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CHAPTER ONE

Se ting the Scene

Brian Cambourne was -running the final session of a ane,day inservice
course at a Department of Education ProfessionalServices Centre. In a
carpeted seminar room tiiirty or more teachers sat in a serni-eircle, all
facing the front. Cambourne recalls it this way:

As a finale to the day'scourse I'd been conducting; I decided to slu
a videotape which I thought wasa goad demonstration _of a typical,
so-called `-process-writing' elassroornin action. Towards the end of
the video I heard:_lt_looks ike unstructured, uncoordinated , unman=
ageable chaos_The kids_are all over the place. "Conjiision writing"
would bea better name for it.'

The comment was-made by an experienced infants teadier sitting
towards the front. 0-n-the surface, -her comment_was directed at a
colleague who was sitting nearby. However; iLwas made in oneaf
those stage_ whispers which.penetrate tothe farthest corners -of a
room, and so everyone, especialime, could hear it. Itiwas really a
comment directed_ at the whole fabric of the-course which I'd just
run.-Obviously She .was unhappy with what I'd presented and she
was lettingme know As far as she was concerned, there wasno váh
idity in what I'd been advocating. -She was not canvinced_that the
principles_lr_d been describing could-ever work,On the contrary, if
I'd pushed her, I'm certain she wauldhaveloldme that 'learning
could never occur in the midst of allthat confUsion%::

Atthe time I was irritated and.a.little angered by this thinly dis=
guised rejection_d_whit I'd presented_inthe course, but coward
that Iam, I pretendednotto have heard.-But I did, andthat comment
sent meaway thinking about how I could demonstrate the learning
that was taking place in- the apparent chaos. Just how do Children
and teachers cope with these learning settingS?

7



2 Coping with Chaos

Let's examine this_ short episode carefully, as the comment made by
this_ teacher was a fair one. Someone with traditional views Lon how
writing should be taught to very young children must find it difficult to
tease out what precisely is going on in these classrooms. Children do
appear to be 'all over the place'. The noiselevel, both from the talk and
from the chairs scraping, feet moving and pencils tapping, does seem
highespecially when magnified by the unselective nature ofthe video
sound recording system. It does seem like confusing, rowdy mayhem.
Furthermore there is alot of seemingly uncontrolled movement and talk
in the room.

What are these children doing?
Children seem to be talking to whom they please; whenever they
please.
Some children appear to be arguing about words and letters.
Some appear to be wandering from their seats, whenever they please,
to every corner of the room. They are looking at the wall charts, either
alone, in pairs or in larger groups, and discussing what is written on
thorn.
Some are perusing books-.
Some appear to be disturbing their peers who are engaged in writing,
and asking questions like: 'Shelley, SHELLEY! How do you write a

Some are drawing pictures.
Some are reading texts which they've created to anyone who will listen;
a few are staring into space.
Some are re-reading audibly, to no one in particular, texts which they
are currently creating.
Some appear to beguietlyengaged in the act of writing (i. . making
marks on paper with &pencil).
The majority appear to be doing whatever they please.

_ AMR' this apparent turmoiLthe teacher appears to be conducting
friendly Chats with individual ehildren;iseemingly oblivious_tothe chaos
surrounding hen And whilethe term 'ehaos' maybe a little strong; there
is certainly a distinct lack of the kind of 'order' which has been a feature
of Australian classrooms for as long as most of us ean remember.

Why are the children doing what they are
doing?
The classroom captured on thisvideotape is not all that unusual. In fact
it is typical of what is happening in many infants classrooms in Australia;



Setting the Scene 3

partlY as a consequence of dissatisfaction with:traditional ways of teach-
ing young learners to read and write; and partly AS aeonsequence of the
new vision of learning to write Whieh_Donild Graves has promoted.
Since his first visit to Australia in 1_980; there hasbeen a minor revolution
in the way writing and; more reCently, reading Are being tanght
drin in the early grades More and more infants classrooms_haYe been
attemptingto implement the principles which Graves (1983) eSPatiSeS;
Beeause:his work emphasises the processes involved in 4-,i-iting; it has
become known in Australia as 'process writmg _

: Generally Graves work has been favourably:received. Many who
have been exposed to his work have_beenenthiiSed by what he describes,
often arguing_ it is 'just plain coniiiiiin sense'. There have been iinany
atteingts to replicate it; and loCal researeh literature is teplete with data
drawn front descriptions of the results of implementingit. Indeed; hiS
work hasbeenso persuasive that some State departments have rewritten
their curriculum policies in order to capture the essence of hiS aPPrOaCh
to the teaching and learning of writing.

So why another book on writing?
While in recent years much has been written toadvanCe Our knowledge
dhow young children actually put marks on paPer and gradually work
their way towards becoming literate, there have been relatively few
attempts to focus at a more microscoPiC level, the classroom level, and
tadocument how younglearnersrespond to the kind oflearningeontexts
which result from implementing 'process-writing' principles. Previous
research fias focused on individual learners. We intend to widen the
scope and 'zoom out' to focus on the whole class setting, since there is a
strong need to examine:

how young learners respond to an environment which
de-emphasises traditional, orderly, didactic, teacher-controlled
methods
what kind of learning Strategies evolve and develop in children in
'process-writing classrooms which lead them to make marks on
paper and eventually to become literate
whether these classrooms are really as 'chaotic' as they appear.

In this book we attempt to answer such questions by describing how
young children from various cilltitial and linguistic backgrounds have
responded to and coped with the conditions surrounding them in
'procesS-oriented' dassroorns. We will describe the behaviours of chil-
dren who were members of 'process-writing' classrooms and the con-
ditions which were seen, to exist in these rooms. We will exainine the
learning strategies the children developed as they attertiPted to solve
the written language puzzlethat world of print out there in their
environment.

9



-Caping-with Chaos

In a later chapter we will discuss what this meansin terms oftwo young
children-'s writing development -over a period of time. Finally we will
discuss the broad implications this has for classroom teaching and organ=
isatiort; sa that the perceived 'chaos'_can become a highly organised and
successful centre of language learning;

8
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Brian Gambourne records his observations in the classroom.
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CHAPTER TWO

A Rim ly of

Proceg-Weiting
Ciagtooms

An initial project was begun in 1982, when seven Kindergarten dass-
rooms with children aged between 4.9 years and 5.9 years Wtte regu-
larly and systematically observed by_ a team of reSeareherSifrorn the
University ofWollongong. Members of the teain sat in classwith the chil-
dren, observing and recording their behavionis;interaCting With them
about their Writihg, collecting and analysing their writing products and
talking with their teachers.:In all ClassioomS there were children from
both English-speaking baCkginundS (ESB) and non-Englishspeaking
backgrounds (NESB)._ Most of the latter group arrived in Kiticktgatten
at the beginning Of the year With very little understanding of EfigliSh.

Since then both authors have continued :to ObSei-Ve similar
'process-writing classrooms in action from Kindergarten:through to
Year 6 (5-12 year olds), fIllowing thesame inforniation7gathering pro-
cesses. We will draw tn all this informatiOn in the f011oWing chapter.

'Process-writing' classrOOrrits . . . What do
they look like? What is common to theth all?
Thus far the_term 'prOCess-Writing', has always been- Wtitteh within
inverted commas This is becauseof the difficulty of specifyiug with any
precision just what it means. What makes a classroom a 'process-writing'



6 Coping with Chaos

classrooni? What are the identifying characteristics? What conditions
exist in these 'process=oriented' classrooms?

When :these questions were discussed with each of the: teachers
observed, they generally agreed that the essence of what they were
attempting to implement was to be found in_ the writings of Walshe
(1981), _Graves (1983) Turbill (1982; 1983) and Butler & Turbill
(1984); It also became Obvious that each of them had different ideas on
just how to establish their 'process classrooms'.

It was derided, in the initial project, tO firsttry to identify any charac-
teristics which were common to all seven Kindergarten classrooms.
After careful observation of the contexts in which these seven teachers
taught what they believed tobe 'process writing'_, and with thesupport
of many discussions withthem,aset of conditionsbegan to emerge which
were characteristic of all classrooms in varying degrees. Subsequent
classroom observations since 1982 have supported this model, shown in
the table opposite.

If all these conditions are present in the r' issroom to a relatively high
degree; then such a classroom may be labelled as a 'process-writing' set-
ting or, for that matter, a 'process-oriented' setting. (In recent years the
term 'whole language setting has also become accepted.) The factthat
these conditions could be identifi edin the classrooms_observed didnot
mean the teachers used the terminology; or were eveniaware that suCh
conditions did existin _their classrooms; Nor werethe classrooms ident-
icalin every w_ay_ While at the overalllevel they were and are very similar
with_regard to each of the conditions, at the individual level therewere
subtle but important differenz.es. Often these differences reflected the
personality, background and professional development of the
teachers.:

For in8tance, in the case of immersion, the range ofprintiitems with
which learners could readilyand easily _engage variedfrom classroom to
Classroom in both range and quality; In some classrooms the children
were_surroundedby a variety of commercial books; including big books,
and by teacher/child-made books, teacher-made charts, children's
writing; and posters from supermarkets and travel agencies; while in
others only teacher-made wall charts were used and very few commer-
cial or child/teacher-authored books were available. In one classroom
there were over one thousand meaningful piecesiof print onthe walls;
or hanging on strings criss-crossing _the room and:decorating thc win-
dows;In another there wereless than onehundred;

Similarlythe degree to which responsibility was implemented di ffered
from teacher to teacher One teacher, while permitting the children to
take respomibility for what to write about and when to write, couldn't
initially bring herselfto allow them to take responsibility forapproximat-
ingispellings. So, in the early part of the year, she gave all spellingsto
children on request. This consequently affected the degree to whiehthe
thildren approximated in thir writing and were engaged in the process

12



Process-WritingClassrooms

CONDITIONS HOW MANIFESTED IN THE CLASSROOM

Immersion in vritten
medium

Print displays :around room: labels, charts,
books, dictated stories. Rooms can vary from
high to low immersion.

Demonstration of how
print medium is used

Reading print Ells) i ivs, choral reading,
discussion oi print and graphophunie
conventions in context. Teacher
demonstrations_of how_reading and writing are
done: Regular opportunities touse printand see
it being used. This condition ran vary from many
to few, and: from functional to non-functional
demonstration.

Expectations 'given
off' by teacher to class

Positive/negative expectations which teachers
hold_ and communicate (both implicitly and
explicitly) to children and which affect their
learning.

Responsibility for own
learmng

Degree to whichthe child is permitted m decide
what will be written, when it will be written,
what will be learned (from the demonstrations)
and what will be ignored: e.g, which spelling
convention will be mastered. This can vary from
high to low:

Approximation:
franchise to 'have a go'

Degree to which: the child is allowed to
approximate the adult model; degree to which
emphasis is on error avoidance or error
reduction. This can vary from high to low.

Practice: employing
the developing skill

Degree to which opportunities to engage in
writing-learning are made available. This can
vary from high to low:

Engagement with the
demonstrations made
available

Legree to:which the learner engages with print
and the demonstrations being offered about
how print works. This can vary from high tolow,
depending on the needs of the learner and the
relevance of the print material and
demonstrations to the learner.

Response; mutual
exchanges between
experts and novices

The type of response and the degree to which it
is rnearring-icentred. non-Threatening;
functional; and relevant to the child's needs.



8 Coping with Chaos

of learning how tospell,By contrastanother teacher gave children full
rwsponsibility for the spelling ofwhatithey wanted to write in their pieces
by refusing_ to supply conventional spellings. She expected them to
approximate their spelling and gave them plenty of opportunity forprac,
tice andiengagetnentib_simply instructing them -td lia-e a go', 'find iton
the wall', `use a book:', 'ask a friend', or 'do: the beg You can', Similarly,
the presence of theother conditionS des-Crib-6d Ofi p 7 4i'ied in all class-
rooms in which we have been inV,ihedi_They Were Present;_ however, to

Stiffitient degree_ for _all_ theSe rOOMS to be loosely described as
'process-writing' classrooms:

What do chi1dièñ do in these classrooms
and does learning result?
How do:children learn in these sëttiñgs Called i`proCessWriting' class-
rooms? The resultsof our observationsindieate that When the conditions
deSCribed are implemented; the young learnerS develop an unusually
Uniform set of responses to the deMandS made by their learning situation.
A new range _of _strategies: :begins to emerge : in the children's
repertoirea range:pertinent to written language-. These strategies are
child-oriented, child-developed and child=controlled. They area form
of 'scaffold erected by thechildren to siipport therii in their attempts to
learn literacy, to solve:the literacylearning

The CdtiCept of scaffolding was firthritrodiieed tO language learning
by Jerome Bruner to describe the 'supportive language interactions'
betWeen parent and child: GraVes (1983, p.271) describes scaffolding
as:

the temporarystructures the mother uses to adapt the child's
language, gestures and activity. Scaffolding follows the contours_of
the Child's growth. As a child grows, the scaffold changes, but the
principles of change, of temporary Structures, do not.

We believethe strategies used by children in process=Writing classrooms
are scaffolds in the sense that_the children ereet StrUCtitie-s for them-
selves in order to facilitate the literaty leaining_they_ii-e_gi.appling with
at thatparticular time. These structuressupportthern while they 'cope'
With the_ learning :unrest taking plaCe in their heads as new learning
occurs. Once children feel both confident and competent to deal with
the particular part:Of the literacy puzzle they've been trying to solve,
they will remove the scaffold. They will no longer_ use the strategy
because the connections have:been made; they_have learnt that part of
the literacy puzzle. Because children deYelop tl.i:Se Strategies in order
to _grapple with, or cope with the language learning puzzle, we have
;ailed Siieli_ strategies 'coping strategies': While they may :differ from
hild to child and class to class in termS of the intensity and frequency

With which they are used, in our observations they were similar enough

1 4



Process-Writing Classrooms 9

in kind to be easily and readily recognised. We have been able to identifY
six broad categories of coping strategies which children use:

Use of related activities/Clayton strategy
Use of environmental print
Use of repetition
Assistance from and interaction with other children
Assistance from and interaction with the teacher
Use of 'temporary' spelling.

Let us now examine each one in more detail.

Use of related activities
In this category the strategy most commonly used by young children is
drawing. It is a kind of stand7by they use until a little more knowledge
about the concepts and functions of print has been learned. Whyis it that
young children almost exclusively use drawing? We believe it is because
they perceive drawing as allowing them to use the tools of writing
(pencil/paper)in ways which-they have already learned to some degree
and with which they feel confident. Furthermore drawing is acceptable
to the teacher and it does relate to constructing meaning.

It is also related to the demonstrations of reading that many children
have already had with books. Young children are read stories orally and
they match the story heard with illustrations_seen. They perceive the
meaning coming from the illustrations in the book rather than through
the words. What they do as young writers is almost the reverse. They
illustrate whilst:composing the oral story. In many cases teachers will
hear young children 'tell' their story as tfiey draw it. Drawing helps the
child compose meaning.

Five-year-old Jimmy had drawn what seemed like scribble in the
middle of his page. When asked by the teacher what it was, Jimmy
replied in his very gruff voice, 'Grass'.

TEACHER: The grass is long, isn't it? What do you do when the grass
gets lone
JIMMY: Cl e-

TEACHER What do you cut it with?
jiwa: Mower Uimrny picks up his pencil and draws a mower in the
top cornerofhis page):
TEACHER: Oh; you have drawn the mower. Is it magic?
Jimmy: No.
TEACHER: Well, who uses the mower to cut the long grass in your
house?
JIMMY: Grandad (Jimmy picks up his pencil and now draws Grandad
in the bottom corner of his page).-
TEACHER: Nowitell me what your drawing is all about, Jimmy.
JIMMY: When the grass gets long; Grandad cuts it with the mower.

1 5



10 Coping with Chaos

Jimmy is riot writing but he is using a related activity whkhállowshini
to meet the demands of the writingsetting in which he finds himself He
iS rehearsing meaning and discovering how tO develop and sequence a
story for an intended audience.

Older children use drawing to accompany writing. Eight:year:Old
Megan was writing about a witch. Shehad introduced the setting arid
her characters. And she had written the problern. But then it had all
became too hard.

When She brought the piece of writing to the teiChei, theie it the
beginning of chapter 2 W2.5 a little box in which she had drawn a very
detailed picture. She had resorted to a strategy which allowed her to
show what was happening rather than having to find the words td
describe what had happened, It was cognitively easier for her and_got
the intended message across. Having drawn the salution to the problem
in her narrative, she was able to write it more easilY.

Nirie:yeat-oldMiguel spent mudhofonewfitingSesSionikaWiriglirieS
and drawing an elaborateheading, ThishedidWithfariCy letteiS arid Vali-
bus colours. He was resorting to related activities because, as he told his

16



Process-Writing Classrooms 11

teacher; 'I want te write about the excursion to Old Sydney Town but I
don't know where to start'. The task was toa demanding, and so he fell
back on activities which he could manage and which were related to the
writing task the other chilcken were involved in.

Ten-year-old Jesse, a non-reader in Year 5,each dayinSustained Silent
Reading used various related activities which allowed him to participate
successfully in the class activity_ He picked a book with which he knew
he could simUlate the intended or expected behaviourone with plenty
of pictures which he could use to create his own set meanings, or one
with a few phrases that he could readand he browsed and/or tried to
create meaning with pictures.

This strategy seems to be applicable only to situations which are essen-
tially individual and/or result in products which are individually
'owned'. Let's describe it as:

Coping by using a functionally related form_ of behaviour which I'm
capable of employing, or the Clayton strategyla way of writing when
I'm not really writing.

Using environmental print
This strategy involves the use of any print displays, such as wall charts,
room labels, word cards, alphabet cards, other children's 'published'
stories, _commercial books, posters, dictionaries, and any other print
material available to the children in the room. The following common
forms of this strategy were evident from our data.

Random use of letters
This strategy is used mostly by young writers who have not yet begun to
read. It too has several sub-categories

a) The child copies letters from various places around the room, or
simply writes a series ofletters but makes no obvious attempt to place
any meaning on this-:writing', Trung, a five-year-old Vietnamese bay,
copied all theletterthom the end of his pencil; Ibrahim, sitting opposite
Walid; copied Walid's name tag upside down and back to front. When
asked what the writing said, neither boy made any attempt to discuss it,
but both were keen to talk about the pictures they had drawn.

PClayton' is the brand name of a non-alcoholicdrink which has the slogan: 'The
drink you have when you are not having a drink'.

1 7



12 Coping with Chaos

b) Four-year-old Heidi had drawn a large detailed picture of a dog.
Down theside of her drawing wasaseries ofrandom letters shehadwrit,
tem Asked by her teacner what her writing said; she replied; 'I don't
know:

TEACHER1Well; you wrote-it;
HEIDI: I knom I can write but I can't read yet;

e) Five-year-old Manel had drawn a large fish in the middle ofher page.
She carefidly copied the word lish' underneath. She then wrote a series
of _random letters across the page; When asked to read her 'writing'
Manel traced her finger across the word 'fish' and then her letters, telling
the following story: 'This is a big fish and he swim in the water and heeat
people and the girl swim in the pool.' When she came to the end of her
letters she simply returned her finger to 'fish' and continued with her
story. She then picked up her pen and drew the girl swimming in the pool
so that the fish couldn't 'eat her'.

18



Process-Writing Classrooms 13

The random copying classification was applied when there was no
clear evidence that the learner-writer was engaged in anything but a
pattern-copying exercise, almost as an act of drawing rather- than
writing. What does seem to be happening however; isthat the child does
realise- that letters are _connected with writing; not drawingL The
examples_above also demonstrate The progression From letters being
something to do with writing to letters are writing and they tell a story,
But there is no attempt yet to match each word said with each letter or
'word' written.

Copyingenvironmental print but giving it another
meaning
This_category was applied when the learner-writer copied some of the
environmental print but gave it a meaningdifferent -from the-conven-
tional meaning of the words copied. One example of th is was-when five-
year-old Poppi copied the -following words -from a waH- chart in the
roomLOOK AT-THE VERY HUNGRY CATERPILLARbut 'read'
it AS,. LOOK AT :ME I'M AT -BALLET_ She drew a text ually appropriate
picture of herselfatballet When she read herwritingshewould look at
the drawing rather than the _writing: There was no effort to match each
word she 'read' with the words she had written.

0 PI

Lo 01c 0+7 +
vi cc+ errl

Copying lists a words which can be read but with no
attempt at storyline
This:category described:a common behaviour by which children_would
carefullychooseindividual words_that they :could read from displays
around_ the-room, They would copy these down list-fashion with, no
attempt to make meaning. these words could be read by the
young author wLen requested. )(Tasks:many the-author needed to
refer to the original environmen iirce in order to Identify the word.
Shelley listed 22 different words round the room with & drawing

19
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Five-year-old bonna looked around the room ancl then drew a house.
Above it she Copied the word,house, from chaftn the wall. She looked
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Process-WritingClassrooms 15

around_again and dreWaeaL She Wrote 'car. This process continued until
she had six items on her page. She then read her labels to anyone Who
would listen.

Copying words which can be read and constiiietirig
Storyline from them
Children exposed to Bi-eakthrough toiLiteracy (Longman Cheshire,
1972) ofteause this strategy. Six-year-old Ali carefully ChbseWords One
at a time from the Breakthrough Teacher'sStand. He 6:kik eaCh one back
to his desk and carefully copiedit onto his page-. He retUrned each to the
Stand before taking the next. He wrote: `My home is big._ My home is
little. The boy is home% Although Aii was composing written language
and could read it; he was Choosing words he could read and 'forting'
meaning with them:

Five-yearald Shelley, on the other hand, used the enViranmental
print in a far more complex mariner. She found words whieh She CoUld
read from around the room and then w(;ve them into a Sethantieally
appropriate story line, producing the following text

Ve\121 Lqst twt 4efit tO d PIOY 4ç ci4e. (Ft.! avik cotydr

,Aoye8 irdir%

The cognitive processing that took place when this wasobServed Was
staggering in:its tomplexity and intensity. It demonstrated the pOtential
that very young -children have for persevering with and eoncentiating
on tasks for extended periods of time. It also reflects an obsession with
correctness (see pp.26--27).

Copying environmental print to fuLfil a specific function
This strategy is used particirlarly by older.children. They scrounge
words and ideas froM Will Charts around the room and froth bOOkS
they've been read or read themselves; they search reference koökS for
what they nee& This search tactic fulfils a specific functiOn fOr the Child.
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4 /'

Scrounging the needed word from environmental print.

Nine-year-old Scott was writingatiout his experience on the 'pirate
ship' at an amusement park He had written:

. . . We went right up in the air and were upside down: It was scary;
I screamed;

He underlined_'_scary': andigot up to_ fetch The Witches by Roald Dahl,
which wasleing _read to them by the teacher. He_flicked through the
pages Finding the page he'd been searching for, he took his pen, crossed
out _`scary' and wrote 'terrifying% and then after 'screamed' he- added:
'and panicked, quivering with fear'. He continued with: 'When we
stopped-I was trembling. My face was ashy and grey. I'd never do that
again!' His piece now read:

. We went right up in the air and were upside down, It wasiterrify,
ing. _I screamed and _panicked; quivering _with_ fear When_ we
stopped_I was trembling; My face was ashy and grey; I'd never do
that again!
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Stott told his teacher _he wanted `Scary: words and he remembered heat,
ihg them in the lastpart of the story she had read to them, and so he went
SpeCifiCally searching for them.

The differing way in whir; these categories_areusedby ESB and NESB
children is interesting. The NESB children; Particularly those in their
first year of school, use random copying- and Copyingqf w e. rds and-label:9
for a muchlonger period oftime_than theESB children. Scine-NESBehil-
dreri we cbServed used this_ strategy up toitheit tenth month in school;
Witt] theybad gainedarertain leyel of control of the semantic syStein Of
English. _Until this r2ontrol ocuts, it seems, they are restricted to copying
'shapes:or 'patterns: which have little or no m eaningtoth m: They must
Wait until they gain control ofsome meaningsin_EngliSh before they can
MOve to copying labels and words_around the room to which they tan
add some meaning. (It's worth noting;hoWeVer, that the process ofdtaw=
ing and attempting some `writing'_ giveS these children many opportimn-
ities to practise and extend their oral language in non-threatenifig
situations.)

The_Context in which any of these categories, is useiL whether bY the
very YOung child or the older writer, has the following characteristics: a
tad: Which must be done and -which theilearner haS_decided is worth
doing: a significant other, usually the teacher; who expects itto be done;
and some artefacts (chart s,T bookS; labelS) Which the learner knows haYe
the impriniator of the teacher and_Which contain demonstrations Of the
khowledge the learner needs: ThUs we could describe this qtate-07
Coping iv consciously scrounging friiM an artefact which has the
imprimatur of authority and _demonstrates what we need, and whieh iee
hope will beCOme internahsed for later use.

Use of repetition
This Strategy involved the occurrence of the same picture items, the
Same set of letters; the same sentence portion, the same sentence;_the
same theme or topic, or the same genre or register on at least four
occasions.

Repetition of picture items
Four year-old Doan produced balloonS: a 13aPa balloon:, a 'mania bal-
loon' arid a 'baby balloon'. The colour Of the balloons changed but for
tWO weeks she iirew balloons. She WOuld then touch_ each one and tell
her tearliet the English words. Needless to say, `The ThreeBeatS: Wakia
major theme in the classroom at the time. Doan had learnt these English
WOrdS_ and felt safe in being able to talk about them, and thiis she Con-
tinued to draw them,
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Some children would-draw the same items intheir pictures for several
months. Five-year-old ivankaproduced the same pictorial _themes for
seven.months.Theyineluded a house with a TV aerial; flowers; a boy; a
girl; and a stylised sun;

AMIN.

Repetition of letter groupings
This occurred when children repeated letter groupings which we-e
relaied either to the specific letters making up their naines or to letters
from their siblings' names. The category also included NESB chilchen
who used letters from their first language; The boundary between this
strategy and the random use of environmental print is hazy and they are
in many ways very similar But children who repeat letter groupings
seem to have a set of letters in their heads which they use. They don't
need to copy them from around the room. Five-year-old Norman con-
stantly rearranged the letters in his name to produce hew 'words'. Re
demonstrated a knowlege ofone-to-one correspondence and that words
give information to the reader. For example:

I Nmo man the moRAn to nrm rnm Nomr Nomn
I went to the dentist to get my teeth fixed.

With NESB children there was a tendency to repeat letters which were
the same shape as those in their name. ZANAi, whose name is comprised
ofletters which art mainly straighLproduced what appearedto bea ran-
dom string of straight lettersA, K, L Z, K, I, T, Nand very few with
curves in themO, C, Q, 13; R; U, D; B.
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Five-Vear-old Mohamed wrote letters, rOWS Of them, which looked
more like Arabic than English, btit had little relationship to any real
Arabic ietters. Mohamed could not Speak siiffieierit English to_ read his
writing to us but would 'read' it in Arabic to his peers or to the Arabic
ethnic aide.

Repetition of whole sentences or sentence portions
This is exemplified by six-year-old F I who Train:February to June
began everypiece af writing with I like ...%During this time Paul liked,
'when I went to the beach . . . Clifford the big red dag . . the caterpillar

. . caterpillars . . . the rain . . . when I Went swimming' and much else.
Many of the items Whieh he liked' Were also repeated, often being
spelled differentlYnn a iniMber of occasions. For example 'beach' began
`doeche, then beeinie 'beac', and finally 'beach'.

Repetition of theme
Seven-year-old Simon repeated the same theme fOrseveral weeks; First
he wrote about racing cars, then he moved to other pieces about
racingthe boat race, the running raCe, rOCkets racingand then back
to the car races.

Eleven-year-oldAndieW WiOte Seience fiction. Each piece had differ,
ent charaeers arid settings-, but basically followed the Skrie plot and
solution. He also read within this theme.
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Another form ofrepeition which occurs _with_olderchildren IS the
'bush fire' topic. This is a topic begun by n e_ child_which then races
through the class like a bush fire: There may be several variations on it
but it-remains_the_basic topic. Li a Year 3 class it was the !Fruit People',
based on the Mr Men -series. There was Miss Banana, -Mr Apple, Miss
Plum, etc. In a Year 5 class it was 'Monster'. There was 'The Green-Mon-
ster% 'The Monster without a Head', 'The Monster Who Ate Children!
and so on.

Reading the_same author isanother form ofrepetition found in older
classrooms. With younger children it tends to be reading Ihe same book
over and overagain.

It is-difficult to be conclusive about the_ function of this 5trategy. Per-
haps the child is-simply enjoying writing about the same topic or reading
the same book. Perhaps it ser-ves as a kind of safety net above which the
learnerean try out new hypotheses and/or explore new relationshipsa
kind of framework within which to experiment or take risks without any
real fear or danger of failing. The teacher ora peer_ hasgiven some pos_i
tive feedback to the type of writing the child is doing and the child feels
comfortable or safe.

All learners tend to follow thi s pattern . We like toconsolidateiand prac-
tise what we know we can do before branching out-into something new.
Consider the champion high board diver in this light.

We also found a difference-in the-degree of repetition between ESB
dird_NESB children. TheiNESB_children!s_ frequency of repetition tends
to be higher and persists for longer periods_of time. Thus Ivanka'scontin-
ual inclusion of 'house with TV aerial' 'sun' and 'flowers' in her drawincr
with ithe accompanying random set of letters was labelled 'prolong4
repetition. Eventually, when Ivanka's growth in English had reached a
sufficient level, she began to include new items in her drawings and in
her tellings-of them.

It shouldbe keptin mindthat these repetitions are typically voluntary
in thesensethat of alltheoptians_available; giventhe freedom they have
in their learning setting, thesechildren chonse to repeat,Thisis different
from doing repeated sets of exercises which are imposed by the teacher,
and for which there is no choice. But given, the _freedom, the e -,)ec-
tations, and the other features of the context, repetition is a common
coping strategy. We can describe it as:

Copingby choosingto repeat preciously successful or partially successful
-forms of behaviour

Assistance from/interaction with peers
A common strategy initiated by children was to seek and receive assist-
ance from their peers. This assistance took two distinct forms.

-x26
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As a consequence of a _direct request for help
This occurred when a -child directly requested help of anyone who was
listening or from a specific child.

Setting: a Kindergarten classroom
SARAH: Shelley; how do you spell 'skY?
SHELLEY: S-E-Y; _ _

SARAH: No; S-C-E-Y;
SHELLEY: No, S-C-E-Y-E.
ROSS: My sister wrote that word and it's got IC in it.
SARAH: S=K:Y=E.
SHELLEY:

Ross: I think it'S S-K-Y.

Setting: a Kindergarten classrooni
HANADI: How do you _write'i.vitch?
voiss;m: Here; ifshere; (He goes over to a box ofcards and takes

out a card with a picture ofa_witch and the letter 'w' and
word 'witch' written on it.) There (pointing to the ward
'witch). That's 'witch'.

Setting: a Year 3 classroom
scum Paul; does this sound right? (Scott pushes his piece Of

writingin front of Paul.)
PAUL: Did YOu go on the waterslide once or more times

thanthat?_ _

scum I went on it two times and then the last time the big kids
pushed in frontnf me, so I didn't get my go.

PAUL: Well, you have to say you went on the waterslide two
times before the big kids pushed in.'

hi ClaSSiO_Oins Where_children _can speak to other children in a first
language other than English, this type of assistance also occurs.
Unfortunately most of us are unaware of what the children fire asking
each other. The following is an interpretation of what was said between
two Greek students ill Year 5; and demonstrates the value of NESB Chil-
dren iwtig their first language when they need

Setting: a Year 5 classroom
ROULLA: Sonia, how do you say in English 'not happy' (said in

English)?
SONIA: !Islotihappy'you mean 'sad'?
ROULLA: No,_there is a word with happy in it that theati 'hot

happy' (again'not happy'is said in EngliSh).
soNIA: (after sorm discussion about the meaning Of- 'Sad') I

know; (In Engligi) un-happy; un-haPPy;
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As a consequence of incidental exposure to in ormation
about the conventions af writing thmugh spontaneous
interaction with other children

A Kindergarten setting
SARAH: lam; I am; I yam; yam, yam (laughter);
RYAN: Yam; yam_, yam Huh, Sarah. Yam ends in 'am'.
SARAH: And it_starts with 'Yuh'._
RYAN: How do you write a 'Yuh'?
SARAH: It's in your name (pointing to his name tag). Look.

R-Yuh-A-N (letters R,A,N are named, but Y is sounded).
RYAN: No, that's a Y (letter name used).
SARAH: Ifs a `Yulf too.i
RYAN: I never knew that before.

Setting: a Year 2 classroom
HAROLD: How do you write th-eir?
STANLEY: Which their do you mean?
SUZANNE: There iThVy one their.
STANLEY: No, there are two ways of writing their: 't-h-i-r and

't-h-e-r-e'. (Harold has gone on withTiT:criting, ignor-
ing this continuing conversation.)

SUZANNE: Here write them; show me.
STANLEY: (writing 'thir; lhere' on the conler _of his _ paper)

Theresee? (Pointing to each word) thei_. there.
SUZANNE: That's not how you write 'their' (pointing to She

takes her pencil and adds the `e').
STANLEY: Oh yeah. Their. 'This is their dog.' And this there goes

'There is iVa'og.'
SUZANNE: There are lots of words that are spelt differently but say

the same,_ aren't there?:(And the two continue t find
more sets ofwords like this;)

In classrooms in which we have observed this strategy -at work there
must be a certain amount of talk allowed by the teacher. Teachers trust
that the children'sialk isto do withtheir writingAtis alsoimportant that
NESB children iknow that they ran speak to each other in_ their first
language. Teachers support children in_ the use of this strategy _by
suggesting to them _`Go and ask .-. .% But it is also a consequence of the
setting: children with a common task, seatedin such a way that they are
close enough to interact and talk and given the-freedom to do just that,
will make thebest of the situation and draw on the knowledge and infor-
mation of their peers,

Put learners togetherin thislind of situation; and' he way they share
the different kinds_of knowledge that each brings to the task becomes
obvious. Such interaction_is at the core of most learning. In the older
classrooms we found that it is the major underlying strategy, as it A built
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Children enjoy the responsibility ofhdpingeach other with their Writing

into the whole rationale of the classroom structure. It underlies the
activities designed by the teacher and the way time is distributed. The
children are explicitly encouraged and expected to interact with and
assist each other. It is often referred to as 'peer tutoring', and can be
described as:

Coping by using the peer resources immediately available, either by direct
request or through interaction commenced for another reason.

Assistance from/ nteraction with the
teacher
This strategy refers to the seeking of assistance from the teacher or any
other adult in the room. It is sought either by a direct request for help:

SHAUN: Miss Bhow do you write 'vasectomy'? My dad had a
vasectomy

or by initiating an interaction:
LAM: I read now? I read now?

29
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It has been our experience that ESB children make many_rnore_direct
requests for assistance when they come upagainstaproblemordifficidtv
thl.fi do NESB cliiklren, who aremcrelikely to bring their finished pro&
uet to the teacher foreommentand interaction (and approval). Why this
occurs is unelean Itmay be that as long as NESB children are- unsure of
what is expected_of them in_the writing context because of their limi-
tation in English, they need the type of feedbackfrom the teacher which
tells _them they are doing the 'right thing'. ESB children, on_the other
hand, are confident English users and know both when they needsome
assistance and how to ask for it ai the_ point _ofneeck NESB_childien
become more proficient in their English the difference between the two
groups diminishes.

Essentially _this_ strategy is a double-edged one in the sense that
teachers also use it to keep track of their childrento monitor, assess
and evaluate. _With older children it seems to be mainly teacher-
initiated. Children only come to-the teacher -as a last resort, an_d so_the
teacher often will initiate interaction as she or hemovesaround the class-
room. It appears to be a common strategy which we can call:

Coping by asking/ seeking information from the teacher.

The use of temporary spelling
There have been many well-researched and documented studies in
recent years on the use of 'temporary" or functional spelling by young
children: for instance, Read (1974), Bissex (1980), Ferreiro &
Teberosky (1982) and Bouffler (1984). These studies demonstratecon-
thisi vely that when young learners are given opportunity =lemon' -

agenient to create written texts, they _will attempt to create meaning
using unconventional spellings (temporary spelling), They also suggest
thatas these_ehildren continue to write using their temporary or
invented spellings; they gradually proceed through a series of
approximations to the conventional forms of spelling, experimenting
with different unconventional versions of the same word. Sirridn'S
attempts to write 'saw' over a six-month period :sroceeded from 's' to
'sot-% `swa', and finally

Bouffler's Work (1984, pp.56-57) hasbeenvaluable in identifyingand
deSeribing &range _of strategies which young writers typically employ
while engaged in such writing,

'Many teachers refer to these spellings aVinvented' spellings. We prefer to
describe them as 'temporary' spellings for two reasons:
ij the:notion of`invention' carric& negative connotations for many teachers and
parents, and
ii) 'temporary' describes them more realistically and makes them analogous to
baby-talk.
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I. Spelling aS itsounds
This referS tti What iS generally known as phonetic spelling and is based On
the assuitotion of, a direct sound/symbol relationship: e.g. STASHON =
station;_SISERS -scissors.

2, Spelling aS it sounds out
This sttategiv WaS identified being used by children but was not seen iiSed by
adults. It involves the exaggeration of sound; so that phonetic features hot
normally represented ate heard and represented: e.g. HIM- who;
HAFH- half:

3, Spelling as it articulates:
This strategy makes use of the articulatory iaspects of sound, particularly
place of articulation. SoundS ate represented On the basis of where they are
rnade eg BRIF-brief; CHRIDAGEN -tried again.
4. Spelling as it Means
This strategy repreSents semantic rather than phonological units. It under-
lies much standard Spelling: e.g._ sign-Signal; nation-nationality. NOti=
standard example: WASUPONATIM Once upon a time.
5. Spellingas it looks
All spelling iiivOlVeS thiS strategy to some extent.As its name suggests, it useS
graphic patterning, ot 'visual memory: e.g. OEN -one; SHCOOL- school;
MGT- night.

6. Spelling hY analogy
This sttategy iS baSed on the principle that what has been learned in One
situation Cati be applied to an ther: e.g. REALISTICK -realistic;
RESKYOU- rescue.

7. Spelling by linguistic context
The spelling ofa Word may be affected bythe hnguistic environment in Which
iti_occurs. It is Mit altbgether surprising to find 'any written immediately
under the w ord 'envelope' as 'eny'.

8. Spelh fig bY reference to authority
The authority Maybe Other chi Icken, adults; or other writers (i.e. Other Writ-
ten books or Material). When other boOks, suckas the dictionary, are iiSed,
we must employ all tit Sottie of the other strategies to find the word we are
trying to write.

9. Optilig foe an alternate surface structure
If we do Mit knOW hoW to spell aword; we use a word we know we can spell.

10 liking the onus on the reader
This strategy Us Used when text ishandwritten. The writer makes the spelling
indeterminate and leaves it to the reader to decide whether, for ekainple, it
is 'ie' or 'el

One or several of these Strategies may be involved in any one spe1iih p-to---
duce& They seldom, if ever, ekiSt in isolation hut rather in transaction with
each otherandwith other aspects of the writing process. It is difficultin the
face of SiiCh complexity to continue to inSiSt that spelling Is a Single Skill:
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The children we have observed confirm the evidence from earlier
studies.- They too used temporary spellings; they employed-one, some
or aH of the strategies identified by Read (1'974), Bissex (1980), Ferreiro
& _.Teberosky (.1982) and -Bouffler (1984): they refined their
approximations over tirne_and they experimented with different func-
tional variations of thesame word.

There weresome other findings however, which need to be discussed
in the light of the classroom observations we have made:

Reluctance to 'have a go' at unknown words_
Both ESB and_NESB _children were reluctant during the first month of
schooling_to_ approximate.; to -use temporary spelling. They seerned_to
prefer to operate_within a kindof safety framework by copyingfrom the
environmental print, or by using rote-memorised conventional spell-
ings. They would happily '(:lraw and talk about their drawing, but they
we-re reluctant to write abot. & their theme using temporary spellings.

The notion that approximating was an-acceptable strategy to-use when
creating text did not appear to take hold with the majority of children
until approximately one month into the school year. In some classrooms
the teachers decided to dernonstratethe various_strategies which could
beused to 'have_a go_' at writinganiunknown word.

For instance, in one classroom the teacher would write a ckaft of the
class daily News on the board before writing the .,onventional form into
the Newsbook. When writing in front of the children she would 'think
aloud', asking questions such as: 'How does "going" start?-Go-ing; g-o-
ing; g-.-That's what I need; Now how do you write a "g"?' When children
offered:to help she would gladly accept their1 assistance, often passing
the:di-61k to them to write the letter or word. The draft on the board
looked like:

KP r go o u pcnc.
This was written later into the Newsbook in conventional form:

KP are going an a picnic.
These_ demonstrations served not only to show- children- various
strategies_thercould_ use _to approximate spelling but also that their
teacher was willing toaccept thetemporaryforms andthatsheexpected
them to havea go' at doingthesame; She also demonstratedthat tempor,
ary iispellings really are temporaryshe erased them from the
chalkboard when they were no longer needed. Furthermore, she dernT
onstrated that 'public' writing needs to be conventional so that we can
all-read it.

Ina kw cases;-however; this reluctance -was a little more difficult to
cwercome;_and_afterfurtherinvestigation-it was traced to-a-mixture of
Family, social diSs and cultural factors. Within_the group of ESB children
those most reluctant to approximate had been influenced by parents
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(ustially-fraiti middle-class professianal biCkgroinidS) who conveyed to
their Children:expectations afcorreaness_and error avoidance.

-Within the NESB_group;_ the South-East Asian children_ were,- Oh the
whole; the most reluctant to approximate. Teachers believed this WaS
due to both_cultural and social influences.After further diSCOSSiOn wi[h
members of the Vietnamese, Chinese and KOreai ciriiiimunifieS, it was
found-that generally these cultures encourage -erfar aYaidance _as a
valued trait, especially with regard to edileatian-. Older brothers and sis-
terS also seem to give their_yonnger siblings the expectation that they
shaiild Write 'error-free% Attemptsat approximating words are, it seems,
sometiMesridiculediby thealder siblings.

Some children begin to approximate their spellings arid then quite sud-
denly refuse. Six-year-old Ryan, for example, had been peothi-cihglyages
ofwriting. He sounded each word out audibly AS he Wrbte it._ThiS Willing-
ness to-approximate abruptly stopped._He WOUldianly_Write Wards for
which he knew the conventional spelling ar_Whieh he Could fi nd in the
room. Wheh he attempted_to writebeeonstantlY asked the teacher for
the right way to_spell won& What had happened was that he'd begun
to_ read and- WAS _ aware that his spellings were not conventional, `I just
write_lots of mistakes and those other writers Inleaning the alithbrs of
the books he was reading] don't make all the mistakeS.-'-

The teacher spent a great deal of time explaining toRjraii_and_thei-est
of the class that authors also have to draft their Writing and make mis-
takes, but the editor fixes them up'before thebaokS ire PLiblished _far
children to read. A compromise was set up with Ryan: if he wrote the
first Saiind andany othersaundS _Or letters he could hear or 'see in h:s
head', the teacher would add the rest for him.

Giventime and astrongexpectatian from the teacher that approxi Matt
ing _spellings was acceptable practice, all Chiidten We'Ve Observed
eventually began to 'have a go', even the South-EaSt ASian Children.

MOSt COMMOn spelling strategy USed by ESB Children
By the end of the second month of schooling, the majority of ESB chil-
dren were using many of the spelling strategies which Bouffler has
described. However`sounding-ouf(phonemit Segriinitatioin) quickly
became predominant. As their reading develaped theY began to use
`spelling AS it looks' as well, though they often COnfused theletter graup-
ing8 and placed them in the wrong &der. For iiistanee, in one piece six-
year-old Simon wrote:

oen-one; Swa-saw; rase race; cold-could; iiiht

Most common spelling strategy used by NESB Children
The NESB children, many of whomicarne to school with little or no Eng=
lish, were slow to 'have a ge at SPellings using phonemic SegitieritatiOh.
Cambourne (1986; P.136) has argued that 'the ability tti segment
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language is a function of the degree of control that one has over
language.' The most common spelling_ strategy among NESB children
was using letters Whichbore no phonemic relationship to the intended
word,_to place-hold meaning. These children relied on the environmen-
tal print.

In some cases a different set of letters would be used to represent the
same concept, but generally there was some evidence of a kind of 'visual
consistency' developing over time. This visual consistency took two
forms,

I. Using different letters, but keeping the number used constant kor
nearly constant) across words, e.g:

Time I SAZSL caterpillar (5 letters)
Time 2 MRTLS caterpillar (5 letters)
Time 3 SMZL caterpillar (4 letters).

9. Usingthesame group ofletters (ornearly the same group ofletters)
to represent the same concept, e.g:

FZV, FVZ, ZVF used to represent 'flower' on a number of
occasions.

What we can see happening with young children as they come to grips
with English spellings seems to be dependent _on their confidence and
competence in using _the language ofithe classroom: Standard English.
In particular, children from othercultural and linguistic backgrounds
bring to school differing levels of knowledge and understanding about
the written form of English, and so their use of the_ various coping
strategies will differ in manner and frequency too. Teachers also need to
be aware that although these child-oriented, child-developed andehild-
controlled_coping strategies are temporary scaffolds; they are highly
functional in the written langiiage learning of the child.



CHAPTER THREE

lheriftg
the Threads

Classrooms identified as 'process-writing' or 'proci- 3s-oriented'-class-
rooms demonstrate similar _conditions operating in them. Within the
learning settings these conditions (listed on p.7) operate in such a_way
that they orchestrate the development of certain types of learnmg
behaviours, which emerge as children attempt to solve_ the _written
language puzzle._ We have referred touch learning behaviours_ as
'coping strategies'strategies_which children develop and control for
them selves_as_they_grapple with that part of thewritten language puzzle
they are attempting to learn at that particular -moment. We've also
argued that these strategies are a form of scaffolding, in the sense that
children erect them as temporary -structures to support themselves in
their learning. As learning occurs the scaffolds_areremovedby the chil-
dren,-and others serving a diffeient function_maybe erected;

Not only are these coping strategies predictabk.they are highly
functional because they _constantly provide those who belong to such
classrooms accessto three different kinds of opportunities necessary for
solving the written language puzzle. These are opportunities for:

gleaning information about written language which can be used to
tease out the_ precise relationships between reading, writing and
language through:-

lots of opportunity to use it,-to play with it
demonstrations of how written language works

formulating and testing hypotheses concerning this information
through:

providing ways to try out, talk about, share; approximate writ-
ten language
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gaining feedback necessary for confirming, modifying, or rejecting
any hypothesis from:

demonstrations
opportunities _to share,: talk, _seek assistance from peers and

teachers about written language;

Each _one of the coping strategies described:earlier contributes:to
access to.these three_kinds of opportunitiesin different ways andto
ferent degrees;_Forexample,_the information necessary for teasing em
the relationships which exist between reading; writing and language can
be gleaned from any one, or from a combination of the coping strategies.
Learners can use environmental print, engage in repetition, seek or
receive assistance from peers or teac-her-sand use-temporary spellings in
their quest to sort out how:print works. They similarly usethe strategies
to formulate and/or test_ hypotheses;_ and_then:to gain the necessary
feedback to confirm, reject or modify their hypotheses about the written
language puzzle;

Although _the .speed with which ESB and_ NESB children solve the
puzzle differs, the basic process underlying the learning which occurs
is essentially the same for each-group, viz.-one of hypothesis testing-. This
testing is performed by using thecoping strategies, which children bring
to-bear on their learning in order to meet the expectations and conditions
which exist in the learning:settings_ set_up by_ their teachers._In other
words,_the social_settingarchestratescertain_kindSofbehaviours which
increase the probability that learning about the written form oflanguage
will take_place:

If we synthesise the thinking of researchers like Graves (in Walshe
-1981) and Dyson (1982), and writers like Smith (1981), and we add this
to what emerged from our research, a succinct descriptive overview.of
the processes involved in sueli learning can be presented; as on the page
opposite.

How does it all work?
The relationship between the social setting and coping behaviaurs ofthe
children is consistent with many thearies stemmingfrom many branches
oflinguistics and psychology. Basically these theories assert that settings
exert an influence on the way people behave and use language when
they choose _to participatein them (or fincithemse_lves inthem) and that
there are particular settings with clearly defined characteristics within
which behaviour and language can be predicted with a great deal of
accuracy.

Thus, settings known as 'supermarkets' exert certain pressures on
those who enter them. These pressures constrain shoppers to behave in
certain ways which are highly predictable. People in supermarkets
mave at a certainspeed, stapping every now and then to remove some-
thing from the shelves and put it in their trolleys. Their language is

36



Gathering the Threads 31

The Written Language Puzzle How Do Children Solve It?

Majority -of children arrive at kindergarten with a-vagtie, general under-
standing that reading, writing and language are related in some w ay.

In order to solve the written language puzzle they

need_toanderstandthe precise connection between reading, writing and
languageincluding:

writers intentions are expressed throug, specifically arranged
symbols
symbols are related in arbitrary but precise ways to formal character-
istics of speech.
readers can only perceive messages when encoded in such specific ways.

They evelop coping strategies which enable the following to occur:

Theyselect, interpret,
int egrat einfo rmat:_a_n
from reading/writing
language
models/demonstrations
around them.

They_make hypotheses
about relationships.

They test hypotheses,

Hypotheses do not work
OM.

Puzzlement results.

Hypotheses refilled:

i.e. In attempting to create a message
children must organize and put into
action their conceptions of writing.'

i.e. In attempting to read or have others
read their writing they must face the
inevitable contradictions between
what they thought they were doing
and what in fact they did.'

i.e. 'On-going activities get
suspendedlearner becomes tense,
aroused; a varietyof attentional,
curiosity; exploratory, and other
information-seeking behaviours
ensue . . . . Reflection leads to
refinement.' (Dyson 1982; p.833)
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typieally associated with the task in hand. The setting has; among other
things, ãcërtain physical structuremhich almost forces those who enter
ta move in certaindiredions towards certain predetermined ends. It also
has certain themes and processes which people talk about, engage in,
read and so ow

Similarly the settings known as `chureh suggest certain predictable
behaviours, including standing, sitting, kneeling, singing, responding,
listening to thepreacher, and so on. Other behaviours,such as swearing;
running up and down the:aisles, orplayingiootballover thepews; would
seem inappropriate. And we need to learn the 'rules' of behaviour and
the languageuse of such settings; so that we know when to kneel, when
tosing and why we should not play football over the pews. In order to do
this we use coping strategies. For instance, if we find ourselves in a
'church setting which differs from the kind we know and find
predictablesay a mosquewe_develop coping strategies to alloW us
to behave appropriately and use the language of that not sopredictable
setipg. We might take more time to move from one position to another
ki that We -can watch others_ to see what position we should move to; we
might 'moutY words sothat others will think we know what we_are say-
ing. Eventually; if we spend a long enough time in that new setting, We
will learn the behaviours, expectations and language used, and the set=
ting will becomepredictable.

The settings which have been labelled 'process-oriented' classrooms
are similar in this respect. As behaviour settings they have 2 certain
unique structure which is an amalgam of thefurniture; the bookS, Charts
and materials, the language used; the expectations of the individuals who
maintain therm the rituals or 'rules of operation' which have to be
adhered_to; and so ow It is also apparent that these classroom settings
orchestrate behaviours and language which are synomorphic with (i.e.
have a good 'fit' with) what we know about the kind of learning Which
takes plate in more naturally: occurring settings, particularly the
learning=to:talk setting. And thefact that the samepatterns of behaViour
have been observed in many different dassraoms_ over an extended
period Of bine strongly suggests that there is some functional, predict-
able relationship between the setting and the kinds of behaviours and
language use which -ccur within it.

The implications tor this kind of predictable relationship are interest=
ing. The first is that if teachers can organise their classrooms so that the
conditions described on p.7 are all strongly present, then the leailiersin
those elassrooms ought to behave in predictable ways; Le: the coping
ti-ategies described should begin to _emerge as the children take on

responsibility tosolve the written language puzzle. Furthermore, as
thesestrategies dObegin to emerge, the evidence is that their use is fune-
tional and inevitably leads the learner-writer to make significant gains
in the resolution of the written language puzzle which he/she iS trying
to solve.
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Secondly, the-relationship provides a framework for observing, com-
paring and evaluating different children's responses ta the process,
oriented context" For instance,: are_same_using only a narrow set of
coping_strategies? Why? Should some children be advised to try other
strategies?

Thirdly, it may be possible to ascertain how any one, or any specific
combination of the conditions described on p.-7 relate to the incidence
and balance of coping strategies which ultimately emerge in any class-
room. It would be valuable to know, for example, how the nature and/ar
quality of the print "units available to learners affect the:degree to which
the 'environmental print' _ coping strategy is used; and so on. It would
also be of interest:to tease out how various phases _of the hypothesis-
formulation/hypothesis-modification cycle relate to the various kinds of
coping strategies used by differentlearners.

However, the most obvious implication of all this is-disturbing -in its
simplicity, for it suggests a series of links that go something like this.

Establish the classroom conditions (which lead to children to use)

a set of copingstrategies (which lead to children to)

learningabout the relationships/concepts/knowledge
necessarytoowrate the writtenform of the language.

In one sense the simplicity is obvious: the conditions described on p.7
areanalagous to thosewhichioperate when children learn to talk.On the
surface.learning to_talk the language of the culture into which one has
been born is one of the 'simplest' achievements known to the human
race; it's usually painless, almost unconsciously done, nearly always suc-
cessful, and seems ta 'just occur when the conditions for learning have
been established. Once they are established, young learner-talkers
develop certain coping strategies which; when employed, inevitably
produce competent (within that culture) language users.

At a more macroscopic level this simplicity ls, of course; illusory: It
conceals a complexity of interacting and transacting factors which are
excruciatingly complicated and detailed. However, though complex and
intricate, the process is surprisingly robust andpredictable. So it is with
these process-oriented classroomsdespite the incredibly complex
and intricate relationships which are part of them; they are also very
robust and very predictable.

Thus; rather than these classrooms being described as !chaotic or
'confused% or 'unstructured% it can be argued that they are orderly;
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Trung's classroom allows him the freedom to choose his own strategies
tO solve the written language puzzle .

theoretically predictable settings, in which behaviour isigoverned by
certain principles which have been theoretically derived.:The theory
predicts that ome the setting has been established; andall the factors
whioli make it that particular setting are setiin motion; then behaviour
arid learning will proceed in certainpredictible ways, allowing children
tO chbose the coping strategy which best suits the language learning they
arecomingtagrips with at that point in time.

The problem, ofcourse, lies in convincing those like the disenchanted
infants teacher described at the beginning _of this book, that these
relationships do exist, and that robust, powerful learning results.



CHAPTER FOUR

Heti, the Theoty
Lööks in PM-dice

What has been_discussed in the previous chapters is an_explanation of
the ways in which children learn 'how tomean in print' within classroOM
setting that aim to be as 'natural as the settings in which children learn
how to mean in the spoken form of languagehsteningandtalking.

In this chapter Ike want to demditstrate how this looks in the writing
of tWO children. But, before doing so_,_ it is important to discuss the
relationshipibetween the so-called 'language arts': talking, listening,
.eading and :writing. Although teachers often deal with talking,
listening; reading and writing as separate components of language, this
separation in effect is quite artificial. To facilitate the learning environ-
ment in ihe classroom teachers need to understand the strong relatidn-
ships between the four language components,

Carolyn Burke has tried tocapture1heessential notions of this think-
ing in a Vigual metaphor entitled The Linguistic DataPoor. She suggests
that each of us:an be considered to have a Personal pool of language
knowledge or data which is constantly being added,to by the language
encounters we experienCe. The data for the pool enters as a result of us
being involved in talking, listening, reading and writing experienees. We
in turn draw on this pool _of data when we _are involVecL in talking;
listening,ireading and writing experiences. The central notions Burke
attempts to portray are:

1. What language -users learn from a language encounter feeds a
common pool of linguistic data which can be drawn UPOn in a
subsequent language encounter.

2. Oral language1 encounters provide data for written language
encounters and vice versa.

41
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3. Growth in a given expression of language .must be_ seen as_ a
multilingual event; in reading, for example, hearing a set of direc-
tions read, encountering written language with others,- listening to
a book, talking about a newspaper article, or attempting to write
one's own story; all support growth and development in-literacy.

(Harste; Woodward & Burke 1984, 0.210)

Reading Encounters

Writing Encounters

Speaking Encounters

Listening Encounters

Linguistic Dote Pool
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An important outcome of this thinldng is that it proposes a parallel
development for the_ 1anguage_arts'; that the cognitive processes
involved in composing meaning from (listening, reading) and through
(talking; writing) language are similar, but realised in different ways.

Children enter their first year of school with their own personal
linguistic data pool which has grown outof the social interactionsoftheir
culture and has served them well until_this point. For many:of the chil-
dren entering our schools, however, this means that although they have
a language that has fulfilled the language purposeswithin their culture;
they _come to school with little corm knowledge of the 'language of the
classroomStandard English'. Teachers need to establish an edu-
cational setting which allows children to draw on their personal linguistic
data pool and at the same time to add various 'new' language experiences
to that pool.

The story of two children's writing
development
Thefollowing two casestudies showhow children may enter school with
vastly_differing linguistic and cultural backgrounds. In what way does
this affect their personal linguistic data pool?

Sarah entered school at the age of 5 years 2 months. She came from an
English-speaking background. Her parents were both employed in pro-
fessional positions. Sarah would have had many encounters with talking,
listening, reading and writing in English. Her personal linguistic data
ponl and the language of the classroom were closely_aligned.

Lam entered_schooLat_the_age of 4 years 10 months, Lam came from
a Vietnamese-speaking background, arriving in Australia with his family
when he was eighteen months old. Both his parents were unemployed
and spoke very little English. Lam's personal linguistic data pool was
Vietnamese, quite different from the language of the classroom.

Although these children attended different schools, they both spent
their first year of school in a setting that catild be called
'process,oriented';_i.e.: the conditions exemplified earlier in this book
were clearly identifiable.

What the following examples of writing show is that both children
attempted to solve the written language puzzle in thei. first year of
school. They both used various coping strategies to do that. The rate:at
which they accomplished this task, the choice of coping strategy and the
length of time each strategy was used were contingent uponhow each
child's personal linguistic data pool aligned with the language of the
classroom.
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LAWS WRITING case study researched by Jan

Sample March
Background
Lam had been at school for three weeks. Fleknew very littleEnglish; But
there were Three other Vietnarne se-speaking_children_in_ the class and
during- 'writing time' _they sat_together; chatting in Vietnamese as they
drew their picturesGoldilackS and the _Three Bears' was the central
focusofthe class setting._Theteacher had told the-children the-story sev-
eril times with much miming and 4ramatisatio-n. She had read the story
to them from abook and they had been learning the rhyme, 'When Goldi-
locks went to the house of the beats'.
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SARAH'S WRITING (case study researched by
Brian Cambourne)

Sample 1: February 4th
Background
On the first day of school Sarah and her classmates were given paper and
pencils and asked to 'write as much as you can' .

Descriptive Account of the Process
Sarah wrote 'cat', 'mat', 'sat' down the left-hand side of the page. When
asked if she could write any more, she began the second column,
announcing to no-one in particular, do "at" words.' She worked
quickly on her 'at story' as if this sequence was a well-practised one

A

4 5
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Descriptive Account -of the Process
Lam began drawing the house; then added the 'house for cars' on the
side. He drew `three_flower', 'sun', 'moon' and 'some grass'. When he
was telling his teacher about his drawing he couldn't think of the English
word for 'moon', so he spoke in his first language to the other children.

His teacher prompted with, 'Is it a banana?'
'No,' grinned Lam. 'Not banana . . , moon, yea, moon.'
Then, touching each item again, he said. 'House; car house; three

flower, some grass, sun. MOON.'

comments
This was the first of many pieces which includedahouse; flowers,.grass;
sun and moon. Lam is using two coping strategies:using arelated activity
and repetition. He canAalkabout these item sin English with success and
feels safe with theimile feels he is achieving the expectations of the
writing setting. His teacher comes and listens to him talk about his piece
and praises him for his attempts. The drawings are serving as a basis fOr
his oral language development and the teacher is constantly helpingLam
to extend his English. It would seem obvious that he needs a minimal
degree of control of English before he will be able to write it;

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

Using related
activity,drawing;
Repetitionrepeats picture
itett.

Developing oral language in English.
Drawing in 'writing allows Lam to
talk about what he knows in English.

4 6



How the Theory Looks in Practice 1

which had been internalise&Sarah could read it all back on request. She
did the drawing after the writing: This she called a pattern.
Comments
Aftet this: writing_episode Sarah:was interviewed about her writing.
Among other things she was asked the following questions:

TEACHER: Are you a good writer?
SARAH: reS.
TEACHER: WhY?
SARAH: 'Cause I get all_my words right and it's neat.
TEACHER: Do you like writing?
SARAH', Yes.
TEAC HET:: Why?
SARAH: 'Cause I'm good at it.
TEACHER: Who taught you to write?
SARAH: Mummy. (Sarah's mother is a teacher)

Sarah- has, she thinks, solved -the written language puzzle. Good
writing to her is 'getting words right' and being 'neat',-Gued writingalso
goes down the page from top tabottom;_witlithe_wordSformingvertical
columns. These are:obviously hypothesesabout writing she has tested
before comingioschool;:and_shehashad them confirmed (perhaps not
intentionally) by the adults or older siblings who were helping her.

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

Repetition of known words
learnt at home.

Writingis words. t. good writer is
neat and correct.

4 7
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Sample 2: April
Background
Writing time was now_a predictable part of theidailyroutine,_ occurring
from_HJ5 to 10.45arn._Each session began withasharing timein which
the _teacher mightread to the children or show.and discuss some child's
writing. On this day she had asked the children to 'do some_writing like
I do and had then demonstrated some writing on the. chalkboard. She
wrote the- class news: 'Tomorrow K2 -is going to -the zoo'. As- she wrote,
she sounded words out- aloud and asked herself questions like: 'What
does that word start-with? Where is that word written in the room?' She
encouraged the children:to join in and help her and at times gave the
chalk to a child to write a letter or word.

L6IT

cl,h1(4

0-6

Descriptive Account of the Process
Lam took his paper andwrote his name up in the top left-hand corner
from memory. He thendrewalineacross the page underneath hisname.
Hewrotea series ofletters, often looldng up at charts on the wall or other
children's name cards to copy the letters. The last five 'shapes' he wrote
very quickly without appearing to refer to anything in the room. He then
drew a line under these 'letters'.

His teacher came to him and said: 'Good boy, Lam. You have written
a lot. Will you tell me what your writing says?'

Lam traced his finger along the line ofletters from left torighL When
he carne tothe end _of the row he simply returned to the beginning and
traced his finger Pliing the row again; He repeated this action several
times until he had finishedtelling the story that went with the 'writing'.

48
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Sample 2: February lith
Background
Writing time had become a regular daily session. The teacher hid Made
folders and the children had decorated them.They knew that at the end
of writing time they Were tOput their piece into the folder, The teacher
began each writing seSSionby reading to the children, or by writing in
front of their) and theiisirnply announcing, It's writing time'. She then
moi!ed ainfind the room writing the date on each piece and talking to as
inihildren as possible about their writing. This particular 1morning
she had aSked the children to help her read the labels around the room:
e.g. I'm the toilet door. I'm a sad dog. I'm a happy boy. This is the
teacher's chair.'

tfaS\

Descriptive Ae_eount of the Process
Sarah WrOte her hanie in the middle=topleft section of her paper. She
then CoPied I m from the environmental piiiitTmthetable% She went
On to write from left to-right in liheiri Whatappeared to be an imitation
of adult cursive. When asked what she was doing, she replied:
'Grown-up writing.'

TEACHER: What doesit say?
SARAH: I:can't read grown,up writing; I can only write it.
TEACHER: Gam you writeiany more?
SARAH: I'll do some other writing.

4 9
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'When Goldilocks went -to the house of the bears; shesee porridge.
She try Father B-earporridge.- Too hot.- She try Mother Bear porridge.
Too cold. She t-ry Baby Bear. She-eat it ALL up.'

"That's wonderful Lam,'- said his teacher.
Lam picked up his-pencil and-wrote some more 'letters'. He began to

'read'. them; trming his finger along tlie row.......:
`GrandmaTOD _s_i_ek and .Red Riding _Hood . . .' (he stopped and.

touched the shape that looked like a '6'). 'Look! A number 6.'
Comments
Larnhasbegunitonsea_new coping_strategy:nsing environmental print.
He has responded to_ the teacher's request to 'write like I do'.-There are
times when Lam makes up letters, which_we believe is similar to drawing
andis thus the coping_strategy: using a related activity. He is demonstrat-
ing that he- knows that 'reading' in-English goes from left to right; and-he
draws on -his growing txrsonai linguistic pool to tell the_ stotT of _his
"writing'. He actually uses the language of the rhyme and_thenthestory
hehas heardover and over againsome weeksearlier:When.Goldilocks
went tothe houseofthebears_. .Shetry Father Bear porridge. Too hot.'

When heilecides to_do_ some more 'writing', he beginsto tell another
story he_had heard.over and over, 'Red Riding Hood'. Interestingly,' he
recognises a symbol in his own writing when he notices the shape that
looks like a 6.

GOPINC STRATEGIES _REDA; USED LANGUAGE LEARNING TAKING PLAGE

t'sing environmental
printcopyingrandom
ktters and placing meaning
on them.
Using related
activitymaking up
(drawing) letters.

Writing can tell a story.
Written language moves from left to
right.

Sample 3: May
Background
Lam's competence in English was increasing. He tended to act as
interpreter for the other three Vietnamese children. He could also tell
the teacher in English the gist of what thegroup had been talking about
in Vietnamese. The class focus was now 'The Gingerbread Boy'.

Descriptive ACcount of the Process
Lam had drawn the large house and police car and the spidery object in
the top right-hand corner. His teacher came and sat beside him, but
before she spoke to him another child approached her and 'read' her

5 0
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She began copying from the labels around the room; She wrote: 'Im the-
toilet door' and 'Iwasad' from 'I'm a sad dog'. She read these pointing to
the words as she read.

Comments
Since her.first attempts at writingthe week before Sarah_seems to have
realised that_ shehastft _completely. resolved the_ written language
puzile.Thiring the week the teacher had demonstrated writing in front
of the children on the overhead projector, using her own cursive style.
Sarah had felt the ne-ed-to try- out this 'new: hypothesis, When it didn't
work, in -the sense-that it didn't mean anything to her or the teacher; She
reverted to something she knew she couldrnake meaningwith._ Sarah is
making use of the coping strategy: copying environmental_ print. She IS
also falling back onto .a.coping_strategy she knows_ has_worked in the
pastrepeating.la !succesSfiiti_strategy. She selects print that she can
read and is therefore meaningful to her.

COPING STEATEGIES_BELNG _USED LANGUAGE LEARNING TAKING PLACE

Copyinglabels from the
environment which she can
read.
Using related-
activitymaking up
'grown-up writing.

Writing goes from left to right and
from top to bottom.
Writing is to be read.
Made-up writing can't be read and
thus has no meaning.

Sample 3: February 24th
Background
The class routine during writing was becoming quite established, with
childrenchattering to each otherabout their work and also other experi-
ences. The teacher had been talking to the children about crossing the
road and had drawn a set of traffic lights on the chalkboard.

Descriptive Account of the Process
Sarah wrote her name and announced: 'I'll do some "at" words.' She
wrote 'The cat in The hae down the page, one word under the other,
obviously from memory. She then announced to the other children on

51
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writing. Sonia had written `Iwtmh'`f went to my house: The teacher
praised Sonia's writing attempts and showed Lam and the other childron
at his group of tables. Lam picked up his pencil and at the top of the pgge
began to write a random set of letters which he appeared to be writing
from memory. These he `read' to his teacher, tracing his fingerfrom left
to right and back again along the row until the story was complete-.

`This is a apartment house.Someoneinthehouse is fighting and Some-
one_get a gun and kill him and him die and the police come and
Spiderman.'

Comments
Lam is no longer repeating the same picture items although he stilluses
drawing as a related_activity for writing, When the teacher showed (i.e.
demonstrated) Sania's writing to Lam, he reacted to that demonstration
and expectation and he also began to write'. He uses the coping strategy
of random copying ofletters to achieve this purpose. Although Lath can-
not recognise any of these letters, he uses_them as place-holders for the
meaning he wants to express. When 'reading' _his writinghe does tell a
Stbry. Quite possibly if he were asked to `read' the letters on the next day,
he would `read' a slightly different story.

COPING STRATEMES BEING USED LANGUAGE LEARNING TAKING PLACE

i Using related
activitydrawing.
Copying random letters and
placing weaning on them.

Oral English language developing.
. Wri..Mg can tell a storyusing 'book

language'.
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hertablethat she had seen the filin 'E;T;'; She wrote 'Et' under 'haf, then
said: TlIdo some more "at" words', and wrote 'cat, at, The, hat'. She then
started a new column and began to copy from an environmental label,
'I'm the doll's house'. She wrote 'Im' and 'The' after only one look at the
label. But to write 'dons' she needed to look up at the word four times.
She seemed to forget 'house'. She then began to_draw (coelh the traffic
lights on the board. Sarah read all herwritin,gto_theteacher. Whenread,
ing Tm the doll's . . .', she realised she had left out 'house' but did not
attempt to write it;

Comments
Sarah appears tabe consolidating what she knows abont writing; She is
using the caping_strategies af repetition (by writing the 'at' words, in
column) and of using environmental print; writing it also in columns.
This latter use of columns is unusual because none of the labels in the
room are written in columns. Sarah seems to be taking responsibility for
what she will attend to and learn, and what she will ignore. She has appar-
ently chosen to ignore the demonstrations in.the rcJnn of left-to-right
setting out, repeating what she has successfully used before
columns.

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

Repetition of 'at words.
Copying labels from the
environment which she can
read.

Returns to written language she feels
, at ,safe witn: 'words and print in the

environment which she can read.
Writing must be able to be read and
have meaning.

1 53
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Sample 4:.june
Baekground
At the:beginning of this writing session the teacher hadshown the chilT
dren the rhyme; Tm a Witch', in the written form. The children had
learnt this rhyme previously and now 'read'the words which the teacher
had written on-large sheets of ca. Jboard. The teacher pointed to each
word-as the children 'read'- the rhyme. They worked out what word said
'witch% what ward said 'hat and so on. The teather suggestedto the chil-
dren that they might like to write about the witch in the writing session.

y vvx:
L-_)--)exttL-try

41-qY

Descriptiveliccount of the Process
Lam dtew a housegrass,isun, and then a _tractor:and a witch, He wrote
his name; then the line afletters beginningiwith LG'; When theteacher
came to talk to him about his piece; he explained there was no driver in
the tractor liQ,cause the witch had taken him away.

He began to 'read' his writing: 'The witch take the driver and thetrao-
tor . . 2 He stopped at the end of the row of letters and, instead of return-
ing to the beginning of the row as he had been doing, he looked at the
teacher and said, 'More words.'

'Yes; said his teacher; 'You need mare wards.'
Lampickedup his pencil and wrote theletters along the top row, then

the letters along the bottom row. He 'read' his writing again.
'The witch take the driver and the tractor go smash in the house and

crash the house down. Naughty witch.'
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Sample 4: Mareh 3rd
Background
The children had settled well into their Kindergarten class and were
beginning to make friends. On this_day Sarah and the other children on
her table seernedto bein a'Ally' boisterous mood. The teacher had been
demormtrating 'how to read' to the children by reading Big Books and
things she had written _on the board. She demonstrated how to work out
unknown words in the text by guessing what the word might be and then
confirming it by looking at the sounds in the word.

cheese
Desci.iptive Account o f the Process
Sarah wrote her name in the top left corner. She and Ryan then began
making meaningless-noises like 'yip', "fip' '_hip",_'har%__and_then_long
.inquences of sounds like 'yip; yip; yip:: hip;_ hip hip-.'_Sarah announced:

write "hip" and" har7;_She carefully soundednut aloud 'huh-i-puh'
and wrote 'Hipp'. She soundednurhuh-ar' and wrote 'HaH'. She wrote
these under each other in_a column.

_She then announced: 'I'm going to write "ET" the bigway and the little
way. _

She wrote 'ET' and 'et' and went on to cat', 'Loyll' and 'afall written
un_der each other.

Ryan asked, 'Hew do-you write "fan"?'
`Fuh-a-n;_- Sarah replied, She wrote it_ on her paper and Ryan copied

it; noting!That'siin_ my_ name,' and pointingto the
Ryan and Sarah began the noise game again: 'Fan, fan, fan, ,am, yam,

yam',
Sarah sounded out 'yuli-a-rn and wrote' yam'.
She then copied I m boy', 'girl from the labels on the wall. Nextshe

drew a box and labelled it 'box She then drew some cheese and asked
the teacher to_ write the appropriate label underneath it The teacher
wrote 'Cheese'.
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Comments
Lam seems to have engaged with the teacher's opening demonstration
of one-to-one correspondence when reading words. His realisation that
he needed to write 'more words' rather than return to the beginning of
the row is a response to that demonstration. He seems to be beginning
a'1 his 'writing now with LG-_, though he is still using thecoping strategy
o: copying random-ktters. He also still draws first, but then writes with-
out beingaskedto. Heisbeginningto experiment with anew hypoth;sis:
the length of a story depends on the amount of `words' in it;

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

Using related i

activitydrawing
Copying random lettersand
placing meaning on them:

Beginning to-realise the length-of a
story depends on the amount of
words/letters .

Using the languageof written _

language'word; letters; read;
write'.

Sample 5: August
Background_
Lam and his friends were stillspeaking to each other in Vietnamese; but
when the teacher came near them or sat at theirtable they spoke only in
English, Their English linguistic data pool was growing. The teacher had
begun this session by reading `Three Billy Goats Gruff' to the class.

5 6



How the Theory Looks in Practice 51

Comments
DeSpite_the demonstrations in books and-on charts and labels Sarah_is
persisting_with repetition_ of the_column format. She isalso usingsep-
etition of known words (ET and:at' words) and coPYirig known_labelS.
But there is_ alsoi evidence of new hypotheSis-lesting being tried out.
Sarah is writing temporary spellings by sounding out _(phonemic seg-
mentation). This isa new coping_strategy she istrying, viz trying to write
unknown, andinthis case, :rionsenie_' words. It is significant RI remem:
berthatthe teiCher haS been demonstrating 'sounding Out' durihg read=
ing sessions;

LANGUAGE LEARMNG TAKING PLACECOPING STRATEGIFS BEING USED

Repetition. Beginning to understand the
Using temporary spellin g.
Interacting with peerS.

sound-symbol system of written
language.
Uses:sounding out to make nonsense
words.
Testing her knowledge with peers.
Can read her own written text.

Sample 5: March 10th
Background
When Stirnebhe baSiabirthday in the class; they come to the front of the
class, bend over andget one smack on the bottom, gently given, for eath
year. On thisparticular morninga visitor to the room, Mr Stone, admitted
it was his birthday and much to the delight ofthe children he WaS Submit-
ted to the 'birthday treatment'.
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Descriptive Account of the Process
Lam:first drew a car_thenthe house, announcing as he was drawing, 'I
do Three_Bears' house: He drew thelittle stick figure near the house.
Goldilocks; he said Then he drew the:three stick figures, saying, 'No,
Inot do Three Bears' house. I do my dad; my mum and my tall sister: He
started writing: txH. He stopped.

TEACHER: What are you writing?
LAM: The Goldilocks is going:to the Three Bears' house, (He

continues to write) Look! write 'is%
TEACHER: How did you know how to write 'is'?_
LAM: (pointing to the chart 'This is Father Bear') Up there.
TEACHER: What does your writing say?
LAM: (slowly) The Goldilocks is going to the Three Bears'

house,
TEACHER: What is the next word you are going to write?
LAM: 'Going.;
TEACHER: What does:going' start with?
TRUNG: Guh, guh. Like this. (He points to the `g' in his name)
LAM: (writes g' and then writes a letterfor each word he says:

tO 1% the it-L Three Bears' in) House. How do you
write house?

TRUNG: Huh; huh.

Lam wrote11'.-He then wrote-a whole string of letters which he ignored
in reading back. He drew a line1around the first gro!:1) -of letters and
anotheraround the second set of letters. When asked why; he replied,
'I write a long word:

Comments
Lam is using arange ofeoping strategies now.- He still draws first and then
writes random sets _a_letters (eadi_ letter being _a place-holder for a
word) But he is beginning to usetemporary spellings, He copies _Is from
a chart on the wall. He is also beginning to seek assistance from his peers;
and -becoming more aware of such terms as 'words; letters; start with;
read, write'.

COPING STRATECIES BEING USED LANGUA(;E 'YARNING TAKING PLACE

Using related
activitydrawing._
Copying random letters and
placing_meaning on them:1
Copying words for a specific
purpose.
Using peer assistance.

Understanding of 'one word writttn
for one word said'.
Developing written language
conceptslong words'.
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Descriptive Actount o the Process
Sarah decided to write abaut Mr Stone getting birthday smacks. She
wrote her name in the to0 left-hand corner. She copied from
environmentalprint 'This MOrning'.,`This needed one glance, `mornine
needed three.She foUnd 'me from the Mr Men booksinthe library and
began a new line with 'W. She then looked all around the room for the
word 'Stone'. She couldn't find it, so she began to Soniid it out audibly:
`S-tuh-o-n'. As she sounded each letter She loOked at the alphabet chart
on the wall to check ho.,i/ to write theletter;

Next she wrote got' withoutseeming tokrOungeit from environmen=
tal print, and so she must haVe known it from memory.,`Birthday' was
-copied from the !Birthday Char-C. Fi nally shesoundedOut 'smacks' using
her new phonemic stiitegy. In the next sentence she copied 'this' and
'Morning' from her first writing of them. She thenaSked Felicity how to
spell her name. Felicity pointed to her name tag aiid spelt it out as Sarah
wrote it. 'Got' was written from memory and 'Birthday' and smacs' were
copied from the sentenceabove. In the riekt sentenCe she used the same
strategies. When she had, finished, she COLild read her piece back and
recognise individual wordS.

Comments
Sarah seems to have abandoned the SafetY net Of her 'at' words and the
writing in single columns. She Is beginning to demonstrate an under-
standing of writing a ineiningftil_message which_ hasn't been displayed
befOre. She is beginning toiexperiment with left=to=right_etting Out but
Still hasn't got it quiteright. Each sentence is Written in its OWn 'space':
Sarah his not yet tackled the conventions of when iipPer or lower case
letters are used, but tends to copy them as they dee Weitten in the sources
she uses.

COPING STRATEUES FIE:ING USED

"--
LANGUAGE LEARNIM; TAKING PLACE

Copying from environmental Beginning:to &awan various souftes
print, to write a desired message (What do I
LIsiiNg temporary spellin&
Assistance from peerS.

krioW Froth theiiiOry? What can _I
scrounge from around me? What will
I have a go at?)
Now wr:ting from personal
eicPerieneean observation/recount.
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Sample 6: September
Background
Lam had been ill and away from school for two weeks. Many children
werenow copyinglabels from around the room. Some were writing tem-
porary spellings; The _children had been given 'Writing Books'five
sheets of paper stapled together. Lam seemed to be quieter and relied
on his Vietnamese friends during this session.

Descriptive Accowit orate Process
Lam wrote his name first on the top left-hand corner. He then_wrote
H' but crossed it out. He went and got a card out of a box which had a
lion on it with the word 'lion' written underneath. He placed this under
his piece of paper and traced the shape ofthe lion. He wrote Lion'. He
repeated these actions for the card with a kangaroo on it and then drew
lines down the page. When he'd finished he took it over to his teacher to
read to her.

LAM: I read now?
TEACHER: Yes;_good Lam_.
LAM: (touching the appropriateword) Lion, kangaroo.
TEACHER: What is the drawing about?
LAM: The kangaroo and the lion are in the zoo.
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Sample 6: March 31st
Backgmund
During each writing session there was by now a great deal of 'talk abcidt
writin& Children would ask each other 'How do you write . . . ?' Chit=
dren also knew that they couldiget up_and go to variousisources aroiind
the room, including other children, in search of words_they needed.
They would also often share their writingwith other_childien in the
tbbili. Satah waS beginning to takebooks fiom the class library which she
tead with confidence. Although she was not always quite correct in the
Words she read; she was getting the main message of the text.
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DeSeriptive Account o the Process
Sarah wrote1 her name and then wrote quickly and with apparent confi:
dence, pausing only now and then to scrounge a word from the environ-
ment or sound it out audibly. The following words were written froth
memory: the, cat, book, up, he, went, to, I, and. These were scrounged
from the environment: school, homework, rods,did. The fallowing Wete
approximated using a phonemic strategy:. benstrec (beanstalk), sum
(Sottie), Speling (spelling). And these words appeared to be retrieved
from visual memory but not in conventionaliform: theen (then), marts
(maths). Sarah could read her piece, although she balked at 'beanstalk'
ind
Comment
Sarah has abandoned her column format. This is the first_piece whete
herwriting goes all the way across the page, left to right. As well as her
established strategies she is beginning to use another one in spelling:
!spelling the way I think it looks'. It could now be posited_thatSarahis
beginning to read because she is now able to retrieve words that she has
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Comments
Lam is using the coping strategy of copying a picture and its appropriate
ward, whickhe_then reads. When asked why he had crossed out the 'LH'
in the corner Ofhisiwork, he said that he'd madea mistakedt seems he
is now aware that there is a particular _way of writing wordS iniEngliSh
and he is only going to write those he knows: We know he can hear the
beginning sounds of words, but he is reluctant to take a risk and 'have a
go' at temporary spellings.

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

Copying words from the A 'word' says something (lion) and
environment that he can read. that word is always written the same

way.
Random letters don't really say
anything.
Realises he can 'r ,ad' labels in the
environment.

Sample 7: October
Background
Lam was still sitting with Doan in the writing sessions and they often
chatted to each other in Vietnamese. There had been a wild hailstorm
the week before and both children had been amazed at the Iceblocks'
thatfell from the sky. This episode was being drawn repeatedly in their
work;
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seen. Although she is hearing stories read toherandisireadingfor herself;
her attempts at writing a narrative (Le; a story)_are still not conventional.
In this piece:she beginsiwith a narrative form: `The cat book The cat
clirnbed up the beanstalk; He went to school.' But then she moves into
writing a comment about her own personal experience of what she did
at school.

_ _COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

Copying from environment Beginning to write across the page .

for a specific purpose. Beginning to leave spaces between
Using temporary spelling. words:

Beginning to use spelling
sh-ategy'spelling as it looks'.
Beginning to read.
Can write a recount, comment;
observation, and'beginning to write
narrative.

Sample 7: April 4th
Background
The writing sessions appeared ta be very:busy% The teacher had begun
to 'publish soine_chilciren's writing; which was shared with the class at
the beginning of the session.
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Descriptive Account of theTrocess
Sarah asked_the_teaclier:-`What will I write about today?'

'Anything interesting happened at home?' she replied.
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Descriptive Account of the Process
A great deal of talk in Vietnamese went on whilst Lam drew this picture.
He told his teacher that he was talking to Doanabout coming to play at
her house, which is what the drawing is about. He also pointed out that
'the sun is tibt but a eloud is coming and the ice balls fall from the Sky and
it rain.'

When aSked Where he Would vvrite he replied, 'I can't Write'.

Comments
Lain, it seems, has become very reluctant to havea go at writing. For two
weekS now he has drawn Without writing any letters or eopying_any
wordS &bin óüdIheroom. i He copiesiideas for lisickawings from
Dom.flis teacher comments that he watches very carefully when they
write aLs a class; and that he can identify beginning sounds but is unsure
dhow to write many of them. It seems that :Lam is coping by using a
related activity but is reluctant to have a go at temporary spellings. He
has become aware that WOr-tiS are written in a certain way and he lS nOt
yet ptepated tO take_ the riSk_of being wrong. Because of the:Setting
within whieli he ftiridS hittiSelf, he knows he can markiimewhilst he
gathers mcire infeninatianahoutmrittenliiiguage from aroiindhin He
knows his drawings will be accepted until the time comes when he feelS
confident and competent enough to begin to have a go at English
spellings.

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAICING PLACE

Using related
activitydrawing
Repetition of items in
drawing.

i Identifying beginning sounds in
words but reluctant to have a go at
writing them.
Marking timewhile gatheringmore
information about written language.
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'Yes; my mum went to a wedding 1111 write about that.'
Sarah began by writing her name in the usual place. Then she wrote,

left to right across the page: 'She whnn to a weding'.
Sarah wrote 'she'. 'whnn', `to' and 'a' from rr Inory. She sounded out

`wed' and copied 'ing' from a ward on a chart. V. hen she read it back she
realised she had made an error: 'That says "when" not "went": She found
'wentifrom environmental print and copied it over 'when'.

'BefOre she went_She got somewriting; she remarked.
'You mean am invitation?' asked the teacher:
'Yes, -I better tell that;
She then wrote above the first sentence: 'she saw sam rifing'. She wrote

'she' from memory, copied 'saw' from the environment, sounded out
'some' and `rit' and copied 'ing'.

Sarah then wrote what appeared to be a completely new piece:
I noek The aFadet I noek The nuding
Aded etc
123 . . . etc;

She read this back without hesit... iie alphabet and I know
the numbers.'

Comments
Sarah seems to be in control a. thy .3ies with she has been
experimenting. Her spelling of know a ;melt' cnnfi, ,ns her experimen-
tation with the 'spelling as it looks' stra ,:gy and further supports evi-
dence that she is beginning to 'read like a writer'. She is becoming
sensitive to demonstrations ofgraphic shapes while engagedin reading.
Whenasked_why she spelled `noek' witka 'k' she replied: 'I saw it in a
book and' knowif s got a "k" in it somewhere.'

Her sense of story hai not yet shown _any development, as the pieces
she writes are brief and cryptic. In this piece she has both a recount
(about her mother going to the wedding) and a comment about how she
can write letters and the alphabet. Both emanate from her personal
experience. But when she had asked what she should write about, the
teacher had replied 'Anything happen at home?' and Sarah had
respondeetto this_question. She _did realisethat the second sentenceshe
wrote about her mother receiving the invitationneededto come before
telling her audience that her mother went to the wedding. This adding
of new information can be viewed as editing.

CONNG STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

Copying from environment
for a specific_purpose.
Using temporary spelling.
Seeking assistance from the
teacher.

Developingiunderstanding Of the
need for sufficient information for her
audience.
Experimenting with editing.
Using 'spelling as it looks'.
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Sample 8: November
Background
The teacher had made a conscious effort to sit with Lam at least once a
week to assist him in his attempts to 'sound out' words.

DescriptiveAccount of the Process
Lam drew himselfsitting on achair. He then wrote his name beside him-
ser (He writes this now from memory and in fact no longer has a name
card.) He then wrote 'TNIT' for 'chair'. The 'T' sound was the closest he
could find to the 'ch' in 'chair'. He then dre-w a cow and; sounding-the
word slowly, wrote 'kw'. Next he drew 'three houses for mouses'. Heithen
wrote 'ms for mouse and a large for house He neededthe teacher's
approval for each of these before he went onto the next thingfor
example:

LAMi Now I write 'cow' (He draws a caw) How do you write
`c-uh'; 'c-uh'? (He writes le.) Is that `c-uh'?

TEACHER: Yes, that is the letter 'k' and it makes a 'c-uh' sound.
LAM: W, w, like this? (He writes 'w'.)
TEACHER: Yes, good. What else can you write?

66



How the Theory Looks in Practice

Sample 8: May 27th
Background
The teacher was concerned that the chilcken were not1 attempting, to
write narrative. She had been reading many stories_to them but so far
noneseemed_to be appearing in their writing. So during this week the
teacher talked about:the retelling of known stories and demonstrated
this by writing a retelling of 'The Three Bears' on the chalkboard. She
then suggested to the children that they, might like to try doing some-
thing similar. Sarah began to write 'Cinderella' the very next day. She
took four days to write the piece. What is shown here is the first of two
pages.
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Comment
Lam is using the coping strate_gy of seeking assistance from the teackr
as well as using temporary spellings. At this stage he will not take the rt., ;
and have a go,without the assistance of the teacher, although he is pre-
pared to helpDoanwhenshe_asks 'how do you write' questions._ He Has,
however, made quite a step _from the last month when he appeared to
have regressed. But what Lam is attempting this month demonstrates
that he hadn't regressed but was more likely gathering information from
the many demonstrations of written language around him. He has been
adding a great deal of English to his personal linguistic data pool and
forming new hypotheses about how to solve the written language
puzzle. Until he has gained sufficient information and feels confident
aboutit, hedoesn'tseem prepared to take the riskof being wrong. In the
meantime his level of competency and proficiency in oral English has
risen dramaticany.

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

Using related
activitydrawing items he
can say and write.

.

Using temuoraly spelling.
Seeking advice from
teacher/peers.

Beginning muse phonemic
segmentation.
Can match the graphic symbol to the
sound.
Concept of a word/labels.
Beginning to read print in
environment.

General comments on Lam's development after
9 months at school
Lam has not turned six, yet he speaks Vietnamese fluently and is
becoming increasingly more competent and proficient in English. He is
learning to speak, read and write in English all at the same time, although
his oral language development is far in advance of his written language.
Inorder to solve the written language puzzle in English, Lam uses van
oust coping strategies. He not only chooses which strategy to use_and
when to use it, but al.so how long to use it. The setting in which he finds
himself offers him immersion and demonstration in oral and written
language and the expectation that he will learn to speak, read and write
English. It allows him to take responsibility for pacing this learning,
whilst at the same time providing him with daily opportunities to prac-
tise speaking, reading and writing in non-l.hreatening situations.
Approximations are accepted and indeed rewarded, and constructive
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Descriptive Account of the Process
Sarah began this piece confidently. She sometimes_pansed_to scrounge
for words_around_ theroomliut she mainly sounded them out or wrote
from memory. She stopped often to reread in order to write on. She
talked to the children beside her and read parts of her piece to them.

Comment
Sarah has _a repertoire of strategies she now uses to help her to write:
using environmental print for a specific purpose; seeking assistance
when needed and using temporary spellings. She is continually testing,
rejecting, refining, consolidating and extending new and old hypotheses
about how writing is done. She is also able to use the appropriate
language for the appropriate text, viz, book language: 'once upon a time,
cried and cried, fetch a pumpkin.'

COPING STRATEGIES BEIM: USED

Usingtemporary
Seeking advice
from/interacting with peers
and teacher.
Copying from the
environment for a specific
purpose.

LAN(.UA(.E LEARNING TAKING PLACE

Responding to request for a specific
type of writing: retelling known story.
Writing over several days.
Using a variety of spelling strategies.
Using language appropriate to type of
writing'once upon a time'. ried
and cried'.

General comments on Sarah's development after 12
weeks at school
From her very first piece it was evident that Sarah-came to school with
quite a i:Mal of knowledge of writen language._ This knowledge ihis
increased rapidly withi n_the first_tweive weeks of school; 5Prah has had
the opportunity to_try new _hypotheses about the written language
puzzle. She has_been immersed in a print-oriented classrooin which has
given her countless demonstrations ofwritten language. Her teacher has
given her both the time and the responsibility to experiment with
writing. The feedback she receives from the teacher and her peers
guides her on to further learning. In the twelve-week period Sarah has
lei:Jra that:

i) writing proceeds from left to right across the page
ii) words have spaces between them
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feedback is constantly given where needed. He makes the decision as to
when to take the risk of having a go. In the nine months Lam has learnt:

i) spoken__Englishhe can communicate about most things he
wants in school

ii)_ English script
iii) writing proceeds from left to right-
ly) writing isi for reading and printed words always say the same

thinglabels, stories
V) there are letters and words in writing_
vi) there-are conventional ways to write English words which need

to be followed
vii) there are various ways of meeting these conventions, including

using the print around the rocrn
phonemic segmentation.
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iii) lines proceed from top to bottom of_pages
iv) stories occur as a_sequence of events and the temporal order of

Hike events must_beadhered to
ti'ere are conventions of spelling- which need to be followed

vi) therei, are various ways of meetiiig these conventions
including:

visual memory
usingenvironmental sources until th convention iS
internalised
Phonemic segmentation.
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CHAPTER FIVE

What it all Means
for Teaching

We ask again the question from the first chapter: 'Is the reality of these
classrooms the, "chaos" thr-y apdear?' The answer is obviously No!!
What we have demo nstrated i nthis book isthattheseprocessoriented'
classrooms are highly structured, organiseaand robust learning settings.
They are classrooms in which certain conditions exist that coerce young
learnei s to develop itheir own set of strategies to solve the written
language puzzle in the ways which best suit their personal needs (i.e.
their personal linguistic data pools).

We want now to outline some implications which teachers need to
consider in three areas: the classroom set' ing, the understanding of
children's learning and the understanding of the nature of language.

1 The classroom setting
Teachersneed to establish classroom settings which allow the conditions
outlined on p.7 to be present and to operate at an optimal level. From
our observations this happens when teachers do the following.

Immersion
Teachers surround their children with printa wide variety of print
including labels on the art and craft work around the room; labels on
items in the room; charts; commercially produced books and books writ-
teniby the chikken. Itis important for the childrento feel asense of own-
ershiptif this print;and so teachersiwritethelibelsand charts with the
children; ensuring that the print isalwaysmeaningful to them: The print
changes from time to time as various themes are dealt with in the
classroom.



What it all Means for Teaching 67

Children are also immersed in a great deal of oral language. The
talking, listening, reading and writing encounters give children oppor-
tunities to 'fill their personal linguistic data pools.

Demonstrations
There are many opportunitiesinThese classrooms foiidemonstrationsiof
howlanguage andprint work._ When teachers write a label infront afthe
children_to_go alongside the latest craft work; they ai c demonstrating
how writing works When teachers write their own piece in fiont oftheir
children, thinking aloud as they searchfor what they want to say and how
to spell the words, and as they check the punctuation, they are demon-
strating how drafts are written, how to edit, how to deal with unknown
spellings,: and how to use the environment to scrounge for words. They
are also demonstrating how they read over their writing to check for
meaning, and how to rewrite the piece so that it can 'go public' for all to
read.

The way teachers approach reading and writing demonstrates their
attitude towards literacy: whether they like to r :a:: and srite; whether
they think reading and writing are hard or easy, enjoyable or a chore.

Shared Book Experience is a method teachers use to demonstrate
much about written language and how it is read: what punctuation marks
are for; how words are spelt; what to do when you can't reada word;what
sound thevarioussymbnIs make, andso on. By reading daily to children
teachers deraonstrateihe value of reading andlow enjoyable it can he;
By reading informational books as well as story books; they demonstrate
that books are written for a variety of purposes and about a variety of
topics.

Teachers demonstrate that they expect children to learn to read and
write by allocating valuable school time for reading and writing. Most
importantly, they are constantly demonstrating how reading, writing
and spelling are interrelated.

Responsibility
(There.aremany interpretations andmisinterpretations of this term; By
responsibility we simply mean 'making decisions for oneself about
learning') Teachers organise their classrooms and activities in such away
that the children must take responsibilitylor many-ofthedecisionsabout
theirlearning: for instance, what book will I read? What topic will I write
about? Which piece -of writing will I edit and publish? Which book or
part:AA-Abe hook will [share_ with . the group? Is_ theresomethin g I can do
as afollow-uplo the bookrve read? Where_do Hind that word I need?
What part of:he writtenlanriage puzzle will nearn next?

Teachers take responsihili forithe organisation of the overall pro-
gram; fo -sclecting a wide range of books and other-printed materials;
for prlvid:ng a:equate paper, pens and other materials for writing; for
the way time is used in the classroom; for knowing how eaCh Child iS
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developing; for supporting and-teaching each child at tle_ point of need;
for keeping records of each child's progress.

While young learners are encouraged and expected-to make many
decisions about their learningJhey cannotbe expected to .make them
all.There aremanydecisions made hy the teacher which aresimplynon-
negotiable. For example, teachers take the responsibility that children
will write and read lathe time allocated to_ writing and reading. They
will.work within the rules of operation established by the teacher with
them.

Howeverthe teachers we have_observed try to keep abalante of who
is responsible-for what.-For example, they view scribing for chilcken as
a-form of publishing rather than- writing on behalf of the child, and.so
children have a go at writing before the teacher steps in. They .do not
give children spellingsanlessthey have first made some attempt of their
own; They do not alwaysselect the books that the_ehildren-read. They
allow children to choose from a range of activities (though-ofeourse the
range of choice represents some decision-making on behalfofthe child).
By being encouraged to seek out information for themselves and make
some decisions about their learning for themselves_ children become
less reliant on the teacher. They become independent learners who can
make decisions for themselves.

Expectations
Teachers expect their children to learn. They expect them to take
responsibility for decisions about their learning. They expect their chil-
dren to have ago at spelling the wordstheyneed; to have ago at the words
they don't know in their reading; to be able to_choose their own topics
in writing and choosetheiriown books in reading. They expect their chil-
dren to carry:out their tasks sensibly at an agreed level of quality that
both child and teacher accept. These expectations are worked out in con-
sultation with the children, so that everyone knows whe is expected of
them within the classroom setting.

Expectations are also communicated in the ways that teachers treat
their children. They realise they must be eareful not to communicate
that certain tasks are achievable by some children and not others. Thus
they avoid grouping chilcken in ability groups, but encourage
co-operative learning in flexible groups.

Children expect what they do in the name of language learning to be
meaningful, They learned to speak without being 'taught'. It was simply
learned as they used talk to achieve various purposes in their lives. Why
then should they expect anything different when learning to read and
write?

Approximations
Teachers encourage chikken to have a go. They do not expect children's
attenipts to be perfect first time around. They understand that learning
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occurs only when learners have opportlinitiesto gather new information
and formulate hypotheses about writter language; which then need to
be trialled and tested before becoming part of the learners' repertoire.
Childien need to know they can try out these hypotheses and make mis-
takes, and that their approximations will be accepted, for only then will
they be prepared to take risks and experiment in their learning.

Practice
Teachers provide time for childten to read and write, whi_ch they fill with
activities that rannat be completed unless reading;_writing; talking and
liste ing are all involved.flowever; these activitieshave other purposes
and tunctionsbesides learning about language; and whatever is learned
about language is a by-product of the uses to which reading, writing,
talking and listening are put. For example, the purpose of reading a book
may be simply personal enjoyment or to convince one's peen that it is a
great (or boring) book.

.-.

This classroom setting gives children plenty ofopportunity to read and
to share their reading.

Response
Teachers interact with their chikken about their reading andiwriting
attempts in sueh a waythat the type of feedback is both supportive and
iustructive to the young learner. (Teachers also encourage children:to
respond to tach other's work in a similar way.) The interaction may take
the form of a class lesson, a group activity or a one-to-one conference.
But whatever form it takes, th.2 response always emanates from the per-
ceived needs of the child or childten. The teachers learn about what they
need to teach from observing and listening to their children.
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2 Undet'stariding ehikken's learning
Teacheri Should be aware of the coping strategies their childrenuseandknow why they,are tiSing them; The strategies we've outlined inChapter Two will help teachers understand what they observe as theirchildren are attempting to solve the written language puzzle. Teachersalso- need_ td :understand why:children like:Lain :need to use some
strategies for:longer Periods oftime than children like Sarah.

They need:to support their children in the use of their copingstrategieS; whilst at the same time gently encouraging them to try neWways ofdoing things. FOreicaraple; ifteachersobserve that Some children
are not using temporary Spelhng-, they need to ask thernselvesseVeril
question- Is it betailse of the deMonstrations given to the children, orlack of,them? Would MOre explic4 demonstrations of working out howto spell a word be Useful? Wou',-1 individual alphabet charts assist? . . .and so on.

3 Understanding the nature of language
Teachers need to understand how reading; writing, talkingand listeningareinterrelated. The nOtiOn ofthelingUistic data pool, we beheve; asSiststeachers in seeing how this relationship operates. One consequence isthat classroom prOgrainming in the traditional senSehasto change:pro=grammingunder Reading ; Writing , 'Talking and Listening headingsbecomes obSolete. Rather, teachers need to organise activities in theirclassrooms WhiCheiiCourage children to mingle reading, writing, talkingand listening. Whilst the main focus of an activity may be, for instance;on reading; that doesn't exchide opportnnities for talking, liStening andwriting taking place a8 well.

TeaChers also need tb encourage co-operative learning rather thancoMpetitive learning. Peer support and tutoring haS been demonstratedas a very useful Strategy for learning.

Overall; Whit hasbeen written in thisliOiik Means that teachers need toconsider quite a different Set ofbelieUs about how young learners Salvethe Written language piiizle; And we maintain that if teachers take the. . . . . . .opportunity to observe their children in action, they will validate from
their own obServations and data what we haVe written; They will thenknow why their Children follow the learning_Pith that they choose totake. They will be better armed to_ support and instruct the younglearners in their care.,Classtooms will be settings where teachers haveconfidenee in what they are doing and trust that their Children arelearning.
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