FY) learning areas of the Australian Curriculum (AC).  

  

 Akin to the Scotty case, the second finding was that organic literacy pedagogy 

permitted technological and non-technological communication channels to promote 

Russell’s text production. Implicit and explicit pedagogical acts allowed a multiplicity of 

modes to be used for text production including spoken, written language, or visual images, 

interfaced with oral, visual, and audio patterns of meaning. 

 

 Hence, to answer Research Question 2, visible and invisible pedagogies featured 

in the organic literacy pedagogical approach LAUNCH. This aided multiplicity of 

modes for production of text.  
  

 

 

 

 

 Now, I present, analyse, and discuss the findings that have emerged relating to 

Bernstein’s message system of evaluation in relation to the Russell case. 
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6.9 EVALUATION 

 Evaluation, the final message system of Part B, reports on analytic findings of 

Bernstein’s theoretical concept of evaluation (Bernstein, 1975a, 1996, 2000). Data reveals 

the implicitness and explicitness of evaluation of Russell’s text production. Bernstein’s 

theoretical concept of framing describes and analyses data to answer Research Question 3, 

which asks: 

 

 

 

 

 
 

 

 

As explained in Chapter 5 Section 5.9, I include a visual overview of strength of frame for 

analytic categories of evaluative text (see Table 6.7) and evaluative criteria (see Table 6.8). 

The summaries of categories of analysis contain gradations between two extremes of very 

weak (F--) and very strong (F++) frame of strength. As explained in Chapter 4 Section 4.7, 

coeducating videos through the method of direct content analysis, determined the framing 

strength. As with Chapter 5, to aid recall, theoretical descriptions for relative indicators 

follow the analytic categories of evaluative text and evaluative criteria. At this point, I would 

like to remind the reader of this dissertation of the revised theoretical descriptions for relative 

indicators of the analytic category evaluative text introduced in the description of the Scotty 

case (see Chapter 5 Section 5.9). The amended descriptions provide insight into the 

potentials and possibilities of Russell’s back and forth movement between evaluative texts.  

 

 From a study of Table 6.7 titled Framing Strength of Evaluative Text, it reveals a 

dominance of weak (F-) and very weak framing strength (F--) of evaluative text across the 

three phases of LAUNCH.  

 
 

Which literacy knowledges and skills, framed by 
competence and performance models, are evaluated 

during organic literacy pedagogies for young learners? 
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nTable 6.7. 

Framing Strength of Evaluative Text 
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8 12  
 

8 14  
 

9 9  

9 10  
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Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Bernstein’s theoretical 
concept of framing (very weak F-- ; weak F- ; strong F+ ; very strong F++). 

 
 
 
 
 

 
 
 

Code of Analysis: Evaluation 
Category of Analysis: Evaluative Text 

Relative Indicator Units of Analysis 

F++ Text structure and layout is pre-determined, and not negotiable. 
A single text is chosen. 

F+ 
Text structure and layout is pre-determined, and some structures 
and layouts are negotiable. A single text is chosen. 

 
 

F- Text structure and layout are proposed, and open for discussion. 
Multiple texts are chosen. 

F-- Text structure and layout are open, and without restriction. 
Multiple texts are chosen. 

 
 
 
 

Note. F = Bernstein’s theoretical concept of framing; Relative indicators of framing strength 
(very weak F-- ; weak F- ; strong F+ ; very strong F++). 
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 From a study of Table 6.8 titled Framing Strength of Evaluative Criteria, it shows 

that strength of frame for evaluative criteria predominately features very weak framing, and 

therefore the utilisation of the relative indicator F-- in Phase 1 and Phase 2. In contrast, Phase 

3 of LAUNCH reveals an observable upsurge of strength of frame from very weak (F--) and 

weak (F-) to very strong framing (F++). 

 
 

nTable 6.8. 

Framing Strength of Evaluative Criteria 
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Episode Happening 

Relative Indicators of Framing Strength 
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Evaluative Criteria 

Fin
din

g a
n I

de
a 1 7  

 2 1  
 

3 10  
 

4 4  
 

Gi
vin

g i
t A

tte
nt

ion
 5 3  

 5 5  
 

5 6  
6 9  

 
7 2  

 

 N
ur

tu
rin

g &
 G

ro
wi

ng
 th

e I
de

a  8 5  
 8 7  
 

8 10  

8 12  
 

8 14  
 

9 9  

9 10  

9 11  
 
 
 
 
 
 
 
 

Note. Phase = A collection of Episodes; Episode = one LAUNCH session; Happening = a 
period of time of significance during a LAUNCH episode; F = Bernstein’s theoretical 
concept of framing; Relative indicators of strength (- weak; -- very weak; + strong; very 
strong ++) describe and analyse framing in relation to evaluative criteria. 
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Code of Analysis: Evaluation 
Category of Analysis: Evaluative Criteria 

Relative Indicator Units of Analysis 

F++ Text production criteria are pre-determined and not negotiable. 
They are clearly defined.  

F+ 
Text production criteria are defined and some criteria are 
negotiable. 
 

F- Text production criteria are softly defined and negotiable.  
 

F-- Text production criteria are not defined. Criteria are negotiable. 
   

Note. F = Framing; Relative indicators of strength (very weak F-- ; weak F- ; strong F+ ; 
very strong F++). 
 
 
 

 

 Now, I present analytic findings in relation to categories of evaluative text and 

evaluative criteria and, in doing so, reveal an expanded orientation to evaluation framed by 

Bernstein’s performance and competence pedagogic models.  

 
 

 Phase 1: Finding an Idea 

 Phase 1 analytic findings assert ascendancy of very weak strength of frame of 

evaluative text, as evident in Table 6.7. Russell was permitted freedom to choose text, 

without restriction. The relative indicator F-- was utilised when choice of evaluative text was 

open, and without restriction. Very weak hierarchy between Miss Walton and/or Mrs Silver 

and Russell allowed agency in choice of production of text. To illustrate, in Episode 2 

Happening 1 (see Transcript Excerpt below), Russell decided to produce text, that being, a 

small three-dimensional model of a barrier, which would stop the ibis birds from entering 

the amphitheatre.  

 

Transcript Excerpt: Episode 2 Happening 1 
 Miss Walton:  How will you keep the birds away?? 
 Russell: Umm. Like a gate. 
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 Miss Walton: OK, so like the gate out there [points to Prep entry gate] 
 Russell: Yeah. And it has a door for us to get in and out...but not the  
   birds. Not the birds. They stay out. 
 Miss Walton.  Ahhh. How do birds move? How do they get to the    
   amphitheatre? Through the gate. 
 Russell: No, they fly. Birds fly.  
 Miss Walton: Oh. Birds fly.  
 Russell: {Nods}.  
 Miss Walton: So, would the birds use the gate then? 
 Russell: No. Fly. 
 Miss Walton: Hmm. 
 Russell: Well, we need a wall. To stop them. 
 
  

 

  

 Russell chose to produce text in a three-dimensional form, possibly because he has 

previous involvement in, and knowledge of, producing similar texts at school and at home, 

and in the community. To explain, very weak hierarchy permitted Russell to draw on his 

formal design and technology content knowledge (ACTDEK001, ACTDEK004, 

ACTDEP006, ACTDEP007) (ACARA, 2019a) (see Appendix I), in addition to his everyday 

construction abilities seemingly acquired through everyday experiences with family, to 

choose an evaluative text. Further, this text enabled Russell to externalise his competencies 

and capabilities (Bernstein, 1996, 2000). 

 

 Like evaluative text, the strength of frame of evaluative criteria is located at the 

very weak point of the continuum (see Table 6.8). Very weak framing is symptomatic of 

Russell expressing his ideas freely, but within acceptable limits, without explicit pedagogical 

restriction. In Episode 2 Happening 1, Russell had apparent explicit control over settling on 

a criterion for his three-dimensional (3D) text, that being, a suitable barrier to deter the ibis 

birds, evident by the statements, “...it had a door”, “...through a gate”, and “we need a wall.” 

Russell’s externalisation of evaluative criteria for his evaluative text continued in Episode 3 

Happening 11, Episode 4 Happening 4, and Episode 5 Happening 5 (see Transcript Excerpts 

below). He developed evaluative criteria around suitable products, processes, and human 

resources to construct his 3D text. Put another way, Russell was not “made aware of how to 
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recognize and realize the legitimate text” (Bernstein, 2000, p. 47). The following string of 

LAUNCH happenings is illustrative. 

 

 

 

Transcript Excerpt: Episode 3 Happening 11 
 Miss Walton: OK, what have you got? 
 Russell: Rope, wood, and material...like a cloth. 
 Miss Walton: Where will you get those things? I don’t think I have any  
   wood Russell. 
 Russell: Mrs Rivers might. 

 
 

Transcript Excerpt: Episode 4 Happening 4 
 Miss Walton: What’s happening here? 
 Russell: I’m using wood. For the outside. Then I’ll put net here. 

 
 

          Transcript Excerpt: Episode 5 Happening 5 
 Miss Walton:  How are you going Russell? 
 Russell: Yep. I think I got it. Maybe, maybe I could get some  
   shade cloth. 
 Miss Walton: Shade cloth. 
 Russell:  Yeah. {Nods} I’ll put it all around. 
 Miss Walton: OK, and how will it stay put? How will you stop it from  
   falling off the wood like last time. 
 Russell: Well, I’m going to tack it. Yeah, tack it. 
 Miss Walton: Tack it? I don’t know what you mean. 
 Russell: Yeah, like with a nail. And a hammer. And hit it   
   shade cloth. 
 Miss Walton: Oh, so you’re going to use nails to keep the shade cloth  
   from moving? 
 Russell: Yeah. 
 

The theorisation is that very weak framing indicated implicit pedagogic practice, or an 

invisible pedagogy, which then permitted Russell to externalise competence (Bernstein, 

1975b, 1977, 1996, 2000). In sum, the very weak framing of analytic categories evaluative 

text and evaluative criteria is inclined towards Bernstein’s competence model of education.  

 

 Phase 2: Giving it Attention 

 A study of research data from Phase 2: Giving it Attention indicates a continuing 

stability of framing strength. The relative indicators of framing strength for evaluative text 
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remain fixed at the very weak point of the continuum (F--). This is symptomatic of Russell’s 

continued apparent control of choice over evaluative text. Throughout Phase 2, Russell 

continued to work to produce his 3D model. Akin to evaluative text, the strength of frame 

of evaluative criteria is located the very weak point of the continuum (F--). Very weak 

framing is symptomatic of Russell expressing his ideas freely, without pedagogical 

restrictions, and Miss Walton and/or Mrs Silver, putting forward questions, and guiding 

Russell to offer what was present in his evaluative text. For example, in Episode 5 Happening 

6 (see Transcript Excerpt below), weak hierarchy allowed Russell to choose English 

(ACELY1784), Science (ACSHE013, ACSIS012, ACSIS233), and Technologies 

(ACTDEK004, ACTDEP006, CTDEP007) knowledge, skills, and processes to produce 

evaluative text (ACARA, 2019a) (See Appendix I). When Miss Walton put forward, “how 

will it stay together?” Russell drew upon his linguistic, social, and cognitive competencies 

to explore potential evaluative criteria in relation to factors that affected how his text would 

stay together.  

 

 

 

 

 

Transcript Excerpt: Episode 5 Happening 6 
 Miss Walton: Umm, how will it stay? How will it stay together? 
 Russell: Mrs Rivers helped me. She tacked it. See it’s all together  
   Around here. [Points to the sides of the wooden frame.] 
 Miss Walton: Great job. 
 Russell: Yeah, the nail will keep it there too. 

 
 
 
 
 
 
 
 
 
 
 
 
 

In the context of this study, Russell seemingly internally chose evaluative criteria, which in 

Bernsteinian term, is symptomatic of a competence pedagogic model of education. 

 

 Phase 3: Nurturing and Growing the Idea 

 A study of Table 6.7 shows a subtle rise in framing strength of evaluative text. The 

relative indicators of framing strength move from very weak (F--), to weak (F-). This is 
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evidence of Russell’s lessening freedom to choose what evaluative text he wanted to 

produce. In this phase of LAUNCH choice of text structure, organisation, and layout were 

proposed, and open for discussion. In theoretical terms, as framing strength increased, the 

emphasis was somewhat less on competencies. A stronger hierarchy revealed Miss Walton 

and/or Mrs Silver proposing and discussing, rather than listening and waiting. Active 

dialogue in Episode 8 Happening 10 (see Appendix Q) between Russell and Miss Walton 

led Russell to proposing production of an additional evaluative text, as evident by the 

statement, “Well, maybe, like I could record a reminder”. In Episode 8 Happening 12 (see 

Appendix Q), when Miss Walton asked, “So, are you going to use paper to record your idea, 

or use the iPad?” prominence was given to paper and digital text production to help Russell 

externalise his cognitive, linguistic, and affective competencies. Seemingly, a paper-based 

text did not appeal to Russell. Rather, Russell chose a digital text to record a service 

announcement to raise awareness, and change behaviour towards his peers leaving rubbish 

in the amphitheatre. In Episode 9, relative indicators of framing strength continued at the 

weak point of the continuum. Further active dialogue with Miss Walton and/or Mrs Silver 

led to Russell producing one more evaluative text. This time, text was a paper-based poster 

to remind his peers to pick up rubbish. It can be theorised that weak framing of evaluative 

text was evidence of weak hierarchical relations between Russell and Miss Walton and/or 

Mrs Silver, leading to Russell choosing an assortment of paper-based and digital texts to 

externalise his competencies and capabilities.  

 

 In Phase 3: Nurturing and Growing an Idea, the framing strength of evaluative 

criteria was predominately very strong (F++). This framing strength is indicative of Miss 

Walton and/or Mrs Silver being concerned with controlling the rules and realisation of 

Russell’s evaluative text. In other words, the very strong framing is representative of Russell 

externalising a “gradable performance” (Bernstein, 1990). For example, in Episode 9, 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 296 

Happenings 9, 10, and 11 (see Appendix R), there was definite emphasis on English 

knowledge, specifically, text structure and organisation (ACELA1430, ACELA1432), 

expressing ideas (ACELA1434, ACELA1786), and phonics and word knowledge 

(ACELA1440, ACELA1817, ACELA182) (ACARA, 2019a) (see Appendix I) surrounding 

the production of a paper-based information poster. Miss Walton made it explicitly known 

to Russell that an information poster has features including a message, images, and 

captions/labels, as evidenced by Russell’s externalisation of those features in his evaluative 

text. I re-present Figure 6.4 from Chapter 6 Section 6.1, which depicts Russell’s information 

poster for easy recall. 

 

nFigure 6.4.  

Russell’s Information Poster 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
Figure 6.4. Russell’s paper-based information poster reads: Please pick up your rubbish so 
the birds go away.  
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 Furthermore, as Russell produced this evaluative text, there was emphasis on what 

specialised English knowledge and skills were absent from the information poster. This was 

due to Miss Walton and/or Mrs Silver focused on Russell’s “gradable performance”. 

Russell’s evaluative text was judged against features pertinent to the production of that text 

(Bernstein, 1990, p. 71). The following statements from Episode 9 Happening 9 (see 

Appendix R) are illustrative. 

 

 
 
 
 
 
 
 
 

 MissWalton:  Oh, up /u/  /p/, what do we need to turn this letter into? 
 Miss Walton:   Remember that straight line. 
 MissWalton: What might we need to label on here. 
 MissWalton: So you could write Russell. See if you can label Russell for me. 
 Miss Walton: Is there anything else you need to label on here. 
 Miss Walton: It’s a parent. OK. Can you have a go at labeling parent. /p/  /p/  /p/ 
 Miss Walton: Did you label parents? 
 

 

 

 

 

 

 

 

Miss Walton’s explicit control of hierarchical relations continued in Episode 9 Happening 

10 and Episode 9 Happening 11 (see Appendix R). The following string of statements 

exemplify the externally defined evaluative criteria of English content descriptors and bring 

emphasis to what was absent from Russell’s evaluative text. 
 

 

 

 

 

 

 Miss Walton: OK, let’s write it in your folder first. 
 Miss Walton:  We’ll need to draw another line here.  
 Miss Walton: And you’ll need to write ‘so the birds go away.’ 
 Miss Walton: .....so now you can write back on this line ‘so they    
   go away.’ Can you write that for me? 
 Miss Walton: Let’s segment together. /a/  /w/  /ay/ 
  

 
In sum, analysis of Phase 3: Nurturing and Growing the Idea locates it within the framework 

of Bernstein’s performance pedagogic model of education, which is very strongly framed, 

and focuses on procedures external to the acquirer “as a consequence of which a text is 

created and experienced” (Bernstein, 1990, 1971).  
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 Summary of Findings 

 The analysis of Russell’s text production journey revealed three significant findings 

about an orientation to evaluation in organic literacy pedagogy. These findings answer the 

final research question posed in my study.  

 

 The first finding supported evaluative findings from Chapter 5 in relation to the 

potential for an additional category of analysis, that of, evaluative text. This category 

revealed that the organic literacy pedagogical approach LAUNCH included opportunities 

for Russell to have apparent explicit control over what text he wanted to produce, that being, 

the evaluative text. This signified decentralisation of control, where the theoretical logic 

of a competence model of education was evident. There is potential for the category of 

evaluative text to enhance description and understanding of Bernstein’s message system of 

evaluation (Bernstein, 1996, 2000).  

 

 The second finding is in relation to evaluative criteria. Organic literacy pedagogies 

allowed occasions for Russell to realise text in multiple ways. He externalised cognitive 

and linguistic knowledge and skills, in addition to affective and motivational competencies. 

Hence, evaluative criteria rested within a competence model of education, which was 

framed weakly, and accommodated a high measure of decentralised control. 

 

 The final finding revealed organic literacy pedagogy also permitted Russell to realise 

text in a singular way. Strong pedagogic control of Foundation Year (FY) English criteria 

limited Russell to externalising cognitive and linguistic knowledge to produce evaluative 

text. Therefore, evaluative criteria was firmly located within a performance model of 

education, which was strongly framed, and afforded a high degree of centralised control.  
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 Therefore, in answer to Research Question 3, analytic work revealed the organic 

literacy pedagogical approach LAUNCH is framed predominately by a competence 

pedagogic model of education, with some instances of a performance model of 

education.  
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CHAPTER SEVEN 
LAUNCH-ing Pedagogic Action for Text 

Production 
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7.1 CHAPTER INTRODUCTION 

 Chapter 5 and Chapter 6 documented analytic findings in relation to my study’s 

research questions within the theoretical framework of Bernstein’s sociological theories of 

curriculum, pedagogy, and evaluation (Bernstein, 1996, 2000). The research questions as 

they related to Scotty’s and Russell’s text production provided the organisational structure 

for analysis chapters. Chapter 5 and Chapter 6 showed that Miss Walton’s and Mrs Silver’s 

pedagogic actions had a mix of both visible and invisible pedagogies. There were implicit 

and explicit pedagogic moments in relation to curriculum decisions, educator-learner 

hierarchies, and pedagogical choices over text production resources, pace, and space. A mix 

of carefully crafted pedagogic actions permitted Scotty and Russell to produce text using 

modes including spoken, written language or visual images, interfaced with oral, visual, and 

audio modes (Jewitt, 2008; Kalantzis & Cope, 2000, 2012; Kress & Jewitt, 2003; Kress & 

van Leeuwen, 2001; New London Group, 1996). Choices around text production modes 

allowed Scotty and Russell to externalise their competencies. The ontological consequence 

of findings presented in Chapter 5 and Chapter 6 is pedagogic philosophies of ways in which 

carefully crafted organic literacy pedagogies stimulate learners’ text production and new 

understandings of discovery of text production beings.  

 

 Drawing on Bernstein’s sociology of curriculum, pedagogy, and evaluation (1996, 

2000), the aim of Chapter 7 is to deliberate about curriculum decisions, educator-learner 

hierarchies, and pedagogical choices pertinent to young learners’ text production during the 

collaborative venture LAUNCH. This is important given that in current times what it means 

to produce text surrounds and pervades learners’ identities as text producers. As noted in the 

Literature Review (see Chapter 2 Section 2.5), the positioning of the Early Years of 

Australian formal schooling as scholarly-academic literacies has placed into effect a 

narrowing of pedagogic work and a primacy of taught, observed, and quantified knowledge 
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(Breathnach, O’Gorman, & Danby, 2016; Grant, Danby, Thorpe, & Theobald, 2016; Hardy, 

2013; Jay & Knaus, 2018; Klenowski, 2010; Luke & Woods, 2008). To add to such research, 

it is important to explore innovative literacy pedagogical approaches as potential for acting 

pedagogically to produce text. This is significant in the current terrain of Australian Early 

Years education as Early Years educators are enactors of the Australian Curriculum and 

selectors and designers of literacy learning through the production of text. 

 

7.2 THEORISING ON TEXT PRODUCTION IN CURRENT TIMES 

 At a time when Australian government reforms are reducing Early Years learners to 

quantitative data predominately for public accountability, notions of teaching of literacy are 

largely driven by performativity (Jay & Knaus, 2018; Klenowski, 2010; Yelland, 2018). 

Channels such as mandated English knowledge, skills, and understanding and national 

literacy high-stakes testing have contributed to performativity pressure even in the earliest 

years of formal schooling. This presents problems when educators feel compelled to narrow 

the teaching of literacy in order to cover mandated content and achieve outcomes (Kim, 

2018; Grant, Danby, Thorpe & Theobald, 2016). For some educators, literacy instruction in 

the way of worksheets from commercial phonics programs, sight words flashcards, and 

prescriptive writing workbooks have become the go-to pedagogic practice and have quickly 

developed into a standard conception of literacy practice (Jay & Knaus, 2018). In so doing, 

the re-establishment of literacy, dominated by paper-based print, is subtly gaining strength 

(Baroutsis & Woods, 2019; Brandt, 2015; Yelland, 2018).  

 

 However, this subtle change in thinking about literacy is about more than literacy as 

a linguistic way of knowing and communicating, but rather a change in the production 

aspects of literacy. While digital communication technologies have been at the forefront of 
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contemporary understandings of literacy (Kalantzis & Cope, 2012; Kucirkova, 2017b; 

Kucirkova & Falloon, 2017; Yelland, 2018), there has been a thinly veiled shift according 

to Baroutsis and Woods (2019), which has been largely has been ignored, that being, the re-

growth of paper-based text production. Paper-based text matter in Australian schools, and in 

various nation states throughout the world, because of their job in externalising knowledge, 

skills, and processes across discipline-based learning areas. In Australia, standardised 

measures of writing such as the National Assessment Program - Literacy and Numeracy 

(NAPLAN) provide insight into performance attainment of writing knowledge, skills, and 

processes (ACARA, 2016). This heightens the impact of learners engaging with, and 

learning to, produce paper-based texts in the Early Years of formal schooling. 

 

 Therefore, it can be theorised that literacy has shifted to a seemingly stronger focus 

on the productive aspects of literacy, specifically paper-based text production. In light of 

this, my study is timely, as it offers school administrators, educators and Early Years policy 

makers insight into pedagogic actions that permit learners to use “multiplicity of 

communication channels” as producers of text (Kalantzis & Cope, 2000, p. 5). Additionally, 

my study brings to the fore how these pedagogic actions have realised learners’ 

externalisation of competencies and capabilities in their texts. In the remaining chapter, I 

unpack thinking around these ideas and afford theoretical discussion of their enactment 

during the organic literacy pedagogical approach LAUNCH. Theorisations will align with 

Bernstein’s three inter-related message systems of curriculum, pedagogy, and evaluation, 

the theoretical framework of my study, as tendered in Chapter 3 Sections 3.4, 3.5, 3.6, and 

3.7 (Bernstein, 1996, 2000). In sum, I am interested in contemporary text production and the 

epistemological and ontological potentials of the organic literacy pedagogical approach 

LAUNCH on young learners as producers of text in the Early Years of formal schooling in 

Australia. 
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7.3 KNOWLEDGE PLURALITY AND TEXT PRODUCTION 

 Bernstein’s theoretical work of the message system of curriculum guides thinking 

around the fundamental question of what counts as legitimate knowledge in the organic 

literacy pedagogical approach LAUNCH (Bernstein, 1975a). From analytic work, it 

emerged that LAUNCH showed partiality towards hybrid forms of knowledge, or 

knowledge plurality. This knowledge came into being irrespective of the Australian 

Curriculum’s (AC) ideological and organisational emphasis on discipline-based learning 

(ACARA, 2019a). It is Australia’s national curriculum, with its eight set Foundation Year 

(FY) learning areas, that is the organising mechanism for framing and classifying knowledge 

(Ivinson & Duveen, 2005). Having said this, through LAUNCH’s partiality for knowledge 

plurality, LAUNCH does bring out the best in the Critical and Creative Thinking capability 

of the Australian Curriculum, Age-appropriate pedagogies (AaP), and the Early Years 

Learning Framework (EYLF) (see Chapter 2 Section 2.2 and Chapter 4 Section 4.4). In my 

study, I critically examined Scotty’s and Russell’s construction of knowledge for their text 

as it was made accessible by Miss Walton’s and Mrs Silver’s carefully crafted pedagogic 

actions. This included Scotty’s and Russell’s construction of knowledge via embodied 

experiences in text production pace, space, and resources. The most striking feature of 

knowledge construction was a dominance of knowledge plurality. 

 

 Sarakinioti, Tsatsaroni, and Stamelos (2016) state that Bernsteinian studies around 

knowledge construction should draw attention to knowledge structure. In my study, findings 

revealed that Miss Walton’s and Mrs Silver’s pedagogy typically permitted the dislocation 

of knowledge from singulars to a restructuring of knowledge to be regional (Bernstein, 1990; 

Geirsdottir, 2011; Sarakinioti, Tsatsaroni, & Stamelos, 2016; Stavrou, 2009; Vorster, 2011). 

Weak hierarchies steered a weakening of classification strength, and a regionalisation of 

knowledge from strongly classified singulars of Foundation Year (FY) learning areas. In 
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such event, this regionalised, or more unified type of knowledge, disrupted and diminished 

FY singulars’ “strong autonomous, self-sealing and narcissistic” identities (Bernstein, 2000, 

p. 55). As proclaimed by Vorster (2011), this contestation of knowledge identity represents 

“movement” (p. 110), which in my study, such movement permitted new knowledge in the 

way of the official knowledge from the Australia’s national curriculum, and everyday 

knowledge from individuals within home and community contexts, to enter the activity of 

text production.  

 

 Of significance, to permit knowledge that was unified and integrated, Miss Walton 

and Mrs Silver shied away from strongly classified discipline-based singulars of FY learning 

areas. Weak pedagogic hierarchies “blurred” boundaries, and reduced insulation between 

singulars, making knowledge less distinct from one another (Bernstein, 1975a, p. 88). In 

such as case, there is potential to “break or weaken existing monopolies”, which in the 

context of my study, are the strongly classified FY learning areas (Bernstein, 1975a, p. 97). 

Therefore, Miss Walton’s and Mrs Silver’s pedagogic actions generated a contestation of 

power amid knowledge identities, resulting in acceptance of knowledge kept together by a 

“relational idea” (Bernstein 2000, p. 53). In light of this, Lim (2016) asks how, if at all, do 

learners develop new knowledge in the absence of pedagogic actions, which provide chances 

to meet new knowledge? Underpinning their pedagogic actions was their pedagogic identity, 

or their “moral disposition, motivation and aspiration, embedded in....performances and 

practices” (Bernstein, 2000, p. 65). Miss Walton and Mrs Silver mobilised knowledge 

structures and relative weak pedagogic hierarchies to permit responsive decisions according 

to what sorts of knowledge young learners required during LAUNCH happenings to perform 

as producers of text. By so doing, is potential for what Stavrou (2016) describes as 

“circulation” of knowledge between Miss Walton and Mrs Silver and Scotty and Russell to 

enable new knowledge for text production (p. 130). 
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 Moreover, LAUNCH happenings were typical of knowledge plurality. There was 

plurality with regionalised knowledge, which is reflective of the epistemological and 

ontological assumptions of LAUNCH (see Chapter 1 Sections 1.5 and 1.6). Pedagogic 

actions enabled knowledge plurality, which in turn offered potential for the construction of 

new knowledge by means of recontextualisation. To be recontextualised, Bernstein (1996, 

2000) suggests that new knowledge should shift from an original context and become 

decontextualized from that context. During LAUNCH happenings, singulars, or FY learning 

areas of Australia’s national curriculum shifted and became recontextualised into regions 

(Vorster, 2011, p. 110). Knowledge plurality was an important recontextualising practice. 

As such, content boundaries, power relations, and knowledge structures shaped new 

identities, and therefore offered new potentials for integrated knowledge development 

(Geirsdóttir, 2011; Vorster, 2011).  

 

 The result of knowledge recontextualisation was power being circulated and 

transmitted during the enactment of the pedagogical approach LAUNCH. This was highly 

dependent upon the relative weak strength of classification. For example, in the written 

description of the Scotty and Russell cases (see Chapter 5 Section 5.7 and Chapter 6 Section 

6.7), power easily circulated during the first two phases of LAUNCH, while within the 

strongly classified final stage of LAUNCH, this was less possible. For the most part, 

LAUNCH’s knowledge base involved a starting point of an assemblage of “pure” and 

“applied” FY learning areas such as English, Science, and Mathematics, but through Miss 

Walton’s and Mrs Silver’s pedagogic actions, recontextualised through workings provided 

by each other (Wheelahan, 2011, p. 127). This process was dependent on what young 

learners required to construct knowledge to produce text in different ways, and in different 

forms. Wheelahan (2011) cautions that knowledge recontextualisation is context-specific, 

and therefore may not be easily transferrable in other fields of pedagogic practice. At this 
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point, I remind the reader of this dissertation that it is not my intention to generalise findings 

beyond the Preparatory classroom under study (see Chapter 1 Section 1.7). However, 

numerous processes of recontextualisation aid understanding of the potential circulation of 

content knowledge as young learners produce text. The epistemological consequence of this 

is understandings of the manner in which knowledge is constructed via interactions such as 

asking questions, participating in conversations, and reflecting upon responses. 

Ontologically speaking, such interactions permit occasions for young learners to express 

their interests and inherent strengths, extend knowledge and skills, and celebrate 

achievements as producers of text. 

 

7.4 PEDAGOGIC ACTIONS AND TEXT PRODUCTION 

 Bernstein’s theoretical work of the message system of pedagogy guides thinking 

around the fundamental question of “what counts as a valid transmission of knowledge 

(Bernstein, 1975a, p. 85). Analytic work in Chapter 5 (see Section 5.8) and Chapter 6 (see 

Section 6.8) described and analysed Scotty’s and Russell’s production of text during the 

organic literacy pedagogical approach LAUNCH. In directing attention to Miss Walton’s 

and Mrs Silver’s pedagogic actions five analytic categories of hierarchical relationship, 

selection and sequencing, pacing, space, and resources revealed differences in apparent 

control over “what may be transmitted and what may not be transmitted” (Bernstein, 1975a, 

p. 88). These five analytic categories indicated that a carefully crafted mix of visible and 

invisible pedagogies stimulated text production. For example, there were happenings where 

visible pedagogy was explicit in accepting the role of commanding a “position of authority” 

(Bernstein, 1999, p. 259). Here, Miss Walton and Mrs Silver chose what Scotty and Russell 

were able to do in the text production process. There were also happenings where invisible 

pedagogy masked Miss Walton’s and Mrs Silver’s authority. In these instances, text 
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production was more flexible as boundaries were broadened permitting Scotty and Russell 

more apparent control of productive aspects of text. Epistemologically speaking, visible and 

invisible pedagogies supported Scotty’s and Russell’s production of knowledge in diverse 

ways and diverse text forms. Ontologically, this allowed Scotty and Russell moments of 

ownership over text production being.  

 

  Irrespective of different forms of pedagogy, whether the focus on visible (explicit) 

or invisible (implicit), Bernstein (1975a, 2000) contends that movement does exist amid 

distinct forms of pedagogies. This is evident in Bernstein’s view of pedagogy, specifically 

the emphasis that is placed on either the educator’s or learner’s apparent control of the 

learning context. Bernstein (1999) states: 
 

 

 

 

 

 Pedagogy is a sustained process whereby somebody(s) [emphasis added] 
 acquires new forms or develops existing forms of conduct, knowledge, 
 practice and criteria, from somebody(s) or something deemed to be an 
 appropriate provider and evaluator. (p. 259)   

 

 

 

 

 

 

 

From this, seemingly a change of apparent control is indicative of the shift from visible to 

invisible pedagogies, and vice versa. Bernstein’s point is that movement exists in relation to 

“what counts as having knowledge and in what counts as a legitimate realization of that 

knowledge” (Bernstein, 1975a, p.134). Movement between visible and invisible pedagogies 

is currently receiving attention in the Bernsteinian scholarly literature. Kervin, Turbill, and 

Harden-Thew (2017), like Doyle (2011), Exley, Kervin, and Mantei (2016), Exley and 

Richard-Bossez (2013) and Sanders-Smith (2015), have researched and reported the 

potential of carefully crafted pedagogic movement in various learning contexts. 

 

 Luke, Freebody, Shun, and Gopinathan (2005), Cazden (2006), and Kwek (2012) 

used the metaphorical term pedagogic weaving to describe the movements that exist between 
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visible and invisible pedagogies. Since then, researchers have continued with this term 

(Doyle, 2011; Exley, Kervin, & Mantei, 2016; Exley & Luke, 2010; Exley & Richard-

Bossez, 2013). Although it is clear Luke, Freebody, Shun, and Gopinathan (2005) and fellow 

researchers have firmly set the theoretical base for pedagogic weaving, the term seemingly 

does not do enough to catch the rich, pedagogic fabric of teaching and learning. As explained 

in Chapter 3 Section 3.6, a weave structure denotes a basic interlacing pattern. The 

significant point here is that the weave structure, irrespective of the weave’s simplicity or 

complexity, involves consistent, patterned movement. As revealed in Chapter 5 (see Section 

5.8) and Chapter 6 (see Chapter 6.8) of my study, the analytic categories revealed that 

movement amid opposing forms of pedagogies was far from patterned. 

 

 In light of this, my study contributes to theorisations surrounding a pedagogic mix 

of visible and invisible practices surrounding the language of theoretical description. As 

disclosed in Chapter 3 Section 3.6, I offer the metaphorical phrase crossing the pedagogic 

midline to build upon Luke, Freebody, Shun, and Gopinathan’s (2005) term pedagogic 

weaving to describe and understand movement between visible and invisible pedagogy. To 

briefly review, in the case of visible pedagogy, the focus was upon strong framing where 

Miss Walton and Mrs Silver had explicit control over pedagogical opportunities such as 

hierarchical relationships, selection and sequencing, pace, space, and resources. This form 

of pedagogy sat on one side of the pedagogic midline (see Chapter 3 Section 3.6 Figure 3.2). 

As Miss Walton and Mrs Silver’s control weakened, there was a crossing of the pedagogic 

midline. Framing became weak, and there were elements of pedagogy, which were invisible. 

This type of pedagogy sat on the other side of the midline. A crisscrossing of the pedagogic 

midline signalled a change in strength of frame. In other words, when control becomes 

indistinct (weak, implicit, invisible) or distinct (strong, explicit, visible) there was movement 

toward, and then across the pedagogic midline. The significance of the language of crossing 
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the pedagogic midline is that it is indicative of the varying needs of young learners at 

particular moments in time. 

 

 When reviewing the five analytic overviews of framing strength for the analytic 

categories of hierarchical relationships, selection and sequencing, pace, space, and resources 

(see Chapter 5 Section 5.8 and Chapter 6 Section 6.8), it is clear that there was no patterned 

crisscrossing between visible and invisible pedagogic actions. There was, however, 

unpatterned movement between, and within, strongly framed (F++, F+) visible and weakly 

framed (F--, F-) invisible pedagogies. It must be noted that such movement does not mean 

that Miss Walton’s and Mrs Silver’s pedagogic actions were unsteady, and without skillful 

intention. On the contrary, a carefully crafted pedagogic mix of visible and invisible 

practices permitted Scotty and Russell varying degrees of control. Without such carefully 

crafted pedagogic movement, Scotty’s and Russell’s text production needs might not have 

been met. Therefore, my study is interested in bringing emphasis to description of 

pedagogical richness of what highly skilled educators do during organic literacy pedagogies 

to stimulate text production. The ontological consequence is understandings of the enabling 

of text production and insights of discovery of text production being. 

 

7.5 EVALUATION AND TEXT PRODUCTION 

 Bernstein’s theoretical work of the message system of evaluation guides thinking 

around the fundamental question of “what counts as a valid realization of knowledge on the 

part of the taught” (Bernstein, 1975a, p. 85). From this, Bernstein (1975a) attaches 

importance to underlying pedagogic practices that actualise a performance or competence 

orientation towards evaluation. As defined in Chapter 3 Section 3.7, a performance model 

supports strongly classified content knowledge and strongly framed, visible pedagogic 
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practice (Bernstein, 2000). It brings emphasis to the specific output or product of the 

acquirer. On the contrary, a competence model is characteristic of weakly classified content 

knowledge and weakly framed invisible pedagogic practice. The emphasis is upon the 

realisation of cognitive, linguistic, social, and affective competences that acquirers retain 

(Bernstein, 2000, p. 96). In my study, for the most part, evaluation rested within a 

competence model of education, which was weakly framed, and obliged a high measure of 

decentralised control. Bernstein (2000) theorises that pedagogic practices orientated towards 

performance or competence realisation of evaluation can “generate covert and overt forms 

and contents of evaluation” (Bernstein, 1975a, p. 132). 

  

 In my study, the framing of evaluation linked with the pedagogic instructions and 

guidance Miss Walton and Mrs Silver gave to Scotty and Russell about what was expected 

and acceptable when producing text. Specifically, the analytic category of evaluative criteria 

was used to define text production knowledge, skills, and processes. For instance, when Miss 

Walton did not reveal expectations pertaining to externally defined knowledge, skills, and 

processes surrounding the creation of Scotty’s designed solution to propel the surfboard, 

Scotty had apparent control of evaluative criteria, or performance expectations. In other 

words, Scotty was not “made aware of how to recognise and realise the legitimate text” 

(Bernstein, 2000, p. 47). Alternatively, Scotty had reduced control when it was clear that 

specialised knowledge, skills, and processes were absent from his designed solution.  

 

 Although it is clear Bernstein (1975a, 2000) has set the theoretical ground for the 

manner in which educators implicitly or explicitly might make learners “aware of how to 

recognise and realise the legitimate text” (2000, p. 47) the analytic category of evaluative 

criteria is not suitably descriptive of the pedagogic practices actualising Scotty’s and 

Russell’s choice of text. This category falls short of providing opportunity for pedagogic 
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practices to describe whatever text is chosen by Scotty and Russell to be evaluated. This 

became clear in analytic work revealed in Chapter 5 (see Section 5.9). Specifically, invisible 

pedagogies with weak boundaries and weak framing permitted Scotty to choose a text to 

produce, but then abandoned it, and select another text. Not satisfied, Scotty for a second 

time abandoned the text and returned to the original text. This backward and forward 

movement around text choice prompted me to question if Bernstein’s theorisation of 

evaluation was descriptive of much of the evaluative work ensuing during LAUNCH. 

 

 My study offers an additional category of analysis, that being, evaluative text to 

describe and understand the realisation of what text is to be evaluated. Of significance, at 

the time of preparing this dissertation, the analytic category of evaluative text does not exist 

in the Bernsteinian literature. It is my view that a new category would potentially offer a 

developed description of Bernstein’s competence and performance pedagogic models and 

offer researchers a way of conceptualising potential for expanding theoretical knowledge of 

evaluation. In my study, the category of analysis of evaluative text provided an opportunity 

for Miss Walton and Mrs Silver to implicitly or explicitly acknowledge Scotty’s and 

Russell’s choice/s of text. Evaluative text, then, has as its goal supporting the externalisation 

of learners’ cognitive and linguistic abilities as well as affective and social competences 

(Bernstein, 2000). That is, this additional category of analysis seeks to externalise learners’ 

competences via multimodality and the non-privileging of text modes, whether it was 

written, spoken, or visual. To aid recall, I re-offer exemplars of evaluative texts Scotty chose 

to produce (see Figures 5.3, 5.8, and 5.13 below). The pluralistic view of text validates 

Bernstein’s view of text, which is “anything, which attracts evaluation” (Bernstein, 2000, 

xiv). Moreover, it cements a competence pedagogic model, which observes what is present 

within a weakly framed, decentralised control of text/s. The theoretical logic of evaluative 

texts was driven by Miss Walton’s and/or Mrs Silver’s mostly implicit practices. 
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7.6 CHAPTER SUMMARY 

Chapter 7 has brought emphasis to theoretical considerations about curriculum 

decisions, educator-learner hierarchies, and pedagogical choices that effect learners text 

production.  In Section 7.2, I theorised that early years literacy has shifted to a seemingly 

stronger focus on the productive dimensions of literacy, specifically paper-based text 

production. Then, Bernstein’s message system of curriculum helped ground thinking 

around what counted as knowledge during the collaborative venture LAUNCH in Section 

7.3 (Bernstein, 1975a). From analytic work, it emerged that LAUNCH showed partiality 

towards hybrid forms of knowledge, or knowledge plurality. In Section 7.4, I contributed to 

pedagogy through theorisations surrounding a pedagogic mix of visible and invisible 

practices. Five analytic categories indicated that a carefully crafted mix of visible and 

invisible pedagogies stimulated text production. Additionally, I retold the reader of this 

dissertation that the metaphorical term crossing the pedagogic midline, previously 

introduced in Chapter 3 Section 3.6, better described movement between visible and 

invisible pedagogies. Finally, in Section 7.5 I stated that in my study evaluation rested 

within a competence model of education, which was weakly framed, and obliged a high 

measure of decentralised control. Furthermore, I discussed the potential of an additional of 

analysis, that being evaluative text, to between describe and understand Bernstein’s message 

system of evaluation. 
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8.1 CHAPTER INTRODUCTION 

 My study explored the theoretical and practical orientation of the organic literacy 

pedagogical approach LAUNCH. Basil Bernstein’s sociologies of curriculum, pedagogy, 

and evaluation provided the theoretical framework of my study (Bernstein, 1996, 2000). 

The research questions guiding the exploration of LAUNCH sought to understand: 

 

 
 

Bernstein’s theoretical concepts of classification and framing informed the analytic view of 

the study. Classification conceptualised relations of power, while framing conceptualised 

relations of control in the course of transmission and acquisition of knowledge. The visual 

vocabulary red, blue, and green featured throughout this dissertation to represent Bernstein’s 

three message systems of curriculum, pedagogy, and evaluation, and by so doing, kept 

alignment between research questions and theory in synchrony.  

 

 In this final chapter, I present contributions my study makes to theoretical knowledge 

and Early Years education, specifically Preparatory classroom-based practice. I emphasise 

six central understandings developed consequently of my study and exploration of the 

organic literacy pedagogical approach LAUNCH. The understandings are: 

 

 

 

 

• theoretical insights that have emerged from the analytic findings; 
• contributions to research design; 
• contributions to methods of analysis; 
• practical insights that have emerged from the analytic findings; 
• limitations of my study; and 
• directions for future research. 

 
 
 
 

What content knowledges are 
included in organic literacy 
pedagogies to stimulate text 

production for young 
learners? 

Which literacy knowledges 
and skills, framed by 

competence and performance 
models, are evaluated during 
organic literacy pedagogies 

for young learners? 

 
 
 
 
 
 

How are organic literacy 
pedagogies, framed by visible 

and invisible pedagogies, 
enacted for young learners? 
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8.2 THEORETICAL CONTRIBUTIONS 

 This dissertation is an important, timely contribution to Early Years education, as it 

documents coeducator’s pedagogic practices to stimulate young learners’ text production 

within the current tensions of early academics, and its effect upon Early Years curriculum, 

pedagogy, and evaluation. It provides new insights into how organic-ness stimulates young 

learners’ production of text. However, it goes beyond thinking about text production as 

creating pedagogies to teach young learners how to write. My study brings emphasis to the 

importance of digitalisation and multimodality for text production. In order to rethink text 

production, it was essential to regard the fourteen Preparatory learners, their educator Miss 

Walton, and me, as Mrs Silver, in the capacity of coeducator and researcher as central 

components in the pedagogic actions that would form the practice of producing text in the 

Preparatory classroom. Two Preparatory learners provided data for the two cases presented 

in this dissertation. My study demonstrated the nature of text production experience, that is, 

the power and control exhibited by all research participants, and the complex multimodal 

text experiences brought to the literacy practice of text production.  

 

 The theoretical framework allowed examination into the way in which curriculum 

decisions, educator-learner hierarchies, and pedagogical choices surrounds and pervades 

young learners’ identities as text producers (see Chapter 7). Findings presented in Chapter 5 

and Chapter 6 suggest weak hierarchies steered a weakening of classification strength, and 

a regionalisation of discipline-based knowledge from strongly classified singulars. In effect, 

the regionalised, more unified knowledge, brought together Foundation Year (FY) learning 

areas of the Australian Curriculum (AC). Despite the ideological and structural organisation 

of discipline-based AC FY singulars and the re-emergence of paper-based text production 

(see Chapter 2 Section 2.5), coeducators were able to carefully craft visible and invisible 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 317 

pedagogies. These oppositional pedagogical stances revealed themselves through a 

crisscrossing back and forth over the pedagogic midline (see Chapter 3 Section 3.6).   

 

Coeducators therefore demonstrated different pedagogic actions that resisted and 

reconstructed new conceptualised relations of control. By so doing, Scotty and Russell were 

able to use multiple modes including spoken, written language or visual images, interfaced 

with oral, visual, and audio meaning to produce text (Jewitt, 2013; Kalantzis & Cope, 2000, 

2012). Such choice permitted opportunities for Scotty and Russell to externalise their 

different competencies and capabilities. Hence, my study showed the nature of text 

production via Scotty’s and Russell’s apparent power and control and the complex text 

experiences brought to the literacy practice of text production. This is important given that 

the current early academics phenomenon in the Early Years of Australian schooling, as 

introduced in Chapter 2 Section 2.2, advocates fixed knowledge through academic 

achievement outcomes. In sum, at a theoretical level, my study has made the following 

contributions: 

 

1. Provided empirical evidence regarding the enactment of organic literacy 

pedagogies in a Preparatory classroom-based context through Bernstein’s 

sociological theories of curriculum, pedagogy, and evaluation (1996, 2000); 

2. Developed theorisations surrounding a carefully crafted pedagogic mix of 

visible and invisible practices. I offered the theoretical concept of crossing the 

pedagogic midline, as an alternative term to the term pedagogic weaving 

(Cazden, 2006; Kwek, 2012; Luke, Freebody, Shun, & Gopinathan, 2005). 

Crossing the pedagogic midline is a more suitable means of theorising non-

patterned mixing of visible and invisible pedagogical stances; 

3. Recognised the complex knowledge base young learners need of shifting kinds 

and levels of knowledge that is required for text production; 

4. Provided theoretical insight into the ontological consequence of a pedagogic 
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mix of visible and invisible practices. It was theorised that carefully crafted 

pedagogic mixing permitted apparent learner ownership of text production 

possibilities, which led to the discovery of text production being; and 

5. Extended Bernstein’s theorisation of evaluation. I tendered evidence of an 

additional category of analysis, evaluative text. This is recognition of the 

complexity and capacity of choice of evaluative text by young learners. 

 

8.3 CONTRIBUTIONS TO RESEARCH DESIGN  

 Three contributions to research design have been made by the research study. First, 

my study is an investigation of organic literacy pedagogies to stimulate text production in 

an Early Years classroom context. As noted in Chapter 4 (see Section 4.3), at the time this 

study began, there was a lack of design-based research (DBR) specifically around organic 

literacy pedagogies and text production. While more DBR studies have emerged, there has 

been a continued focus on design-based pedagogies related to technological interventions 

(Baroutsis & Woods, 2019; Kucirkova, Messer, & Sheehy, 2017; Tippett & Milford, 2017). 

These studies focus on designing pedagogies for the utilisation of apps on tablet applications 

such as iPads. My DBR study adds to empirical research pertaining to pedagogies across 

discipline-based learning areas, as opposed to a single learning area. 

 

 Second, DBR studies of the Early Years, specifically Preparatory, are noticeably 

outnumbered by research set in Primary, Secondary, and Tertiary educational contexts (see 

Chapter 4 Section 4.3). Preparatory studies can shed light on design-based pedagogy that 

disrupts a standardising pedagogical experience. My study adds to this area of focus given 

the tensions of early academics in the Early Years. It affords a reconceptualisation of 

learners’ text production being and frees the ontological spirit of possibility within strongly 

classified Foundation Year (FY) learning areas of the Australian Curriculum (AC). Third, 
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my study is symbolic of how DBR can work with other research designs such as case study. 

As explained in Chapter 4 Section 4.2, my study employed DBR to explore the enactment 

of the organic literacy pedagogical approach LAUNCH in a case study of a Preparatory 

classroom. Qualitative data generation methods mobilised knowledge about the bounded 

case. Thus, the research design involving paired methodologies enabled the observation of 

“something in its completeness” (Thomas, 2011, p. 23), which resulted in a “greater 

understanding of a learning ecology” (Cobb et. al, 2003, p. 9). 

 

8.4 CONTRIBUTION TO ANALYTIC METHODOLOGY  

 Four contributions to analytic methods have been made by my research study. First, 

Bernstein’s analytic tools of classification and framing enabled exploration of the organic 

literacy pedagogical approach LAUNCH. Classification and framing tools enabled me to 

observe, engage with, and make meaning of underlying knowledge structures, educator-

learner hierarchies, and evaluative directions for theorisations of LAUNCH, and its impact 

on young learners as text producers. Second, at the time of my study, Bernsteinian 

researchers were displaying analytic work on single continuums for distinct analytic 

categories. My study adds to analytic methodology by presenting classification and framing 

strengths on multiple continuums across multiple LAUNCH happenings. By doing this, 

analytic work visually exposed theoretical conceptualisations of power and/or control 

during, and across the phases of LAUNCH (see Chapter 5 Sections 5.7, 5.8, and 5.9 and 

Chapter 6 Sections 6.7, 6.8, and 6.9).  

 

 My study’s third contribution to analytic methodology extends on from the second. 

Relative indicators of framing strength positioned on multiple continuums across multiple 

LAUNCH happenings permitted the theorisation of movement toward, and then across a 
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pedagogic midline (see Chapter 3 Section 3.6). This perspective made apparent a back and 

forth movement. This permitted theoretical description of movement between, and within, 

visible and invisible pedagogies (see Chapter 5 Section 5.8 and Chapter 6 Section 6.8). 

Finally, Bernstein’s analytic tool of framing revealed strong potential for an additional 

category of analysis to describe and analyse the message system of evaluation. In Chapter 5 

(see Section 5.9) and Chapter 6 (see Section 6.9), the analytic category of evaluative text 

captured learners’ apparent control over what kind of text, and at times, the number of texts, 

they wanted to produce. My study leads in this potential new area of analytic focus. 

 

8.5 IMPLICATIONS FOR EARLY YEARS PRACTICE 

 As mentioned in Section 8.2 of this final chapter, this dissertation makes an important 

contribution to the Early Years of formal schooling. It made Ashton-Warner’s organic 

approach, as introduced in Chapter 2 Section 2.3, empirically transparent and provided 

insight into organic-ness, and how organic literacy pedagogies stimulated learners’ 

production of text in a Preparatory classroom. The organic pedagogical approach LAUNCH 

honoured what was already within young learners, that being their interests and capabilities, 

in preference to imposing upon from the outside. It provided opportunities for learners to 

exteriorise their competences via multimodality and the non-privileging of text modes. This 

was done via the “artistry” of coeducators through a carefully crafted mix of visible and 

invisible pedagogies (Ashton-Warner, 1963, p. 90). Learners’ text production pathways were 

yet to be forged; the moments of implicitness and explicitness are what made LAUNCH a 

pedagogical journey of text production discovery. This is important given the current 

tensions of an early academics phenomenon and its effect on curriculum, pedagogy, and 

evaluation in the Early Years of Australian schooling.  
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Children’s literature provided much of the practical guidance for developing young 

learners’ awareness of the organic literacy pedagogical approach LAUNCH and its 

principles, as shown below. Such literature instilled central language and ideas surrounding 

thoughts, creativity, collaboration, and failure, and most importantly, fostered a firm belief 

in young learners as creative directors, independent thinkers, and innovators of text. 

 
     
 
 
 

   L What Do You Do with an Idea? (Yamada, 2014) 
 
 
 
 
 
 

   A Rosie Revere, Engineer (Beaty, 2013) 
 
 
 
 
 
 
 
 
 
 

   U The Dot (Reynolds, 2003), Ish (Reynolds, 2004)  
    and Sky Color (Reynolds, 2012) 
 
 
   N  The Most Magnificent Thing (Spires, 2017), If I  
    Never Forever Endeavor (Meade, 2011) and The  
    Book of Mistakes (Luyken, 2017) 
 
   C Beautiful Hands (Otoshi & Baumgarten, 2015) 
 
 
 
 
 
 

   H The Cow Tripped over the Moon (Wilson, 2015) 
 

  

 

 

 

Of significance, I have previously stated that LAUNCH should not be viewed as a 

prescribed way for Early Years educators to inspire text production (see Chapter 1 Section 

1.6). Ashton-Warner called prescribed or imposed learning as “inorganic” and avowed that 

this type of learning was an “interruption in the natural expression of life” and a pedagogic 

“offence” (1963, p. 33). Educators seeking to enact LAUNCH should carefully consider their 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 322 

context, and if necessary, explore adaptation and modification. For example, educators may 

choose to add books. Kobi Yamada has a collection of books that align with LAUNCH 

themes such as problems, mistakes, and failure: What Do You Do With A Problem (Yamada, 

2016); What You Do Matters (Yamada, 2018); and What Do You Do With A Chance 

(Yamada, 2018). Moreover, educators working in diverse contexts might choose to 

incorporate diverse and inclusive books to reflect their classroom: Calvin Can’t Fly: The 

Story of a Bookworm Birdie (Berne, 2010) and The OK Book (2007). Finally, educators in 

higher year levels could choose book with a more sophisticated rule of LAUNCH themes: 

The Lost Thing (Tan, 2010) and George’s Marvelous Medicine (Dahl, 1981). My study, at a 

classroom-based level, has made the following contributions: 
 

 

 

 

 

 

 

1. Demonstrated organic literacy pedagogies as employed by the educator Miss 

Walton, and Mrs Silver; 

 

2. Provided Early Years educators with a shared language to communicate shared 

ideas and concepts about LAUNCH by using single words or phrases such as 

launch-ing;  

 

3. Provided Early Years educators with a beginning point to reimagine Google’s 

innovation principles; 

 

4. Introduced children’s literature as exemplars of practical sponsorship and 

guidance for developing learners’ mindfulness of LAUNCH principles; and 

 

5. Afforded opportunities for learners to give form to, and express customary, 

everyday text production such as drawing and writing, whilst introducing new, 

untried forms of producing text; 

6. Revealed the potential of crafting a mix of visible and invisible pedagogies; 
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7. Recognised that the Australian Curriculum ought to permit opportunities for 

learners to externalise cognitive, linguistic, and affective competencies and 

capabilities in text with greater flexibility; and 

 

8. Provided evidence to inform professional development for Early Years 

educators regarding organic literacy pedagogies. 

 

8.6 LIMITATIONS OF THE STUDY 

 It is important to acknowledge that my study had limitations. The participants in the 

study were fourteen Preparatory learners, their educator Miss Walton and Mrs Silver, in the 

capacity of coeducator and researcher. Of the fourteen, only two learners provided data for 

two cases in one bounded context (see Chapter 5 and Chapter 6). With this, comes the 

acknowledgment that the case participants may not be representative of the remaining twelve 

Preparatory learners, but instead they simply speak for their own experience. Because of 

this, I do not offer the two cases to generalise findings beyond themselves. Whilst my study’s 

findings cannot be generalised across all Early Years classroom contexts, data affords 

exploration, integrating complexity and subjectivity of real-life Preparatory classroom 

experiences to better understand ways young learners approached and experienced the 

organic literacy pedagogical approach LAUNCH. Educators may be able to draw parallels 

and reflect on how their educational context currently works and consider how it might work 

enacting organic literacy pedagogies. 

 

 Methods of qualitative data methods can never capture all that is included and what 

is left out due to the socially constructed nature of data generation in the hustle and bustle of 

the real-life Preparatory classroom context. The data set of video and audio recordings, 

cogenerative dialogues, and multimodal artefacts aligned ontologically with the belief of 

multiple realities. As explained in Chapter 4 Section 4.5, as coeducator and researcher I 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 324 

acknowledge that I am not external to those realities, but part of them. I entered the 

Preparatory classroom to coeducate and to research and by doing so, I watched, listened, 

asked, and made meaning of curriculum decisions, educator-learner hierarchies, and 

pedagogical choices (see Chapter 4 Section 4.2). I accept that this may have affected data. 

By this admission, I recognise that the research is not going to be “clean”, “neutral”, or 

“objective” (Drake & Heath, 2011). Finally, my own researcher positionality influenced my 

interpretations of the data. I acknowledge the positionality brought to my study and the 

personal relationships through which my positionality had been cultivated (see Chapter 1 

Section 1.2 and Chapter 4 Section 4.8). I am candid about how my positionality may have 

influenced my research happenstances with young learners and their educator, my choices 

of research processes, and my interpretations of the data. However, as mentioned in Chapter 

4 Section 4.8, my transparency allows me to offer my findings in confidence that I have 

acknowledged, pondered over, and been explicit about my positionality and its influence on 

my study. 

 
 

8.7 POTENTIAL FUTURE DIRECTIONS 

 Findings presented in this dissertation open avenues for future research in the Early 

Years of formal schooling in nation states throughout the world. My study raises issues 

concerning the idea of organic literacy pedagogies and its effect on what it means for young 

learners to act as originators of literacy learning through the production of text via digital 

communication technologies and multimodal forms. Subsequent research questions could 

look at how this kind of text production might be enacted within discipline-based singulars 

of the Australian Curriculum (AC) in year levels other than Foundation Year (FY) (ACARA, 

2019a). It is my position that future research into organic literacy pedagogies and young 

learners’ text production could help Early Years education in the following areas: 
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1. Investigating ways to make space for organic literacy pedagogies, through the 

General Capability of Literacy, in future revisions and reconsiderations of the 

Australian Curriculum (AC). The AC General Capabilities show partiality 

toward inquiry-based, learner-centred practices (see Chapter 2 Section 2.2), 

and therefore organic-ness offers potential for educators to make pedagogic 

decisions involving Preparatory learners “listening to, reading, viewing, 

speaking, writing and creating oral, print, visual and digital texts.....for 

different purposes in a range of contexts” (ACARA, 2019a).  

 

2. Research into the enactment of organic literacy pedagogies to permit all 

learners, irrespective of year level or educational context, opportunities to 

realise text in multiple ways. As revealed in Chapter 5 and Chapter 6, choice 

of text production modes permitted Preparatory learners to externalise 

cognitive, linguistic, and affective competencies and capabilities.  

 

3. Exploring how organic literacy pedagogies might push the creative boundaries 

of Preparatory learners’ text production. The AC considers creativeness as a 

general capability necessary for 21st century producers of text (ACARA, 

2019a). Therefore, text production, incorporating digital and new technologies 

such as construction technology like drones, provides an exciting avenue for 

creativity to be developed.  

 

4. Studying theorisation and practice of crossing the pedagogic midline, or the 

pedagogical mix of visible and invisible practices that give rise to creating new 

texts, in different ways and in different forms.  

 
 

8.8 CONCLUSIONS 

 This research study focused on Preparatory learners’ text production experiences as 

a means to explore the potentials of the organic literacy pedagogical approach LAUNCH 

amid an early academic phenomenon in the Early Years of Australian schooling. The study 

contributes to the dearth of scholarly literature pertaining to organic pedagogies. It expands 

notions of organic-ness to include meaningful pedagogical endeavours distinguished by 
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mixing visible and invisible pedagogies. The findings add credibility to educators carefully 

crafting movement in and between these two pedagogies or crossing the pedagogic midline, 

a new term developed specifically for this study. The study’s findings show that by crossing 

the pedagogic midline educators can permit Preparatory learners’ instances of knowledge 

plurality and singular knowledge as a means of stimulating the multimodal nature of literacy 

by means of text production. Further, the study’s findings reveal that Preparatory learners’ 

realization of text can occur in single or multiple ways. This study differentiates itself from 

other studies in its analytic work of the organic literacy pedagogical approach LAUNCH. 

Preparatory learners’ choice/s of evaluative text caused an extension of Bernstein’s message 

system of evaluation through the add-on category of analysis, evaluative text. Additionally, 

relative indicators set between classificatory and framing extremes on strength continuums, 

specifically developed for this study, contributed to Bernstein’s work (2000) and supported 

the visual comprehension of analytic work presented in analytic chapters of this dissertation.  

 

In conclusion, the study’s findings showcase the possibilities of the organic literacy 

pedagogical approach LAUNCH framed by Bernstein’s sociological theories of curriculum, 

pedagogy, and evaluation (Bernstein, 1996, 2000). This dissertation asserts that a mixing of 

power-relations and control-processes will stimulate text production among young learners 

in the Early Years of formal schooling. As a result, the study’s findings should have practical 

and theoretical significance for educators, academics, researchers, and policy-makers who 

seek information about how an organic literacy pedagogy can be enacted within an early 

academics phenomenon. Perhaps most importantly, it offers those Early Years educators 

feeling uncertainty and tension about early academics filtering down into their Preparatory 

classrooms a representation of literacy learning via text production as creation, as opposed 

to learning as imposed, and a broader idea of the ontological possibilities of the Early Years 

of formal schooling in Australia and nation states throughout the world. 
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APPENDIX A 

Griffiths University Ethics Application Outline 

 
 
 
 

Project Title 

LAUNCH-ing an organic pedagogy to stimulate text production in the early years 

Brief Project Description 

A tension in early years contexts is the push down of discipline-based content that is far removed from an 
individualised, organic approach to literacy education and its connection to young learners’ interests, inherent 
strengths, and capabilities. There is paucity of global research literature exploring organic pedagogy (Goouch, 
2008, 2010), that is the methodologies and practices that develop from educators capitalising of opportunities 
to guide and support young learners to be imaginative, resourceful, inventive, world-making and inquisitive 
seekers of learning. The research findings will be significant, as it will generate new knowledge around the 
understanding of organic pedagogy, the affordances and challenges of organic pedagogy, and its place within 
an early years context. This will be of interest to early years policy makers and those who teach in early years 
contexts. The research proposal adopts design-based research (Brown, 1992; Barab & Squire, 2004; The 
Design-Based Research Collective, 2003) to investigate if, and how an organic pedagogy is enacted in an 
exploratory case study (Yin, 2014) of a Preparatory classroom to achieve the following aims: 
 

a. To document what knowledges and skills are included in an organic pedagogy for stimulating 
multimodal text production; 

b. To document which knowledges and skills are assessed during an organic pedagogy; 
c. To theorise how an organic literacy curriculum is enacted for young learners. 

The research proposal is significant, as it will generate new knowledge around the understanding of organic 
pedagogy, the affordances and challenges of organic pedagogy, and its place within an early years context. 
 

Qualification, Experience and Skill 

Deb Brosseuk is a PhD student and has recently completed her doctoral confirmation and EdD to PhD 
articulation. She has completed research support workshops and training including: 
a) Research Ethics, Integrity and Safety Training (REIS) - exploring and understanding important policies, 
requirements and codes of conduct relating to the modern research environment;                                                                                
b) Advance Information Research Skills (AIRS) – developing abilities to efficiently and effectively conduct 
advanced information search, retrieval, evaluation, management and usage, and to develop advanced 
academic skills essential for original research;                                                                               
c) Academic Language and Learning Service (ALLS) – attending workshops to develop academic writing 
“Writing Your Literature Review,” “Using Frameworks In Your Research” and “Writing Your Methodology 
Chapter;”                                                                  
d) Attended EdD Summer Schools (January 2016; 2017) and Winter Schools (June 2016). 

 
 
 
 
 
 
 

In 2012 and 2013, Deb participated in the “Teachers as Researchers” Project through Griffith University and 
Independent Schools Queensland (ISQ). This involved the understanding and application of action research 
principles. Deb has presented at the Australian Literacy Educators’ Association Annual Conferences and 
published articles in the ALEA journal Practical Literacy: the Early and Primary Years. 
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Professor Beryl Exley’s knowledge, skills, and research interests include the sociology of education, 
particularly in the Early Years, multimedia literacies, and the teaching of reading, writing and spelling. She 
has extensive undergraduate and postgraduate teaching experience and has supervised seven Higher 
Degree Research students to completion. Associate Professor Beryl Exley’s methodological rigor and 
research experience with the Early Years curriculum will be advantageous to this research study. 
 

Dr Michelle Neamann’s knowledge, skills, and research interests include digital literacy, and the development 
of emergent literacy practices in the Early Years. Dr Neamann’s research experience with touch screen 
technologies will be valuable to this research study. 
 

Deb has overall responsibility for liaising between the Supervisory team, and the research site. She will take 
responsibility for the production and collection of ethics forms, the presentation of information to parents, 
and the setting up and collecting of multimodal data. Principal Supervisor Professor Beryl Exley will provide 
the theoretical and practical guidance in categories of curriculum, pedagogy, and assessment, while 
Associate Supervisor Dr Michelle Neumann will provide theoretical and practical guidance in categories of 
digital literacy and touch technologies. 
 

Scope of Works 
 

 
Job 

 
Responsibility 

February & 
March 
2017 

April, May 
& June 
2017 

July, 
August & 

Sept. 
2017 

October, 
Nov. & 
Dec. 
2017 

Jan., Feb. 
& March 
2018 

April 
2018 & 
2019 

 
Ethics Approval 

 
Brosseuk 

 
✔ 

     

Data: 
a) Coteaching 

 
Brosseuk 

  
✔ 

    

 
(b) Cogen. Dial. 

Brosseuk   
✔ 

    

 
(c) SVR 

 
Brosseuk 

  
✔ 

    

 
(d) Refl. Journal 

 
Brosseuk 

  
✔ 

    

 
Analysis 

   
✔ 

 
✔ 

 
✔ 

 
✔ 

 

 
Thesis Writing 

 
Brosseuk 

    
 

  
✔ 

Publications and 
Conferences 

 
Brosseuk 

    
 

  
✔ 

 

Participants 

Participants in this research proposal are Preparatory learners from a P-12 independent, all-boys school 
located in Brisbane, and the researcher.  
1) Preparatory Learners 

a. 14 boys;                                                                                                                                    
b. Take part in inquiry-based, multimodal literacy sessions (3/4 per week, approximately 30/40mintues 

per session) – the sessions will be video and audio-recorded;                                                                                                            
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c. 2-4 learners will interact/talk/engage/discuss with the researcher during stimulated video recall 
sessions (2 per week, approximately 15 minutes per session) – the sessions will be audio-recorded. 

2) Preparatory Educator 
a. Coteach inquiry-based, multimodal literacy sessions (3/4 per week, approximately 30/40mintues per 

session) – the sessions will be video and audio-recorded; 
b. The Preparatory educator will interact/talk/support/guide/teach young learners while they partake in 

the inquiry-based literacy session. 
 

3) Researcher 
a. Coteach inquiry-based, multimodal literacy sessions (3/4 per week, approximately 30/40mintues per 

session) - the session will be video and audio-recorded; 
b. The researcher will interact/talk/support/guide/teach young learners while they partake in the 

inquiry-based literacy session; 
The researcher will seek young learners’ permission to photocopy/copy/record work samples from the 
session. 
 

 
Potential Benefits and Risks 

There are potential benefits for all research participants in this research proposal: 
1) Preparatory Learners 

a. Gain knowledge, insight, and understanding around inquiry, problem-solving, risk-taking, 
investigating etc. 

b. Develop their International Baccalaureate (IB) Learning Profile 
c. Enhance their knowledges and skills around digital technologies 
d. Engage with specialized video and audio recording equipment 
e. Opportunities to showcase literacy learning through a highly multimodal learning environment 
f. Participate in highly interactive, and fun literacy sessions  

 

2) Preparatory Educator 
a. Gain knowledge, insight and understanding around organic pedagogy 
b. Engage with specialized video and audio recording equipment 
c. Participate in professional conversations (teaching and learning reflections) with the researcher 
d. Contribute to professional conversations around pedagogy and practice in a Preparatory context 

 

3) Researcher 
a. Gain knowledge, insight and understanding around organic pedagogy  
b. Engage with specialized video and audio recording equipment 
c. Participate in professional conversations (teaching and learning reflections) with the Preparatory 

educator 
d. Contribute to professional conversations around pedagogy and practice in a Preparatory context 

 

 

This research proposal is low risk research as the only foreseeable risks are distraction (eg: presence of 
audio and visual recording equipment), identification (eg: small group for stimulated visual recall sessions), 
inconvenience (eg: time for stimulated visual recall sessions) and discomfort (eg: presence of audio and 
visual recording equipment).  
 
The will be no intent to: 

a. conduct research without the school Principal’s consent (see attached email correspondence); 
b. conduct research without the Preparatory educator consent, the young learners’ assent, or 

parental/guardian consent; 
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c. offer incentives of any kind to research participants for their participation; 
d. change the normal rules and routines of the Preparatory classroom; 
e. record (audio or visual) participants without consent; 
f. collect data on sensitive personal issues/topics, or sensitive cultural issues/topics; 
g. identify or re-identify participants in data and final report findings. 

Steps will be taken to minimise and manage these four identified potential risks. 
1)  Distraction 

a. The researcher has been actively volunteering in the Preparatory classroom during Term 1, 2017. 
This has provided opportunities to get to know the young learners and establish a strong, positive 
rapport.  

b. The Preparatory educator will provide opportunities for the young learners to use and engage with 
the specialised visual and audio equipment before the commencement of the research. Eg: The 
audio microphones will be used during “Writer’s Workshop” and the “The Daily Five” to help young 
learners share their writing process, while the video will be used to record young learners’ reading 
to gauge use of reading strategies, fluency and expression. 

2) Identification 
a. The researcher has been working with small groups of young learners during Term 1, 2017. This 

has provided opportunities to work closely with each learner and establish a supportive and 
nurturing relationship.  

3) Inconvenience  
a. When the stimulated visual recall sessions are finished, the researcher will support the 2-4 young 

learner’s transition back into the routine of the classroom. Eg: The researcher may explicitly explain 
an activity, and support/guide/scaffold the young learners until they are able to work independently 
on a task. 

b. The researcher will seek the Preparatory educator’s guidance to times suitable for cogenerative 
dialogues. Eg:  These may occur before school, during non-contact time, or after school. 

4) Discomfort  
a. To minimize discomfort, such as anxiety, induced by the presence of video and audio equipment, the 

researcher and Preparatory educator will provide opportunities for the young learners to use and 
engage with the specialised visual and audio equipment before the commencement of the research. 
Eg: The young learners may use the equipment to video record their investigation of living and non-
living during Science learning episodes. 

Confidentiality 
 
 
 

All data, including audio and video recordings will be treated confidentially. At no time will the researcher identify 
participants or the school. Video and audio recordings will be labelled and dated, and cross-marked in a log, 
as chronological evidence of the day-to-day happenings of the research study. Video and audio recordings will 
be uploaded to a password-protected laptop and placed overnight in secure location within the school 
administration. Furthermore, data will be backed-up using an external computer hard drive. 
 

Informed Consent 

Participation in the research is voluntary and will be based on the provision of adequate information to potential 
participants. The researcher has had a telephone conversation with the school Principal to discuss the research 
proposal (February 3, 2017), and formally met on-site (February 20, 2017) with the school Principal to clarify 
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any points (see Appendix A). The school Principal is happy for the research to proceed (Appendix B). The 
Preparatory educator has expressed a willingness to participate in the research (see Appendix C). Before 
seeking young learners’ assent, and their parents/guardian’s consent, the researcher will seek research 
approval from the Griffiths Ethics Committee. When ethics has been granted, the process of communicating 
information about the research to parents/guardians will take place. An Information Evening/Afternoon will be 
held to discuss (but is not limited to): (a) any alternatives to participation; (b) how the research will be 
monitored; (c) contact details of the researcher; (d) how privacy and confidentiality will be protected; (e) 
participant’s right to withdraw; and (f) expected benefits (see supporting documentation). Further, the 
Information Evening/Afternoon will be an opportunity to ask questions and to discuss the information and 
parents/guardians decision with others if they wish. Parents/guardians will express their consent in writing see 
(see supporting documentation). For those parents who do not consent to their child participating in the 
research, this will not affect them, or the research. As the happenings of the classroom will be video recorded, 
data will not be collected from those learners. 
 

Communication of Results/Reporting 

A report of the findings will be provided to the Executive Principal (Mr ****), Head of College (Mr ****), P-6 
Principal (Mr ****), the Preparatory educator (Ms ****, and the parents/guardians of the Preparatory 
learners. It is anticipated the findings will generate journal articles for publications such as ALEA’s Practical 
Literacy: the Early and Primary Years, and presentation opportunities at Literacy and Digital Media 
conferences. 
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APPENDIX B 

Griffith University Approval 
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APPENDIX C 

Points of Clarification 
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APPENDIX D 

School Principal Consent 
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APPENDIX E 

Preparatory Educator Consent 
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APPENDIX F 

Parent/Guardian Information Sheet 

 
 
 
 

Title: LAUNCH-ing an organic pedagogy to stimulate text production in the early years 
 
 

Deb Brosseuk 
Griffith University 
0408 749 555 

d.brosseuk@griffith.edu.au 

Professor Beryl Exley 
Griffith University, 

Mount Gravatt Campus 
School of Education and 

Professional Studies 
(07) 555 

b.exley@griffith.edu.au 

Dr Michelle Neumann 
Griffith University, 

Gold Coast Campus 
School of Education and 

Professional Studies 
(07) 555 29785 

m.neumann@griffith.edu.au 
 

Why is the research being conducted? 
The research aims to explore the notion of organic pedagogy, that is the methodologies and practices that 
develop from educators capitalizing of opportunities to guide and support young learners to be imaginative, 
resourceful, inventive, world-making and inquisitive seekers of learning. Organic pedagogy nests comfortably 
within the International Baccalaureate Program (IB), whereby the focus in learners raising and exploring their 
own questions and progressing forward in their paths of enhancing 21st century learning skills including 
inventiveness, persistence, cooperation, critical thinking and intellectual curiosity. Therefore, this research 
poses the following questions: 
 RQ1: What knowledges and skills are included in an organic pedagogy in the Early Years for   
 stimulating multimodal text production? 
 RQ2: How is an organic literacy curriculum enacted for Early Years learners? 
 RQ3: Which knowledges and skills are assessed during an organic pedagogy for Early Years 
 learners? 
 
What you will be asked to do                                                                                                       

All the boys in Preparatory B will be invited to participate in this research study.  Your child’s participation will 
involve nothing out of the ordinary from their normal learning routine. **** and Deb Brosseuk will co-teach 
inquiry-based, multimodal literacy sessions. They will interact, talk, support, and guide your child as they 
partake in the sessions. **** and Deb Brosseuk will video and audio record three weekly inquiry-based literacy 
sessions for 8 weeks. Parents/Guardians are asked to consider the information provided at the Information 
Evening/Afternoon: (a) alternatives to participation; (b) how the research will be monitored; (c) contact details 
of the researcher; (d) how privacy and confidentiality will be protected; (e) participant’s right to withdrawal; 
and (f) expected benefits. If you would like additional time to discuss any element of the proposed research, 
Deb Brosseuk would be happy to schedule a time to meet on campus. Parents/guardians will be asked to 
express their consent in writing. 
 
What are the expected benefits of the research?                                                                            

The research will be significant, as firstly, it will generate new knowledge around the understanding of organic 
pedagogy, the affordances and challenges of organic pedagogy, and its place within an early years context. 
This will be of interest to early years policy makers and those who teach in early years contexts. Next, the 
research aims to generate opportunities for the Preparatory boys to learn to be independent thinkers, to act 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 338 

on instinct and to have the choice of what they will pursue, how they will pursue it, and how they will share their 
learning with others. Finally, the Preparatory boys will be exposed to knowledges and skills around digital 
technologies in a highly multimodal learning environment. 
 
What are the risks to you?                                                                                                      

This is a low risk research project. There is a possibility that your child may be distracted by the presence of 
audio and visual recording equipment. However, before the commencement of the research, **** and Deb 
Brosseuk will provide opportunities for the boys to use and engage with the specialised visual and audio 
equipment. Eg: The audio microphones will be used during “Writer’s Workshop” and the “The Daily Five” to 
capture boys’ writing process, while the video will be used to record boys’ reading to gauge use of reading 
strategies, fluency and expression. 
 
How will confidentiality of the research be protected?                                                                        

All data will be treated confidentially. At no time will Deb Brosseuk identify your child or the school. Video and 
audio recordings will be uploaded to a password-protected laptop and placed overnight in secure location 
within the school administration. The recordings will not be used for any purpose other than the research. 
Video and audio data will be transcribed, and then destroyed. Transcription data may be held for up to five 
years. All information will remain the intellectual property of the research participants. It is likely that information 
and reports from this research will be presented at conferences and published in journal articles. Your child 
will not be able to be identified in any forms of publication or reporting. Your child’s name would never be used.  
 

Is my participation voluntary?                                                                                                     

Your participation in this project is highly valued but is voluntary. If you do not agree, you can withdraw from 
the project without comment or penalty. Furthermore, you can withdraw your child’s participation up to June 
16, 2017 when data collection will be completed. 
 

Do you have questions or require further information?                                                                  

The researcher will visit the school many times before, during, and after data collection occurs. Please contact 
Deb Brosseuk on 0408 749 555 or d.brosseuk@griffith.edu.au if you have any questions or require further 
information about this research. 
 

The Ethical Conduct of the Research 

Griffith University conducts research in accordance with the National Statement on Ethical Conduct in Human 
Research. If you have any concerns or complaints about the ethical conduct of the research project, please 
conduct the Manager, Research Ethics on 3735 5585 or research-ethics@griffith.edu.au  
 

Feedback to Parents/Guardians? 
 

 

A final report will be provided to you and your school once all data has been collected and analysed. This will 
be emailed to all participants at the completion of the study. 
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APPENDIX G 

Parent/Guardian Consent Form 

 
 
 

 
Title: LAUNCH-ing an organic pedagogy to stimulate text production in the early years 

 
Deb Brosseuk 

Griffith University 
0408 749 555 

d.brosseuk@griffith.edu.au 

Professor Beryl Exley 
Griffith University, 

Mount Gravatt Campus 
School of Education and 

Professional Studies 
(07) 555 

b.exley@griffith.edu.au 

Dr Michelle Neumann 
Griffith University, 

Gold Coast Campus 
School of Education and 

Professional Studies 
(07) 555 29785 

m.neumann@griffith.edu.au 
 
 
STATEMENT OF CONSENT 
By signing below, I confirm that I have read and understood the information package, and in particular have 
noted that:  

• I understand that my child’s inquiry lessons will be audio and video recorded; 

• I understand my involvement in this research may include my child participating in small group 
interviews;  

• I understand my child’s work may be collected as samples of practice; 

• I have had questions answered to my satisfaction; 

• I understand that if I have any additional questions, I can contact Deb Brosseuk; 

• I understand that my child’s participation in this research is voluntary; 

• I understand that I am free to withdraw my child without comment or penalty. 

• I understand that if I have concerns about the ethical conduct of the project you can contact the Manager, 
Research Ethics on 3735 5585 or research-ethics@griffith.edu.au  

• I agree to provide permission for my child to participate in the project 
 

 
 

Name  
 

Signature  
 

Date  
 
 

PLEASE RETURN THE SIGNED CONSENT FORM TO THE RESEARCHER. 
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APPENDIX H 

Transcription Notation 
 

 

 

 

The transcripts of conversations during LAUNCH feature the following notations.  

 

 

 Really?  The question mark indicates a direct question, or to   

    express uncertainty. 

  

 Fabulous!  The exclamation mark indicates an exclamation to signify  

    a strong feeling, or to express excitement. 

 

 (      )   The speech is not audible. 

 

 <My idea>  The angle brackets indicate the researcher’s guesstimate  

    for the  speech. 

 

 {Nods}  Brackets indicate a non-verbal communication. 

 

 [    ]   Square braces indicate a description of an event. 

 

            .......   Pause in speech. 

 

 /s/   Phonemic transcription /s/ reads “the phoneme s”  

 

           Italics   Italicized words represent emphasis in speech. 

 

 Bold   Bold type indicates emphasis 
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APPENDIX I 

Foundation Year Content Descriptors for Learning Areas 
 

Foundation 
Year 

Learning 
Area 

 
Strand 

Content 
Description 

Code 

Content  
Descriptions  
Explanation 

English 

Language ACELA1429 Understand that language can be 
used to explore ways of expressing 
needs, likes, and dislikes. 

Language ACELA1430 Understand that texts can take 
many forms, can be very short (for 
example an exit sign) or quite long 
(for example an information book 
or a film) and that stories and 
informative texts have different 
purposes. 

Language ACELA1431 Understand that some language in 
written texts is unlike everyday 
spoken language. 

Language ACELA1432 Understand that punctuation is a 
feature of written text different 
from letters; recognise how capital 
letters are used for names, and that 
capital letters and full stops signal 
the beginning and end of 
sentences. 

Language ACELA1437 Understand the use of vocabulary 
in familiar contexts related to 
everyday experiences, personal 
interests, and topics taught at 
school. 

Language ACELA1438 Understand how to use knowledge 
of letters and sounds including 
onset and rime to spell words. 

Language ACELA1786 Explore the different contribution 
of words and images to meaning in 
stories and informative texts 

Literature ACELT1783 Share feelings and thoughts about 
the events and characters in texts. 

. 
Foundation  

Year 
Learning 

Area 

 
Strand 

Content 
Description 

Code 

Content  
Description  
Explanation 

Mathematics 

Measurement 
and Geometry 

ACMMG006 Use direct and indirect 
comparisons to decide which is 
longer, heavier or holds more, and 
explain reasoning in everyday 
language 

Measurement 
and Geometry 

ACMMGO10 Describe position and movement. 
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Number and 
Place Value 

ACMNA002 Connect number names, numerals, 
and quantities, including zero, 
initially up to 10 and then beyond. 

 
Foundation  

Year 
Learning 

Area 

 
Strand 

Content 
Description 

Code 

Content  
Descriptions 
Explanation 

Science 

Science 
Understanding 

ACSSU003 Objects are made of materials that 
have observable properties.  
 

Science 
Understanding 

ACSSU005 The way objects move depends on 
a variety of factors, including their 
size and shape. 

Science  
as a Human 
Endeavour 

ACSIS012 Share observation and ideas. 

Science  
as a Human 
Endeavour 

ACSIS233 Engage in discussion about 
observation and represent ideas. 

Science  
as a Human 
Endeavour 

ACSIS014 Pose and respond to questions 
about familiar objects and events. 
 

Science  
as a Human 
Endeavour 

ACSHE013 Science involves observing, 
asking questions about, and 
describing changes in, objects and 
events. 

 
Foundation  

Year Learning  
Area 

 
Strand 

Content 
Description 

Code 

Content  
Descriptions  
Explanation 

Technologies 

Digital 
Technologies 
Processes and 

Production 
Skills 

ACTDEP006 Generate, develop, and record 
design ideas through designing, 
drawing and modelling. 

Digital 
Technologies 
Processes and 

Production 
Skills 

ACTDEP007 Use materials, components, 
tools, equipment and techniques 
to safely make designed 
solutions. 
 

Digital 
Technologies 
Knowledge 

and 
Understanding 

ACTDIK001 Recognise and explore digital 
systems (hardware and software 
components) for a purpose. 

Digital 
Technologies 
Knowledge 

and 
Understanding 

ACTDIK002 Recognise the explore patterns in 
data and represent data as 
pictures, symbols and diagrams. 



 

LAUNCH-ing Organic Pedagogy to Stimulate the Text Production Among Learners in the Early Years 343 

Design and 
Technologies 

ACTDEK001 Identify how people design and 
produce familiar products, 
services, and environments and 
consider sustainability to meet 
personal and local community 
needs. 

Design and 
Technologies 

ACTDEK004 Explore the characteristics and 
properties of materials 
and components that are used to 
produce designed solutions. 

 
Foundation  

Year 
Learning 

Area 

 
Strand 

Content 
Description  

Code 

Content  
Description  
Explanation 

The Arts Visual Arts ACAVAM108 Create and display artworks to 
communicate ideas to an audience. 
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APPENDIX J 

Episode 1 Transcripts 

 
SCOTTY   Transcript Excerpt: Episode 1 Happening 7 
 Mrs Silver: Tell me about your idea. 
 Scotty:  It’s an electric surfboard and it’s in the electric sea. 
 Mrs Silver: So, you are thinking about an electric  
   surfboard? In an electric sea. How fascinating. 
 Scotty:  Yeah. 
 
 
 
 
 
 

SCOTTY   Transcript Excerpt: Episode 1 Happening 8 
            Mrs Silver:    If it’s an electric surfboard how will you make it work?   
                     You can’t plug it into a power point because the ocean   

     doesn’t have any power points. How will you make it go? 
             Scotty:         I can put a cover on it.....like on a boat. 
             Mrs Silver:  Do you mean you would make some sort of motor? 
             Scotty:            Yeah. 
             Mrs Silver:    OK, I’ll leave you to think about how you might put a motor on a  
               surfboard. 

 
SCOTTY   Transcript Excerpt: Episode 1 Happening 12 
 Miss Walton: Have you been thinking about how your surfboard moves? 
 Scotty:  {Nods} Yes...waves! 
 Miss Walton: I wonder do the waves push the surfboard? Is that how the  
   surfboard moves? 
 Scotty:  Yes. 
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APPENDIX K 

Episode 2 Transcripts 
 
 
 
 
 
 
 
 
 

RUSSELL                  Transcript Excerpt: Episode 2 Happening 1 
 Miss Walton:  How will you keep the birds away?? 
 Russell: Umm. Like a gate. 
 Miss Walton: OK, so like the gate out there [points to Prep entry gate] 
 Russell: Yeah. And it has a door for us to get in and out...but not the  
   birds. Not the birds. They stay out. 
 Miss Walton.  Ahhh. How do birds move? How do they get to the    
   amphitheatre? Through the gate. 
 Russell: No, they fly. Birds fly.  
 Miss Walton: Oh. Birds fly.  
 Russell: {Nods}.  
 Miss Walton: So, would the birds use the gate then? 
 Russell: No. Fly. 
 Miss Walton: Hmm. 
 Russell: Well, we need a wall. To stop them. 
 Miss Walton: OK, let me check with Lonzo and I will check back with you soon.  

 
SCOTTY               Transcript Excerpt: Episode 2 Happening 8 
 Miss Walton: What could you do with all of this information?  
   Think creatively.    

 Michael: A book? We could video it too! 
 Miss Walton: Sure, then I could watch the video. 
 Michael: Yeah, we could video people too.  
   We could explain the video. 
 
 
 
 
 
 

SCOTTY              Transcript Excerpt: Episode 2 Happening 9 
 Scotty:  I could make a video. 
 Mrs Silver:  Great idea, how will you show your friends how long 26 metres  
   is?   

 Scotty:  I’ll use a ruler. 
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APPENDIX L 

Episode 3 Transcripts 
 
 
 
 
 
 
 
 
 

SCOTTY   Transcript Excerpt: Episode 3 Happening 8 
 Scotty:  You know a Tyrannosaurus Rex grows to 12 metres.  
 Mrs Silver:  I didn’t know that. 
 Scotty:  He eats meat. 
 Mrs Silver: Does he.  
 Scotty:  Yep, and Brachiosaurus is bigger. 
 Mrs Silver:  How big? 
 Scotty:  30 metres, or 10 metres {shrugs shoulders}. 
 Mrs Silver:  You know a lot about dinosaurs. 
 Scotty:  Yeah. Dad says this one is bigger than my house. 
 Mrs Silver:  And bigger than you. 

 Scotty:  Is that big? 

 
 
 
 
 
 

RUSSELL                          Transcript Excerpt: Episode 3 Happening 10 
 Miss Walton:  OK, what have you got? So, you want to use a real life-size  
  net? 
 Russell: {Nods} 
 Miss Walton: Why a net? 
 Russell: Because it will stop the birds. They’ll stop getting to  
   the food. They will come and won’t be able to land. 
   You know. Like this. [Russell uses his hands to explain  
   the motion] 
 Miss Walton: OK. How will you get the net up and over the   
   amphitheatre roof. That’s a long way up. 
 Russell: Umm. I don’t know. Maybe a ladder.  
 Miss Walton: OK. Who could help us get a net and a ladder? 
 Russell: We could buy the net. 
 Miss Walton: OK, we could. How else might you get a really big net? 
 Russell: Ummm. {Long pause} Dad might have a net. 
 Miss Walton: OK. Who...at this school could help us? Who works with  
   the trees and the gardens at school? 
 Russell: Oh, Gus. Oh and Gus had a ladder too!  
 Miss Walton: Yes, Gus might be able to help us.  
 Russell:  Yep. 
 Miss Walton: How will Gus know we need his help? Because he   
   doesn’t know anything about LAUNCH. He doesn’t  
   know about your idea to stop the ibis birds. 
            Russell:           Go see him. 
 
 
 
 
 
 
 

RUSSELL                  Transcript Excerpt: Episode 3 Happening 11 
 Russell: Miss Walton, I’ve done my list of things. 
 Miss Walton: OK, what have you got? 
 Russell: Rope, wood, and material...like a cloth. 
 Miss Walton: Where will you get those things? I don’t think I have any  
   wood Russell. 
 Russell: Mrs Rivers might. 
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 Miss Walton: Yes, Mrs Rivers might be able to help you. Maybe she  
   has some wood bits in the construction boxes. 
 Russell: Hmm. I know. Dad has. He’s got, you know, small   
   pieces of wood in the shed. Like, like, umm, small, tiny  
   pieces. I can ask him. 
 Miss Walton: OK. 
 Russell: Yeah, and he’ll have some rope too. 
 Miss Walton: Great, keep going. 

 
SCOTTY   Transcript Excerpt: Episode 3 Happening 12 
 Miss Walton: What do you need the library for? 
 Scotty:  Dinosaurs. 
 Miss Walton: OK 
 Scotty:  I can take the iPad. 
 Miss Walton: Will you need an iPad...for videoing or taking photos? 
 Scotty:  Ummmm. Yes, for photos. I take photos all the time at  
   home. Mum lets me. 
 Miss Walton: What will you take photos of? 
 Scotty:  When I go to library, I can take photos of dinosaurs that   
   show me long necks. How long they are. 
 Miss Walton: OK, sure thing. 
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APPENDIX M 

Episode 4 Transcript 

 
RUSSELL                              Transcript Excerpt: Episode 4 Happening 4 
 Miss Walton: What’s happening here? 
 Russell: I’m using wood. For the outside. Then I’ll put net here. 
 Miss Walton: Ok. So, you are thinking about wood here? 
 Russell: Yep. I could get some.  
 Miss Walton: Sure thing. Where from? I don’t think we have any wood.   
 Russell: Yeah, Dad does. He has some. Out the back. {Pause} In the shed. 
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APPENDIX N 

Episode 5 Transcripts 

 
SCOTTY      Transcript Excerpt: Episode 5 Happening 1 
 Mrs Silver:  So, Scotty what do you need to start your research? 
 Scotty:  Ummm, The iPad. 
 Mrs Silver:  OK, perfect. Who will we ask? 
 Scotty:  Google. 
 Mrs Silver: OK, what will you ask Google? 
 Scotty:  How long is a T-Rex. 

 
 
 
 
 
 
 

SCOTTY   Transcript Excerpt: Episode 5 Happening 3 
Miss Walton: So this is a com–com–so–gantius, and he is 1.4 metres. 
Scotty:  Is he small? 
Miss Walton: Well, do you remember we had that metre ruler? 
Scotty:  Yeah. {Nods} I can get it. 
Miss Walton: OK, can you grab that for me? So, from there to there is  
   one metre. This dinosaur was 1.4 metres, so he came to  
   about here. Do you think he was a small dinosaur?  
Scotty:  Yep. I bet he must be quick. Quicker than a T-Rex.  
Miss Walton: Why? 
Scotty:  Cause’ he’s small and a T-Rex is big. Like me, I’m faster  
   than Dad. 
Miss Walton: What about a plane, that’s bigger and faster. 

 Scotty:  Yeah, but that has an engine....a motor. 
 
 
 
 
 
 
 
 

RUSSELL   Transcript Excerpt: Episode 5 Happening 3 
 Miss Walton:  Uh Oh. What happened? 
 Russell: It broke. It’s so broken. This fell. {Sigh} 
 Miss Walton: Super. Sometimes when we fail, we learn. What does   
   this tell you? What do you think you could learn from your failure? 
 Russell: Umm. Well, the glue didn’t stick. The rope didn’t stick. 
 Miss Walton: Yes, I can see that.  
 Russell: I don’t know. 
 Miss Walton: I can see you thinking. You’re thinking about your   
   design and how it didn’t work. Remember in that book  
   The Most Magnificent Thing the little girl got mad   
   because her design didn’t work? 
 Russell: Yeah. 
 Miss Walton: What did she do? 
 Russell: Umm. She cooled down and she walked with her dog. 
 Miss Walton: That’s right she did. What do you think she was thinking  
   about when she was walking? 
 Russell: The thing that didn’t work. 
 Miss Walton: Yes, I think your right. So, what do you think your next  
   step might be? 
 Russell: Think about it. 
 Miss Walton: OK, I’m going to leave you to think about it. 
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RUSSELL   Transcript Excerpt: Episode 5 Happening 5 
 Miss Walton:  How are you going Russell? 
 Russell: Yep. I think I got it. Maybe, maybe I could get some  
   shade cloth. 
 Miss Walton: Shade cloth. 
 Russell:  Yeah. {Nods} I’ll put it all around. 
 Miss Walton: OK, and how will it stay put? How will you stop it from  
   falling off the wood like last time. 
 Russell: Well, I’m going to tack it. Yeah, tack it. 
 Miss Walton: Tack it? I don’t know what you mean. 
 Russell: Yeah, like with a nail. And a hammer. And hit the   
   shade cloth. 
 Miss Walton: Oh, so you’re going to use nails to keep the shade cloth  
   from moving? 
 Russell: Yeah. 
 
 
 
 
 
 
 

SCOTTY    Transcript Excerpt: Episode 5 Happening 6 
 Mrs Silver:  OK, twelve. Can you write twelve, a one and a two.  Scotty,  

   can you put a one and a two. Then, we put a small m. M   
   stands for metre. So, remember the ruler we just had. That   
   was one metre. We don’t need to write the whole word, just  
   the m. Twelve metres. And then what we do, and I’ll do the  
   first one for you, we get a line and we draw all the way   
   across. That means twelve metres long. OK, so start up this   
   end. 

 
 
 
 
 
 
 

RUSSELL   Transcript Excerpt: Episode 5 Happening 6 
 Miss Walton: Umm, how will it stay? How will it stay together? 
 Russell: Mrs Rivers helped me. She tacked it. See it’s all together  
   Around here. [Points to the sides of the wooden frame.] 
 Miss Walton: Great job. 
 Russell: Yeah, the nail will keep it there too. 

 
Transcript Excerpt: Episode 5 Happening 7 

 Mrs Silver:  We’ve got a T-Rex. Did you want a smaller one, or a  
   bigger  one? 
 Scotty:  A smaller one. 
 Mrs Silver: OK, a smaller one. So, let’s have a look and see. So these  
   are the  smallest three. Which one would you like to   
   choose? 
 Scotty:  Which one is the littlest? 
 Mrs Silver: The smallest is that one. Saltopus. Yep, here he is. He is  
   around the size of a small cat. 
 Scotty:  He’s small. OK him. 
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APPENDIX O 

Episode 6 Transcripts 

 
SCOTTY   Transcript Excerpt: Episode 6 Happening 4 
 Mrs Walton: Would you like to search for more dinosaurs? 
 Scotty:  Yes, I want to look for a water dinosaur. 
 Mrs Walton: OK, let’s search for a water dinosaur. This is a type of dinosaur.  
   It’s called a Nothosaurus, and he grew up to 4 metres long.  
   This one is a Plesiosaurus and he grew up to  15 metres. Browse  
   through and choose which dinosaur you would like. 
 Scotty:  [Scotty taps, swipes, and scrolls.] What about this one. 
 Miss Walton: Is he a water dinosaur? Does he live in the water? 
 Scotty:  Yep. In the water. He’s cool. His neck is as long as a   
   Brachiosaurus. 

 
SCOTTY   Transcript Excerpt: Episode 6 Happening 6 
 Miss Walton:  So what we’re going to have to do is, if you don’t like this then 
   we can change it, {points to the colour selection},when we talk 
   about how long something is, to help the viewer understand 
   how long it is we put a nice line like that. That’s how long the 
   dinosaur is. And then we write 25 metres. 

 
SCOTTY   Transcript Excerpt: Episode 6 Happening 7 
 Scotty:  I’m using ShowMe. I used it in Prep last year. 
 Mrs Silver: Yep. OK. Which dinosaur do you want to draw first on  
   ShowMe. 
 Scotty:  {Points.} 
 Mrs Silver: The Nothosaurus. You have used ShowMe before. [Mrs  
   Silver and Scotty search for the ShowMe icon.] So, when  
   you’re ready you can start drawing your Nothosaurus.  
 Scotty:  OK. 

 
SCOTTY              Transcript Excerpt: Episode 6 Happening 8 
 Miss Walton:  If we were to measure these distances out, it would be  
   bigger than this classroom. Where might be a space that we 
   could measure out 26 metres in our school? 
 Scotty:  On the oval. 
 Miss Walton: We need to measure out the height of the dinosaur. What  
   might we use? 
 Scotty:  The drone. It could see from the sky. [Jumped out of seat] 
 Miss Walton: Oh, but if we use the drone up in the sky, how will we see  
   how long your dinosaur is? What could we use on the  
   ground that we could see from the sky? 
 Scotty:  Me! And Charles, and Michael. 
 Miss Walton: Will we use just you three boys? 
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        Scotty:         No, we could use us! We will need Prep A boys and Prep B  
   boys. And Grade 4 and 5 boys. 

 
RUSSELL              Transcript Excerpt: Episode 6 Happening 9 
 Miss Walton:  How is your gluing going Russell? 
 Russell: Good.  
 Miss Walton: Now that you’ve got your stairs Russell how are you going to 
   use this net to protect it? Let’s move it here. 
 Russell: Maybe some rope. 
 Miss Walton: If these are the stairs, but we’ve only got one part of the  
   net. What if the ibis comes here in the front? What will we  
   need to do? 
 Russell: Another side. 
 Miss Walton: Yes, you might need another side here and another side  
   here. And what about the top? 
 Russell: Shade cloth. 
            Miss Walton: OK, let’s go and see what we can find to use 
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  APPENDIX P 
Episode 7 Transcripts 

 
SCOTTY              Transcript Excerpt: Episode 7 Happening 1 
 Miss Walton: What will you letter say? Who is it to? 
 Scotty:  Mr Spoelstra. 
 Miss Walton: OK, so what would it say first?  
 Scotty:  Dear Mr Spoelstra. 
 Miss Walton: Dear Mr Spoelstra please can we borrow the megaphone.  
   And then you can write who its from. 
 Scotty:  From Mr Spoelstra. 
            Miss Walton:  It’s not from Mr Spoelstra. It’s from you. Yes, from you. 

 
RUSSELL   Transcript Excerpt: Episode 7 Happening 2 
 Miss Walton: What’s happening here Russell? 
 Russell: I’m putting on the shade cloth. Around all the sides. That  
   will keep the birds out. 
 Miss Walton: OK. Where did you find that? 
 Russell: In the bits-box over there. 
 Miss Walton: Super. What do you need now? 
 Russell: Ummm. Some bottles. 
 Miss Walton: Bottles? What for? 
 Russell:  For the bins. 
 Miss Walton: Oh, that’s cool. 
 Russell:  Yep. I think Prep A has some. I’ll go get them. 
 MissWalton:  OK, I’ll be back. 

 
SCOTTY   Transcript Excerpt: Episode 7 Happening 3 
 Miss Walton: What do we need here? Dear Mr Spoelstra, can we please  
   borrow the megaphone? [Miss Walton rereads Scotty’s  
   writing.] We’re asking a question so what do we need? 
 Scotty:  A question mark. [Scotty draws the question mark in the  
   air.]  
 Miss Walton: Good, put a question mark. A question mark, it’s a bit   
   tricky. It goes like this.  
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APPENDIX Q 

Episode 8 Transcripts 
 
 
 
 
 
 
 
 

RUSSELL                           Transcript Excerpt: Episode 8 Happening 5 
 Miss Walton: Now, get out your plan. So, is this your plan? 
 Russell: Yes. {Nods} 
 Miss Walton: How will I know this is your plan? 
 Russell: I’ll write my first plan. 
 Miss Walton: Great, can you write that? 
 Russell: Yep. 

 
 
 
 
 
 

SCOTTY                  Transcript Excerpt: Episode 8 Happening 6 
 Miss Walton: Brilliant and how long is it? How many metres. 
 Scotty:  Ummm. {Pause} 
 Miss Walton: Where can you find that information? Here? [Miss Walton points to 
   the non-fiction information book.] 
 Scotty:  Yep. 
 Miss Walton:  OK, great. Let’s write 26 metres. Here. [Miss Walton points to  
   Scotty’s notebook.] 

 
 
 
 
 
 

RUSSELL                           Transcript Excerpt: Episode 8 Happening 7 
 Miss Walton: My first plan. [Miss Walton rereads Russell’s writing] So, this 
   was our first plan, but now, we’re changing it, aren’t we? 
 Russell: Yes. {Nods} 
 Miss Walton: So, I’m going to write number one here. And what do we  
   need to put over here?  
 Russell: Two. 
 Miss Walton: Number two. Would you like to go and get your   
   construction? Then, we can go through our next plan. 
 Russell: {Nods} 

 
 
 
 
 
 

RUSSELL                           Transcript Excerpt: Episode 8 Happening 10 
 Miss Walton: I want to show you this. It’s called ABC iView and I am  
   addicted! 
 Russell: Ohhh! Oh, yeah....I’ve watched it. 
 Miss Walton: Have you? 
 Russell: Yeah. 
 Miss Walton: At the moment, I’ve got all these cool things. Some   
   things about the ocean, about different materials. And  
   this man, he’s  doing a story about war of rubbish. He’s  
   looking at coffee cups, he’s looking at clothes, plastic  
   bags, and loads of different pieces of  rubbish. 
 Russell: Well, maybe, like I could record a reminder? 
 Miss Walton: A reminder? 
 Russell: Yeah. 
 Miss Walton: A reminder about what? 
 Russell: To pick up rubbish, so the birds don’t come. 
 Miss Walton: What a super idea. Could you record a reminder about  
   that? 
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            Russell:           {Nods} Yep. 
 
 
 
 
 
 
 

SCOTTY                  Transcript Excerpt: Episode 8 Happening 11 
 Miss Walton: OK is this a Tyrannosaurus Rex? 
 Scotty:  Yes {Nods} 
 Miss Walton: OK, so you are going to do a T-Rex. 
 Scotty:  Yep. 
 Miss Walton: Let’s write that here. [Miss Walton points.] Capital T. 
   

 
 

RUSSELL                  Transcript Excerpt: Episode 8 Happening 12 
 Miss Walton: So, are you going to use paper to record your idea, or use the  
   iPad? 
 Russell: Paper. 
 Miss Walton: OK. 

 
 
 
 
 
 
 

SCOTTY                              Transcript Excerpt: Episode 8 Happening 13 
 Miss Walton: What will these signs to for? 
 Scotty:  Dinosaurs. 
 Miss Walton: What about dinosaurs? 
 Scotty:  How tall. 
 Miss Walton: Yep, so what information will we need to put on here? 
 Scotty:  The big dinosaur. 
 Miss Walton: Am I going to write the words, “The big dinosaur?” 
 Scotty:  No. How tall it is. 
 Miss Walton: Right, so we need to put that on the poster. Are we going to 
   write the label really small? 
 Scotty:  No. 
 Miss Walton: We are going to have to write a nice big, “2 - 5.” 

 
 
 
 
 
 
 

RUSSELL                           Transcript Excerpt: Episode 8 Happening 14 
 Miss Walton:  So, what will your title say? 
 Russell: Pick up your rubbish. 
 Miss Walton: Pick up your rubbish. Great, so let’s rule a line, and let’s  
   have a  go at writing that, and we’ll do it together. 
 Russell: Oh, maybe we could write, pick up your rubbish if you  
   want to be kind and look after people. 
 Miss Walton: Oh, I like that. Let’s have a go at writing ‘please.’ /p/  /l/   
   /ea/  /se/.  
 Miss Walton: What’s the next word? 
 Russell: pick 
 Miss Walton: Let’s duck-it-out. /p/  /i/  /ck/. 
 Russell: P 
 Miss Walton: Yes 
 Russell: i 
 Miss Walton: Yes.  
 Russell: c 
 Miss Walton: It’s a digraph. What two letters make the sound /c/ 
 Russell: Umm. {Shrugs} 
 Miss Walton: Let’s go and have a look at the chart. 
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  APPENDIX R 
Episode 9 Transcripts 

 
 

 
 
 

 
 
 
 
 

SCOTTY   Transcript Excerpt: Episode 9 Happening 3 
 Miss Walton: OK. Scotty you can start To Mr Spoelstra.  
 Scotty:  Miss Walton, what do you write after To Mr Spoelstra? 
 Miss Walton: What will you say to Mr Spoelstra? 
 Scotty:  Thank you. 
 Miss Walton: Good boy. Thank you for what? 
 Scotty:  Thank you for giving me the drone. 

 
 
 
 
 
 

SCOTTY    Transcript Excerpt: Episode 9 Happening 7 
 Miss Walton: What will you letter say? Who is it to? 
 Scotty:  Mr Spoelstra. 
 Miss Walton: OK, so what would it say first? 
 Scotty:  To Mr Spoelstra. 
 Miss Walton: To Mr Spoelstra thank you for the megaphone?    
    And then you can write who it’s from. 

Miss Walton: OK, let’s have a look at this. To Mr Spoelstra, Thank you   
  for the megaphone, by Scotty or from Scotty? 
Scotty:  From 
Miss Walton: From. So we need to write from.  

 
 
 
 
 
 

RUSSELL                  Transcript Excerpt: Episode 9 Happening 9 
 Miss Walton: OK, so what do we need to label on here. It says please pick up  
   your rubbish. Oh, up /u/ / p/, what do we need to turn this letter into? 
 Russell: P 
 Miss Walton: A p. So, let’s do that. Remember that straight line. [Russell writes  
   the letter, p.] Please pick up your rubbish. What might we need  
   to label on here. 
 Russell: Rubbish 
 Miss Walton: Rubbish. {Nods} And we’ve got the spelling for rubbish up here,  
   don’t we. [Russell segments the word, rubbish.] Good boy. Great 
   segmenting. [Miss Walton models how to label picture of rubbish.] 
   See how I’ve labelled that. Who is this? 
 Russell: Ah, me. 
 Miss Walton: So you could write Russell. See if you can label Russell for me.  
   Good boy. OK. We’ve got Russell. We’ve got rubbish. Is there  
   anything else you need to label on here. 
 Russell: People. 
 Miss Walton: People. Is this a MBBC boy? Or is this another person? Who is  
   this? 
 Russell: Um, it’s a parent. 
 Miss Walton: It’s a parent. OK. Can you have a go at labeling parent. /p/  /p/ / p/  
   Did you label parents?  
 Russell: [Nods.] 
 Miss Walton: What’s in the trees? 
 Russell: A bird. 
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 Miss Walton: A bird. Good.  
 

 
 
 
 
 

RUSSELL                  Transcript Excerpt: Episode 9 Happening 10 
 Miss Walton: OK, let’s write it your folder first. So you’ll need your  
   pencil. Let’s have a look at your plan. ‘Please pick up  
   your rubbish,’ and we’ll need to draw another line here.  
   Right,  you’ll need to use your pencil. And you’ll need  
   to write ‘so the birds go away.’ 
 Russell: OK. 
 
RUSSELL             Transcript Excerpt: Episode 9 Happening 11 
 Miss Walton: Good boy. So now you can write back on this line ‘so they  
   go away.’ Can you write that for me? 
 Russell:  Yep.  
 Miss Walton: Let’s segment together. /a/ /w/ /ay/.  
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