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CHAPTER ONE

Setting the Scene

Brian Cambourne was running the final session of a one-day inservice
course at a Department of Education Professional Services Centre.Ina
carpeted seminar room tiiirty or more teachers sat in a semi-circle, all
facing the front. Cambourne recalls it this way: S
Asafinaletotheday’scourse I'dbeenconducting; Idecidedtoshc »
a videotape which I thouight was a good demonstration of a typical,
so-called ‘process-writing’ classroom.in action. Towards the end of

the videoI heard: ‘Itlookslike unstructured, uncoordinated, uiinai-
ageable chaos. The kids are all over the place. “Confusion writing”

would be a better name for it.

_ The comment wasmade by an experienced infantsteachersitting

towards the front. On the surface, her comment was directed at a
colleague who was sitting nearby. However. it was made in one of
those stage whispers which penetrate to the farthest corners of a
room; and so everyone, especially me; could hear it. It was reallva
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 letting me know. As far as she was concerned, there wasno val-
idity in what I'd been advocating. She was not convinced that the
principles I'd been describing could-ever work. On the contrary; if
I'd pushed her, I'm certain she would have told me that ‘learning
could never occiur in the mids: of all that confusion’.. .. .

At the time I was irritated and a little angered by this thinly dis-
guised rejection of what I'd presented.in the course, but coward
thatlam, Ipretendednotto have heard. But1did, and that coniment
sent me away thinking about how I could demonstrate the learning
that was taking place in the appareiit chaos. Just how do children

and teachers cope with these learning settings?
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2 Copmg with Chaos

Let 's examine thlS short epxsode carefully, as the comment made bv
this teacher was a fair one. Someone with traditional views-on 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 noise level, both from the talk and
from the chairs scraping, feet moving and pencils tapping, does seem
high—especially when magnified by the unselective nature ofthe video
sound recording system. It does seem like confusing; rowdy mayhem.
Furthermore thereisalotofszemingly uncontrolled movement and talk
in the room:

What are these chlldren domg?

« Children seem to be talkmg to whom they please whenever thev
please:-

» Some chlld?en a pear to bea argumg ¢ about words and letters:

+ Some appear to be wandering from their seats, whenever they please,
to every corner ofthe room. They are looking at the wall charts, either
alone, in palrs or in larger groups, and discussing what is written on
them.

» Some are perusmg b00ks L

. Some appear to be dlsturbmgthelr peers who are engaged in. wntmg,

] “B uh”f”

» Some are drawmg pnctures

s Someare readingtextswhich they've createdto anyone whowill llsten
afew are staring into space.

+ Some are re-reading audlbly, to nio one in partlcular texts Wthh they
are currently creating.

+ Some appear to beqmetly engaged in the act of wntmg (i:e: making

marks on paper with a pencil).

Ade thlS apparent turmonl the teacher appears to be conductmg
ﬁxendlyehatsw;th individual ehﬂ&remseemmgly oblivious to the chaos

surrounding her. And while the term ‘chaos’ maybe alittle 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 can remember.

Why are the children domg what they are
doing? ]

The cﬁlassﬁroom capturedﬁon thlS v1deotape is not all that unusual In fact
itis typical of what is happering in many infants classrooms in Australia;

8



 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 a consequence of the
new vision of learning to write which Donald Graves has promoted.
Since hisfirst visit to Australiain 1980, there hasbeen aminorrevolution
in the way writing and, more recently, reading are being taught to-chil-

dren in the early grades: More and more infants classrooms have been

attempting to implement the principles which Graves (1983) espouses:
Because his work emphasises the processes involved in writing, it has
become known in Australia as ‘process writing’.

- Generally Graves’ work has been favourably received. Many who
have been exposed to hiswork have been enthused by what he describes,

often arguing it is ‘just plain common sense’: There have been many

attempts to replicate it, and local research literature is replete with data
drawn from descriptions of the results of implementing it. Indeed, his

work hasbeense persuasive that some State departments have rewritten

their curriculum policiesin 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 to advance our knowledge
of how 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 macroscopic level, the classroom level, and

todocument how younglearnersrespond to the kind of learningcontexts
which result from implementing ‘process-writing’ principles. Previous
research has 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 s
‘process-writing’ classrooms which lead thein to make marks on
paper and eventually to become literate :
* whether these classrooms are really as ‘chaotic’ as they appear.

strategies evolve and develop in children in

In this book we attemipt to answer such questions by describing how
young children from various cultural and linguistic backgrourids have
responded to and coped with the conditions surrounding them in
‘process-oriented’ classrooms: 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 examine the
learning strategies the children developed as they attempted to solve

the written language puzzle—that world of print out there in their
environment.

9



i . Copingwith Chaos

-Inalaterchapter we will discuss what this means in termis of two young
children’s writing developinent over a period of time. Finally we will
discussthe broad implications this has for classroom teaching and organ-
isation; so that the perceived 'chaos” can become a highly organised and

successful centre of language learning:

Brian Cambourne records his observations in the classroom.

19
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CHAPTER TWO

A Study of

lassrooms

An initial project was begun in 1982, when seven Kindergarten class-
rooms with children aged between 4.9 years and 5.9 vears were regu-
larly and systematically observed by a team of researchers-from the
University of Wollongong. Members of the team sat in class with the chil-
dren, observing and recording their behaviours; interacting with them
about their writing, collecting and analvsing their writing products and
talking with their teachers. In all classrooms there were children from
both English-speaking backgrounds (ESB) and non-English-speaking
backgrounds (NESB): Most of the latter group arrived.in Kindergarten
at the beginning of the year with very little understanding of English.
~Since then both authors have continued -to observe similar
‘process-writing’ classrooms in action from Kindergarten through to
Year 6 (5-12 year olds), f>ilowing the same information-gathering pro-
cesses. We will draw cn all this information in the following chapter.

"Process-writing’ classrooms . . . Whatdo _
theylooklike? Whatiscommon tothemall?
Thus far the term “process-writing’ has always been written within
inverted commas. Thisis Becfaus,e:btgth'e difficulty of specifying with any

precision just what it means. What makes a classroom a ‘process-writing’

| SV
Jot | |




6 L Cbpiné with C’habL -

classroom? What are the identifying characteristics? What conditions
existin 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’, =~
- Itwasdecided, inthe 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 to be ‘process writing’, and with the support

ofmany discussionswiththem, aset of conditionsbeganto emerge which
were characteristic of all classrooms in varying degrees. Subsequent

classroom observations since 1982 have supported this model, shown in
the table opposite.
- Hfall these conditions are present in the ¢ *1ssroom te a relatively high
degree; then such aclassroom may be labelled asa ‘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 fact that
these conditions could be identified in the classrooms observed did not
mean the teachers used the terminology; or were evenaware that such
conditions did existin their classrooms. Nor were the classrooms ident-
icalinevery way. Whileatthe overalllevel they were and are very similar
with regard to each of the conditions, at the individual level there were
subtle but important differences. Often these differences reflected the
personality, background and professional development of the
teachers.. - R S
For instance; in the case of immersion; the range of printitems with
which learners could readily and easily engage varied from classroom to

classroom in both range and quality. In some classrooms the children
weresurrounded by avariety 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 pieces-of print on the walls;
or hanging on strings criss-crossing the room and-decorating the win-
dows. In another there were less than one hundred. -

—_ Similarly the degree to whichresponsibility wasimplemented differed
from teacher to teacher. One teacher, while permitting the children to

take responsibility for what to write about and when to write, couldn’t
initially bring herselfto allow them to take responsibilitij for approximat-
ing spellings. So, in the early part of the year, she gave all spellings to
children on request. This consequently affected the degree to which the
children approximated in th~ir writing and were engaged in the process

12
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[ N

CONDITIONS

HOW MANIFESTED IN THE éLASSﬁébf\i

Immersion in written

,,,,,,

Print arsplavs around room: labels charts
books; dictated stories. Rooms can vary from
hlgh to low immersion. B

Demonstratlon ofhow

print medium is used

ntion context Teache
demonstrations of how reading : and writing are

done. Regular opportunities touse printandsee
it bemg used. This cond|t|oncan vary from mam

conventions. in

demonstratlon.

Expectatlons given
off by teacher to class

Posm\ e/negatlv(‘ expectatlons “hl(.‘h tLachers
hold and communicate (both implicitly and
explicitly) to children and which affect their

learning:

iiésﬁéﬁsibiiiﬁ for own

Degreeto whichthe childis permitied to decide
what will be written; when it will be written;
Whﬁt will be l'eér’n'e'd (fr'o"m' thé déﬁiéﬁstfatmﬁ;)
convention W|ll be mastered ThIS canvary 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 varv from hlgh to low.

Practlce employmg

Degree to wh|ch opportumtles to engage in

the developing skill writing-learning are made available. This can
vary from high to low.
Eﬁgagéméﬁt with the Legree to: WhICh the learner engages W|th prmt

demonstrations made
available

and the demonstrations being offered about
how print works. This can vary from high tolow;,
'd'ep"en"ding on the ﬁeeds of the leai'rn"e'r éﬁd tha

demonstratlons to the learncr

Response: mutual
exchanges between
experts and novices

The type ofresponse an& tﬁe degree t to Wﬁlchrlt
is meaning-centred, non- threatemng,
functional; and relevant to the ch|ld 's needs

13




8 Coping with Chaos

of learning how to spell. By contrast, another teacher gave children full

responsibility for the spelling of what they wanted to write in their pieces
by refusing to supply conventional spellings. She expected them to
approximatetheir spelling and gave them plenty of opportunity for prac-

tice and engagement by simply instructing them to ‘have a go’; ‘find it on
the wall’, ‘use a book’, “ask a friend’, or *do the best vou can’. Similarly,
the presence of the other conditions described on p:7 varied in all class-
rooms in which we have been involved. They were present, however, to
a sufficient degree for all these rooms to be loosely described as
‘process-writing’ classrooms.

Whatdo children do in these classrooms

and does learning result? o
How do-children learn in these settings called “process-writing” class-
roems? The resultsof our observationsindicate that whenthe conditions

described are implemented; the young learners develop an unusually
uniformsetofresponsestothe demandsmade by their learning situation.

A new range of strategies begins to emerge in the children’s

repertoire—a range pertinent to written language. These strategies are
child-oriented, child-developed and child-controlled. They are a form
of ‘scaffold’ erected by the children to support them in their attempts to
learn literacy, to solve thie literacy learning puzzle. -~ =
- The concept of scaffolding was first introduced to language learning

bv Jerome Bruner to describe the ‘supportive language interactions’
between parent and child: Graves (1983, p.271) describes scaffolding
as: R .
the temporary structures 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.
Webelieve the strategies used by children in process-writing classrooms
are scaffolds in the sense that the children erect structures for them-
selves in order to facilitate the literacy learning they are-grappling with
atthatparticular time. These structures support them 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 develop tl¢se strategies in order
to grapple with, or cope with the language learning puzzle, we have
-alled such strategies ‘coping strategies While they may differ from

child 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

14



Process-Writing €lassrooms 9

m klgd }o bqusllx 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

+ Useof repetition - e B

¢+ Assistance from and interaction with other childrén

+ Assistance from and interaction with the teacher

+ Useof ‘temporary’ spelling. o
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 stand-by they use until a little inore knowledge
about the conceptsand functions of print hasbeen learned. Whyiisit 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.

- Itisalso related to the demonstrations of reading that many children
have already had with books. Young children are read stories orally and
thev 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 storv. In many cases teachers will
hear young children ‘tell’ their story as they draw it. Drawing helps the
child compose meaning. , - o T

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 long?

TEACHER: What do you cutitwith? -~ -

jiMMY: Mower (Jimmy picks up his pencil and draws a mower in the
top corner of his page) - o 7

TEACHER: Oh, you have drawn the mower. Is it magic?

jmmy: No. N , o ,
TEACHER: Well, who uses the mower to cut the long grass in your
hUUS'e;?; - oo o I
jivmy: Grandad (Jimmy picks up his pencil and now draws Grandad
in the bottom corner of his page)- . - -

TEACHER: Now tell me what your drawing is all about, Jimmy.

jiMmy: When the grass gets long; Grandad cuts it with the mower.

15




10 Coping with €haos

Jimmy-s not writing but hie is using a related activity which allows him
to meet the demands of the writing setting in which he finds himself. He
is rehearsing meaning and discovering how to develop and sequence a
story for an intended audience: - - . S
__Older children use drawing to accompany writing. Eight-year-old
Megan was writing about a witch. She had introduced the setting and
her characters. And she had written the problem. But then it had all
becometoohard. - - - - - - -

- When she brought the piece of writing to the teacher, there at the
beginning of chapter 2 was 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 to
describe what had happened. It was cognitively easier for her and-got
the intended message across. Having drawn the solution to the problem
in her narrative, she was able to write it moreeasily. - -

Nine-year-old Miguel spent much of ene writing session drawing lines
and drawingan elaborate heading: Thishe did withfancy lettersand vari-
ous colours: He was resorting to related activities because, as he told his

16



L ?rbce.és:Wﬁiiﬁg Classiooiis 11

teacher, ‘I want tc write about the excursion to Old Svdney Town bt I
don’t know where to start’. The task was tor-demanding, and so he fell
back on activities which he could manage and which were related to the
writing task the other children were involvedin. -~ . -
- Ten-year-old Jesse, anon-readerin Year 5, eachdayin Sustained Silent
Reading used variousrelated 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 behaviour—one with plenty
of pictures which he could use to create his own set meanings, or one

with a few phrases that he could read—and he browsed and/or tried to
create meaning with pictures. T
- Thisstrategy seemstobeapplicable 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 forim of behaviour which I'm
capable of employing, or the Clayton strategy’—a 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.

ﬁandam use 6f iéﬁété :

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 of letters but makes no obvious attempt to place
any meaning on this ‘writing’. Trung, a five-year-old Vietnamese boy,

copied all thelettersfrom 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:

D
/ ' / / i['
« /)

f i

i“Clayton' s the brand name of anon-alcoholic drink which has the slogan: ‘The
drink youa have when you are not having a drink’.



12. o Cbpiﬁé with Chacs.

b) Four-vear-old Heidi had drawn a large detailed picture of a dog.
Down the side of her drawing wasa series of random letters she had writ-
ten. Asked by her teacher what her writing said: she replied. ‘I don't
know’

TEACHER: Well you u wrote-it.. ,

ueidt: I know, I can write but [ can’t read vet

©

e
N {i( k (U

L

c) Fwe -year- old Manel had drawn alarge ﬁsb in the rmddle ofher page
She carefully copied the word ‘fish’ underneath: She then wrote aseries

of random letters across the page. When asked to read her “writing’

Maneltraced her fingeracrossthe word ‘fish’ and then herletters, telling
the following story: “This is a big fish and he swim in the water and he eat
people and the girl swim in the pool.” When she came to the end of her
letters she siinply retiirned her finger to ‘fish’ and continued with her
story. She then picked up her pen and drew the girl swimmingin the pool
so that the fish couldn’t ‘eat her’.




Process Wntmg Classrooms - 13

“The random copving classuf“catlon was applled when there was no
clear evidence that the learner-writer was engaged in anvthing but a
pattern-copying exercise, -alinost as an-act of drawing - rather- than
writing. What does seemi to be happening, however, is that the child does
realise: that letters are connected: with writing; not drawing: 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 vet to match each word said with each letter or
‘word’ written.

Cop]zng environmental print but giving it another

meaning

This.category was applied when the learner-wrlter copled some of the
environmental print but gave it a meaning different from the conven-
tional meaning of the words copied. One example of this was when five-
vear-old Poppi copied the following words from a wall chart in the
room—LOOK AT-THE VERY HUNGRY CATERPILLAR—but ‘read’

it as, LOOK AT ME I'M AT BALLET. She drew a textually apprapriate
picture of herself at ballet. When she read her - writing she would look at

the drawing rather than the writing: There was no effort to match each

word she ‘read’ with the words she had written.

POQPt

Lok oL v
nangy caﬁ“fﬂ\gj}hﬁi cr

C(ijjjiiig Itsts of words which can be read but with no
attempt at stori jlzne 7777777

This category described a common behavmur bv thch c}uldrren wnuld
carefully: choose individual words that they. could read from displays
around the room. They would copy these down list-fashion with no

attempt to make meaning: U~ "' these words could be read by the
voung author wlen requested. sccasionally 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 the drawing

T
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heiow. She-Was aple to tell a1 Ora] story abot Ner drawing which the
teacher list®Ned to with inter€st byt made mo #' “Stpt to seribe for PET.

Shele?  cat. oS, raq. . Biis
S, st Yo e
Ve BT home 1O MR Love

‘ o o ]

Copying labels from arotnd the rgpm nd drawing th
appropridle picture, or 8T wing q pic’*Te and copyink
the approPrigte label - o
Five-year-0!9 Donpa locked a70ung the raom 27 they drew a house.
Aboveit sh€ Copjed the word ‘hOuse from a chaf Onthe wall. She ]'o'okea

DO[‘/NA ;\N :
oug@
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aroundagainand drew acat. She wrote ‘cat”. This process continued until

she had six items on her page. She then read her Jabels to anyone who
would listen.

Copying words which can be read and constructing a

storyline from them T
Children exposed to Bieakthrough to-Literacy (Longman Cheshire:
1972) often use this strategy. Six-year-old Ali carefully chose words one
at a time from the Breakthrough Teacher’s Stand. He took each one back

to hisdesk and carefully copied it 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 Ali was composing written language
and could read it, he was choosing words he could read and ‘forcing’
rheahlthlthfhem i o oo DL oo IR -

Five-year-old Shelley, on the other hand, used the environmental
print in a far more complex mariner. She found words which she could
read from around the room and then wcve them into a semantically

cheltey  Logt Mg i@ai 7\‘56}:?68 pacty ¢ die Chipg ot cheerels
‘;‘{ E\)G\/eé wils *réifﬁ,ge*:

_ The cognitive processing that took place when this was observed was

staggering in its complexity and intensity. It demonstrated the potential
that very young children have for persevering with and concentrating
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 particularly by older.children. They scrounge
words and ideas from wall charts around the room and from books
they've been read or read themselves; they search reference books for

whatthey need: Thissearch tactic fulﬁlsgggédficfuhétian forthechild:
SR 2 1
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Scrounging the needed word from environmental print.

- Nine-year-old Scott was writing about his experience on the ‘pirate

ship’ at an amusement park: He had written:

... We wentright up in the air and were upside down. It was scarv.
I screamed. S
He underlined ‘scary’ and got up to fetch The Witches by Roald Dahl,
which was being 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 ‘scarv’ and wrote ‘terrifving’, and then after ‘screamed’ he added:
‘and panicked, quivering with fear’. He continied with: “‘When we
stopped I was trembling. My face was ashiv and grev. I'd never do that
again!” His piece now read: , o , ,
... We werit right upin the air and were upside down. It wasterrify-
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 agzin!

2
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Scott told his teacher he wantad ‘scary’ words and he reinginbered hear-
ing them in the last part of the story she had read to them. and so he went
specifically searching for them.

The differingway inwhic! these categoriesare usedby ESBand NESB
children is interestinig. The NESB children: particularly those in their
first year of school, use random copying and copying of we rds and labels
foramuchlonger period oftime than the ESBchildren. ScmeNESB-chil-

dren we chserved used this strategy up to their tenth moith in school.

untjl they had gained a certain level of control of the semantic system of
English: Until this 2ontrol ocurs, it seems, thev are restricted to copving

‘shapes’ or ‘patterns’ which have little ornom eaningtothem: They must
wait until they gain control of soiie meanings in English before they can
moye to copying labels anid words around the room to which thev can
add some meaning. (It sworth noting; however, that the process of draw:
ing and attempting some ‘writing’ gives these children manyvopportun-
ities to practise and extend their oral language in ron-threatening
Sitﬂatibﬁsz), e e e - - - o : oIl Io L
_The context in which any of these categories is used, whether by the

very voung child or the older writer, has the following characteristics: a
task which must be done and which the iearner has decided is worth
doing: a significant other, usuallv the teacher. who expectsit to be done;
and some artefacts {charts; books: labels) which the learner knows have
the imprimatur of the teacher and which contain demonstrations of the
knowledge the learner needs. Thus we could describe this strategy as:
Coping by consciously scrounging from an artefact which has the
imprimatur of authority and demonstrates what we need, and which e
hope will become internalised for later use.

Use of repetition N - 7
This strategy involved the occurrence of the same picture items, the
same set of letters; the saime sentence portion, the saine sentence; the
same_theme or topic, or the same genre or register on at least four
occasions.

Repetition of picture items = o
Four-year-old Doan produced balloons: a ‘papa balloun’, a ‘maima bal:
loon" and a "baby balloon’. The colour of the balloons changed but for
two weeks she drew balloons: She would then touch each one and tell
her teacher the English words: Needless to say, ‘The Three Bears' wasa
major theme in the classroom at the time. Doan had learnt these Enyslish

werds and felt sufe in being able to talk about them. and thus she con-

tinued to draw them. 7
- - 23
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Some children would draw the same items in their pictures for several
months. Five-year-old Ivanka produced the same pictarial themes for
seven months: They included a house with a TV aerial; flowers; aboy; a
girl, and a stylised sun.

- ' B ;

Repetition of leiiét groupings

This occurred when children repeated: letter groupings which we-e
relaied either to the specific letters making up their names or to letters
from their siblings’ names. The category also included NESB children

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 arcund the room. Five-year-old Norman con-
stantly rearranged the letters in his name to prodiice .ew ‘words. He
demonstrated a knowlege of one-to-one corréspondence and that words

give information to the reader. Forexample:
I Nmo mar. the moRAn to nrm rnm Nomr Nomn
I went to the dentist to get my teeth fixed. o o
- WithNESBchildrenthere wasatendency to repeat letterswhichwere
the same shape as those in their name. ZANA, whose name is comprised
ofletterswhich are mainly straight, produced what appeared tobe aran-
dom string of straight letters—A, K, L; Z, K, I, T, N—and very few with
curves in them---O, C; Q; P, R, U, D; B.
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_ Five-vear-old Mohammed wrote letters, rows of them, which looked

more like Arabic than English; but had little relationship to any real
Arabic ietters. Mohamed could not speak sufficient 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 I}, who from February to June
began every piece of writing with ‘Ilike . .-, During thistime Paul liked,
‘whenlwent to the beach. . . Clifford thebigreddog: . . the caterpillar
. .. caterpillars. . . the rain-. . : when I went swimming’ and much else.
Many of the items which he ‘liked’ were also repeated, often being
spelled differently onanumber of occasions. For examble ‘beach’ began
‘doecht’; then became ‘beac’, and finally ‘beach’.

Repetition of theme - R
Seven-year-old Simon repeated the same th.eme for several weeks. First
he wrote about racing cars, then he moved to other pieces about
racing—the boat race; the running race, rockets racing—and then back
to the carraces. - - - - e S

Eleven-year-old Andrew wrote science fiction. Each piece had diffet-
ent characters and settings, but basically followed the same plot and
solution: He also read within this theme.

.0 25
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Another form of repe‘mon whlch occurs wnth older ehaldren is the
‘bush fire’ topic. This is a topic begun by one child which then races
through the class like a bush fire: There may be several variations on it
but it remains the basic toplc I a Year 3 class it was *he ‘Fruit People’,
based on the Mr Men series. There was Mlss Banana Mr Apple Mms

ster; The Monster \wthout a Head The Monster Who Ate Chlldren

andsoon. -
Reading the same. anthor q:mother form ofrepetltmn found in older

classrooms: With younger children it tends to be reading *he same beok
over and over again.

- Ttisdifficult to be concluswe about the function ofth:s strategv Per-
haps the child is simply enjoying writing about the same topic or reading
the same book Perhaps it servesasa kmd ofsafetv net ab()ve Wthh the

real fear or &anger offallmg The teacher ora peer has gn en some posi-
tive feedback to the type of writing the child is doing and the child feels
comfortable orsafe.

- Alllearnerstendto follow thmpattern Welll\etoconsohdate andprac-

tise what we know we can do before branching out into sometliing new.
Consider the champion high board diver in thislight. -
_ We also found a difference-in the degree of repetition between ESB
and NESB children. The NESB children’s frequency of repetition tends
tobe higherand persistsfor longer perlods oftime: Thuslvanka’scontin-
ual inclusion of ‘house with TV aerial’; ‘sun’ and ‘flowers’ in her drawing
with the accompanying random set of letters was labelled ‘prolonged’
repetition. Eventually, when Ivanka’s growth in Engllsh had reached a
siifficient level, she began to incliide new items in her drawings and in
her tellings-of them.

_Itshouldbekeptin iﬁiiidthat these repetltlons are tvplcallv volu ntary
inthe sense that ofallthe options available; giventhe freedom they have

intheir learning setting; these children ehonse torepeat. Thisisdifferent

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 :vec-

tations, and the other features of the context, repetition is a common
(opmg <trategv We can descrlbe it as:

A common strategy |n|tlated by chll&ren was to. seek and receive assist-

ance from their peers. This assistance took two distinct {orms:
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As a consequence of a direct request for help 7
This occurred when a child directly requested help of anyone who was
listening or from a specific child.

Setting: a Kmdergarten classroom

SARAH: Shelley; how do s you spell skv »

SHELLEY: S-E-Y.

SARAH: No.S-C-E-Y.

SHELLEY: No, S-C-E-Y-E.

ROSS: My sister wrote that word andit’s got” K in it.
SARAH: S-K-Y-E.

SHELLEY: NO S-K- E Y

ROSS: Ithink it'’s S-K-Y.

Settmg a Kmdergarten classroom

HANADi: How do you write. ‘witch?

WASSIM: Here, it'shere: (Hz goesover toa 1hox ofcards (md takes

outa card witha picture of awitch and the letter ‘w’ and
word ‘witch’ written on it.) There (pointing to the word
‘witch’). That’s ‘witch’.

Settiiig: a Year3 classroom

SCOTT: Paul, does this sound nght‘P (Scott pushes hzs piece of
wntmgmfront of Paul )

PAUL: No...Didyougoonthe watershde once or more times

o thanthat? =

SCOTT: Iwentonittwo times ana tﬁen the last time the blg kids

o pushed in front of me, so Ididn’t getmy go.

PAUL: Well, you have to say ‘you went on the waterslide two

times before the bng kids pushed in.’

In classrooms where children can speak to other children in a fnrst
langhage other than English, this type of assistance also occurs.
Unfortunately most of us are unaware of what the children are asking
each other. The following is an interpretation of what was said between
two Greek students in Year 5, and demonstrates the value of NESB chil-
dren using their first language when they need to.

Settmg a Ye('r 5¢ iassroom

ROULLA: Sonia, how do you say in Enghsh not happy’ (said in
Englzsh)

SONIA; ‘Not happy —you mean sad P

ROULLA: No, there is a word with ‘happy’ in it that feans ‘not
happy {again ‘not happy’is said in English). g

SONIA: (after some discussion about the meaning of ‘sad’) I

know: (In Englich) un- happy, un-happy:

«:2’?
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As a consequence of mczdental exposure to in forma tion
about the conventions of writing through spontaneous
interaction with other children

A Kmd(/rgarten settmg

SARAH: Ilam; Iam; Iyam yam, yam (laughter)

RYAN: . Yam; yam, yam: Huh; Sarah: Yam ends in ‘am’:

SARAH: And it starts with ‘Yuh’.

HYAN: How do you writea ‘Yuh'?

SARAH: It’s in your name {(pointing to his naiie tag). Look.
R-Yuh-A-N (letters R, A, Narenamed, but Yissounded).

RYAN: No; that'saY (letter name used).

SARAH: It'sa‘Yuh'too.. - -

RYAN: I never knew that before:

Settmg a Year 2 classroom

HAROLD: How do you wrlte tﬁetr9

STANLEY: Which their do you mean?

suzanne:  There isonly one their.

STANLEY: No, there are two ways of writing their: ‘t- h’i’r and

‘t-h-e-r-e. (Harold has gotie on with his writing, ignor-

ing this continuing conversation.)

suzaNNe:  Here, write them;showine. -

STANLEY: (writing ‘thir’, ‘there’ on the corner. nf hts paper)

L There--see? (Pomtmg to each word) their, t

suzaNNE:  That’s not how you write ‘their’ (pointing to thir" She
takes her pencil and adds the ¢’).

STANLEY: Oh yeah. Their. ‘This is their dog.’ And this there goes
“There is the dog.’

suzanne:  Thereare lotsof words that are spelt drfF rently but say
the same, aren’t there? {And the two continue to find

‘more sets of words 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’s talk is to do with their writing: Itis also important that
NESB children know that they can sf)éék to each other in their first

language: Teachers support chlldren 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, seated in such a way that they are
close enough to interact and talk and given the freedom to do just that;

will make the best of the situation and draw on the knowledge and infor-

mation of their peers..
_ Put learners together in thts kmd of situation; and the v way they share

the different kinds of knowledge that each Brmgs 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, asit i§ built

28



activities desngnea by the teacher and the way time is dlstnbuted 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 imimediately available, either by direct
request or through interaction commenced for another reason.

Assistance frem/ interaction 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 B—how do you write ‘vasectomy’® My dad had a
vasectomy
or by mltlatmg an interaction:
LAM: I read now? I read now?

29
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It has been our experience that ESB cildren make many more direct

requestsforassistance whenthey come upagainst aproblemordifficulty
than do NESB children, who are merelikely tobring their finished prod-
uct to the teacher for comment and interaction (and approval). Why this
occurs is unclear. It may be that as long as NESB children are unsure of
what is expected of them inthe writing context because of their limi-
tation in English, they need the type of feedback from 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 need some
assistance and how to ask for it at the point of need: As NESB children
becomemore proficient in their English the difference between the two
groupsdiminishes. .~ - - : y o
. Essentially this strategy is a double-edged one in the sense that
teachers also use it to keep track of their children—to monitor, assess
and evaluate. With older children-it seems to be mainly teacher-
initiated. Children only come to the teacher as a last resort; and so the
teacheroftenwillinitiate interaction as she or he movesaround the class-
room. It appears to be a common strategy which we can call:

Coping by asking/secking 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), Ferreirc &
Teberosky (1982) and Bouffler (1984). These studies demonstrate cou-
clusively that when young learners are given opportunity and enco -

agement to create written texts, they will attempt to create meaning
using unconventional spellings (temporary spelling). They also suggest
that as these-children 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. Simon’s
attempts to write ‘saw’ over a six-month period ~roceeded from ‘s’ to
‘Sbj',', ‘Swﬁ,iﬁﬁd ﬁﬁal;l,y:‘SiW,- e
- Bouffler'swork (1984, pp.56-57) hasbeenvaluableinidentifyingand
describing a range of strategies which young writers typically employ

while engaged in such writing:

!Many teachers refer to these spellings as ‘invented’ spellings. We prefer to
describe them as ‘temporary’ spellings fortwo reasons:. ... ... . . ___ .
i) thenotion of ‘invention’ carrics negative connotations for many teachers and
Parentg, énd _ . . DL Il - N N _
if) ‘temporary’ describes them more realistically and makes them analogous to
baby-talk:

30
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1. Spellingasitsounds - . B . :
This refers to what is generally known as phonetic spelling aid is based on
the assumption of a direct sound/symbol relationship: e.g. STASHON:
station; SISERS - scissors.

2. Spellingasitsoundsout- .. : .
This strategy was identified being used by children but was not seen tised by
adults. It involves the exaggeration of sound. so that phonetic featiires not
normally represented are heard and represented: e.;g. HUW-who;
HAFH-half.

3. Spelling as it articulates - S .
Thiis strategy makes use of the articulatory aspects of sound, particularly
place of articulation. Sounds are represented on the basis of where they are

made: e:g: BRIF - brief, CHRIDAGEN - tried again.

4. Spellingasitmeans o S
This strategy represents semantic rather than phonological units. It under-
lies much standard spelling: e.g.- sign-signal; nation-rationality. Non-
standard example: WASUPONATIM -Once upon a time:

5.Sbéilingé§ itib&jks : - Lo oooTno T s o z o
Allspelling involves this strategy to some extent. Asitsnamesuggests, it uses
graphic patterning, or visual memory: e.g. OEN-one; SHCOOL -scheol.

NIGT-night.

6. Spellingbyanalogy - = . ; -
This strategy is based on the principle that what has been learned in one
situation. can be applied to an ther: e.g. REALISTICK -realistic:
RESKYOU -rescue.

7. Spelling by linguisticcontext .- . = L
Thespellingofawordmaybeaffected by the lin uisticenvironmentinwhich
it occurs. It is not altogether surprising to ﬁﬁ%i ‘any’ written immediately
under the word ‘envelope’ as ‘eny’".

8. Spelling by reference to authority. ... .. __ S -

The authority may be other children: adults; orother writers (i.e. other writ-
ten books or material). When other books. such as the dictionary, are used,
we must employ all or some of the other strategies to find the word we are
trying to write.

9. Opting for an alternate surface structure

Ifwedonotknow how tospellaword; we use aword we kniow we caii spell.

10. Placing theonus on thereader . .
Thisstrategy is used when text is handwritten. The writer makes the spelling
indeterminate and leaves it to the reader to decide whether, for example; it
is “ie’ or ‘ei’.

One or several of these strategies may be involved in any one spelling pro-
duced. They seldom, if ever, exist in isolation but rather in transaction with
each other and with other aspects of the writing process. It is difficult in the

face of such complexity to continue to insist that spelling is a single skill:
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The Chlldren we haVe observ ed confirm the evidence from earlier
studies. They too used temporary spellings; they emploved one, some
orallofthe strategiesidentified by Read (1974), Bissex (1980), Ferreiro
& Tberoskv 71982) and Boufﬂer (1984) the\ refmed thelr

tional variations of the same word. -~
There were some other findings; howeve er, whlch need to be dlﬁcmsed

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 seemed to

prefer to operate within a kind of safety framework by copving from the

environmental print; or by using rote-memorised conventional spell-
ings. They would happily draw and talk about their drawing; but they
were reluctant to write abot* their theme using temporary spellings.

The notion that approximating was an acceptable strategy touse 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 teachersdecnded to demonstrate the various strategies which could
be used to ‘have a go’ at writing an-unknown word: -

For instance; in one classroom the teacher would write a dfaft ofthe
class daily News on the board before writing the conventional form into
the Newshook. When writing in front of the children she would ‘think
aloud’, asking questions such as: ‘How does gomg” 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 their assistance; often passing

the chalk to them to write the letter or word. The draft on the board
looked like:

KPrgo )ou u ﬁcnc

This was written later mto the Newsbook in conventlonal form

KP are going on a picnic.

These demonstrations served not - only to 51;0\& chlldren various
strategies they-could use to approximate spelling but also that their
teacher was willing to accept the temporary forms and that she expected

themto ‘have ago’ atdoingthe same. She alsodemonstrated that tempor-
ary spellings. really are temporary—she erased them from the
chalkboard when they were no F onger needed. Furthermore, she dem-
onstrated that ‘public’ writing needs to be conventiona! so that we can
allreadit. - - -

In a few cases, however, thlS reluctance was a httle imore dlfﬁcult to
overcome, and after further investigation it was traced to-amixture of

family, social class and cultural factors. Within the group of ESB children

those most reluctant to approxnmate had been influenced by parents

32



Process-Writing Classrooms 27

(usually-from middle-class professional backgrounds) who conveyed to

their children-expectations of correctness and error avoidance.

- -‘Within the NESB group; the South-East Asian children were. on the
whole; the most reluctant to approximate. Teachers believed this was
due to both cultural and social infliences. After further discussion with
members of the Vietnaniese, Chinese aiid Korear. communities. it was
found that generally these cultures encourage -error avoidance as a
valued trait, especially with regard to education. Older brothers and sis-
ters also seem to give their younger siblings the expectation that they
should write ‘error-free”: Attemptsat approximating wordsare, it seeins,
sometimes ridiculed by the older siblings. - TR -
~-.Somechildrenbegintoapproximate their spellings arid then quite sud-
denly refuse. Six-year-old Rvan, for example, had been producing pages
of writing. He sounded each wordout audibly as he wrote it. This willing-
ness to approximate abruptly stopped. He would-onlv write words for
which he knew the conventional spelling or which he could find in the
room. When he attempted to write he constantly asked the teacher for
the ‘right way’ to spell words. 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 [meaning the authors of

the books he was reading] don’t make all the mistakes.” - -
- The teacher spent a great deal of time explaining to Ryan and the rest
of the class that authors also have to draft their writing and make mis-
takes, but the editor ‘fixes them up’ before the books are published for
children to read. A compromise was set up with Ryan: if he wrote the
first sound and any other sounds or letters he could hear or ‘see in h:s
head’; the teacher would add the rest for him. - =~ = .
_.Giventime and astrongexpectation from the teacherthat approximat-
ing spellings was acceptable practice; all children 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-out"-(phonemic segmentation) quickly
became predominant. As their reading developed they began to use
‘spelling asit looks’ as well, though they often confused the letter group-
ings and placed them in the wrong order. For instance; in one piece six-
vear-old Simon wrote: o

o€n-one; swa-saw; rase - race; cold - could; niht- night.
Most common spelling strategy used by NESB children
The NESB children, many of whom came to school with little or no Eng-
lish, were slow to ‘have a go” at spellings using phonemic segmentation.
Cambourne (1986; p:136) has argued that ‘the ability to 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 which bore no phonemic relationship to the intended

word, to place-hold meaning: These children relied on the environmen-
talbﬁﬁf . EE I oL P
. In some cases adifferent set of letters would be used to represent the
same concept, but generally there was some evidence of akind of ‘visual
consistency’ developing over time. This visual consistency took two
forms, L S S i ,
1. Using different letters; but keeping the number used constant {or
nearly constant) across words, e.g:
Time 1 SAZSL — caterpillar (5 letters)
Time 2 MRTLS — caterpillar (5 letters)
 Time 3 SMZL — caterpillar (4 letters). -
2. Usingthe same 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 of the classroom: Standard English.
In particular; children from other cultural 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. Teachersalso need to
be aware that although these child-oriented, child-developed and child-
controlled coping strategies are temporary scaffolds; they are highly
functional in the written languiage learning of the child:



CHAPTER THREE:
Gathering
‘the Threads

Classrooms identified as ‘process-writing’ or ‘proc- ss-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 learning
behaviours, which emerge as children attempt to solve the written
language puzzle. We have referred to such learning hehaviours. as
‘coping strategies’—strategies which children develop and control for
themselves as they grapple with that part of the written 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 striictiires to support themselves in
their learning. As learning occurs the scaffolds are removed by the chil-
dren,-and others serving a different function may be erected. .

Not only are these coping strategies predictable—they are highly

functional because they constantly provide those who belong to such
classroomsaccessta three different kinds of opportunities necessary for

solving the written language puzzle. These are opporturities for-

+ gleaning information about written language which can be used to
tease out the precise relationships between reading, writing and
léﬁguaggt,hrgyg,ﬁ:: z z ool _oC N

—lots of opportunity to use it, to play with it
- —demonstrations of how written language works 7

o formulating and testing hypotheses concerning this information

thrUUghr o o o S
—providing ways to try out; talk about; share; approximate writ-

ten language '

35



30 Copmg wtth Chaos

. ga.mng feedback necessary for conflrmmg mod:fvrng or rPJectmg
any hvpothesis from:
—demonstrations - -
—opportunities to share; taH\ seek assistance From peers ana
teachers about written language

Each one of the coping strategies descrlbed earher contnbntes to
access to these three kinds of opportunities in different ways and to 4if-

ferent degrees: For example; the information necessary for teasing cuv

the relationships which exist between reading, writing and !anguage can
be gleaned froni any one, or from acombinatior. of the coping strategies.

Learners can use environmental print, engage in repetition, seek or
receive assistance from peers or teachers and use temporary spellingsin
their quest to sort out how print works. They similarly use the strategies
to formulate and/or test hypotheses; and then:to gain the necessary
feedback taconfirm, re)ect or modlfy their hypothesesaboutthe written
language puzzle:

Although the speea wntﬁ wfncﬁ ESB and NESB childrer: solve the
puzzle differs, the basic process underlymg the learning which occurs
is essentlally the same foreach group, viz.one of hypothesis testing. This
testing is performed by using the coping strategies, which children bring
tobear onthexrlearnmgm order tomeet the expectatlons and conditions

words the social setting. orchestrates certain kinds ofbehavmnrs which

increase the probability thatlearning about the written form oflanguage

will take place..
If we synthesise the thmkmg 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 descriptivé overview of
the processesinvolvedin such learning can be presented; as on the page
oppuosite.

The relatlonshlp between the socnal settmg and coping behavnours ofthe
childrenis consistent with many theories stemming from 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 participate in them (or find themselves in them) 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, settmgs known as supermarkets exert certain pressures on
those who enter them. These pressures constrain shoppers to behavein
certain ways which are highly predictable. People in supermarkets
move at a certain speed, stopping every now and then to remove some-
thing from the shelves and put it in their trolleys: Their language is
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Majority of children arrive at kindergarten with a vagie. genera! under-
standing that reading, writing and language are related in some way.

'

In oider to solve the written languuge puzzle they

|

need to.understand the precise corme(‘tlon between readlng w rltmg cmd

languagg——mcluamg
o writers’
symbols

istics of speech

intentions are expressed tﬁ'oug

spemﬁcall\ arra ngea

svimbols are related in am!trar\ bt precme wavs to formal Char acter-

. readers can onivpercel\ einessages when encoded in such spemﬁc wa\ ‘S,

i
They develop coping strategies which enable the following to occur.
{
They select, interpret, ie. ‘In attemptmg to create a message
integrate- information — children must organize and put into
from reading/writing action their conceptions of writing.
language |
models/demonstrations
around them.
Thev make hvpotheses i.e. ‘Inattempting to read or have others
aBout relatlomhxps — read their writing thev must face the
inevitable contradictions between
Thev test hypotheses what they thought they were doing
i : and what in fact they did:
Hypotheses do not work i
out.
o L
Puzzlement results. i.e. On -going activities get
S S — suspended—learner becoiies tense,
Hypotheses refined: aroused; a variety of attentional,
curiosity, exploratory, and other
information-seeking behaviours
ensue. ... Reflection leadsto - -
- o réﬁﬁéiﬁént. {Dvson 1982, ii.833)

ERIC

Aruitoxt provided by Eic:
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typically associated with the task in hand. The setting has, among other

things, acertain physical structure which almost forcesthose who enter
tomovein certaindirectionstowardscertain predetermined ends. Italso

has certain themes and processes which people talk about, engage in,
regd,,a,ndj,s,oqni - _ _ _ I - . N I _ oIl DD
Similarly the settings known as ‘church’ suggest certain predictable

behaviours, including standing, sitting, kneeling, singing, responding;
listening to the preacher, and so on. Other behaviours, such as swearing;

running up and down theaisles; orplaying football over the pews, would
seem inappropriate. And we need to learn the ‘rules’ of behaviour and
the language use of such settings; so that we know when to kneel, when
to sing and why we should not play football over the pews. Inorder 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
predictable—say a mosque—we develop coping strategies to allow us
to behave appropriately and uise the language of thut not so predictable
setting. We might take more time to-move from one position to another
so that we can watch others to see what position we should move to; we
might ‘mouth’ words so that 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 become predictable. .-

The settings which have been labelled ‘process-oriented’ classrooms
are similar in this respect. As behaviour settings they have a certain
unique structure whichis an amalgam of the furniture, the books, charts
and materials, thelanguage used; the expectations of the individuals who

maintain them, the rituals or ‘rules of operation” which have to be
adhered to, and so on. 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 place- in more naturally- occurring settings; particularly _the
learning-to-talk setting. And the fact that the same patterns of behaviour

have been observed in many different classrooms over an extended
period of time strongly suggests that there is some functional, predict-
able relationship between the setting and the kinds of behaviours and

- 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 learnersin
those classrooms oiight to-behave in predictable ways; i:e: the coping
strategies described should begin to emerge as the children take on
responsibility to solve the writien language puzzle: Furthermore, as

thesestrategiesdobeginto emerge, theevidence is that their use is func-
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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becondl\ the relatlonshlp provndes a framework for observmg, com-

paring and evaluating different children’s responses to the process-
oriented context. For instance, are some using onlv a narrow set of

coping strategies? Why? Should some children be advised to try other

strategies?
Thirdly, it may  be possnble to ascertain how any one, or any spemflc

combmatlon of the conditions described on p.7 relate to the incidence

and balance of coping strategies which ultimately emerge in anv class-
room. It would be valuable to know, for example, how the nature and/or
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 Bypothesm-

formulation/hypothesis-modification cycle relate to tlie various kinds of
coping strategies used by different learners.-
However, the most obvious implication of all this is. dxsturbmg in its

simplicity, for it suggests a series of links that go something like this.

Establish the classrooin ’c’o’ii’diiibﬁ;e (which lead to children to use) |

%

1 aset of coping strategies (which lead to children fo) |

,i,

learning about the relationships/« Concepts/ knowledge
_ necessary to operate the written form of the language.

In one sense the simplicity-is obviots: the conditions described on p.7
areanalogousto those whichoperate when children learnto talk. Onthe
surface: Jearmng 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-
cessiul, and seems to ° 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 (WJthm that culture) language users. ... -
At a more macroscopic level this simplicity is; of course; lllusory It

conceals a complexity of interacting ari&transactmg factors which are

excruciatingly comphcated anddetailed. However, though complex and

intricate, the process is surprisingly robust and predictable. So it is with
these process-oriented -classrooms-—despite 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. descrnbed as chaotlc or

‘confused’; or ‘unstructured’; it can be argued that they are oraerly,
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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 is-governed by
certain principles which have been theoretically derived. The theory
predicts that once the setting has been established. and all the factors
which make it that particular setting are setin motion, then behaviour
and learning will proceed in certain predictable ways, allowing children
tochoose the coping strategy whichbest suits the language learning they
are coming to grips with at that point in time. ... .. .. .
~ The problem; of course, 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

How the Theory
Looks in Practice

What has been discussed in the previous chapters is an explanation of
the waysinwhich children léémﬁ%qw tomean in print”within classroom
settinge that aim to be as ‘natural’ as the settingsin which children learn
how to mean in the spoken form of language— listening and talking.
In thisp};apger@e;waht to demonistrate how this looks in the writing

of two children. But, before doing so; it is important to discuss the

relationship-between 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 the classroom teachers need to understand the strong relation-
ShipS betwegn the f@iir;l,ﬁﬁgliﬁgé ’cbih’pfo"rié’rité,, e
Carolyn Burke has trigd to capture the essential notions of this think-

inginavisual meraphor entitled “The Linguistic Data Pool’. She suggests

that each of us ccn 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

beinginvolvedintalking, listening, reading and writing experiences: We
in turn draw on this pool of data when we are involved in talking;
listening, reading and writing experiences. The central notions Burke
attempts to portray are: 7 7 o
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 language. encounters provide data for written language
encounters and vice versa. b
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5. Growth in a glven expressnon 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, p.210)

Writing Encounters

Speaking Encounters

Lnstemng Encounters
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- An important outcome of this thinking is that it proposes a parallel

development for the ‘langtiage 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 out of the socialinteractionsoftheir
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
alanguage that has fulfilled the language purposes within their culture;

they come to school with little or no knowledge of the ‘language of the
classroom—Standard English’. Teachers need to establish an edu-

cational setting whichallows childrentodraw on their personal linguistic
datapool and at the same time to add various ‘new’ language experiences
to that pool.

The story of two children’s writing
development
The following twa case studies show how children may enter school with
vastly differing linguistic and cultural backgrounds. In what way does

this affect their personal linguistic datapool? .. . :

~ Sarah entered school at the age of 5 years 2 months. She came from aii
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

pool and the language of the classroom were closely-aligned. ..~

- Lam entered school at 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 could be called
‘process-oriented’; i.e: the conditions exemplified earlier in this book
were clearly identifiable. S

_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 iiSédWéi‘é,ébiiﬁngéﬁt:ﬁijbiihdwéééh
child’s personal linguistic data pool aligned with the language of the
classroom.
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LAM’S WRITING (case study researched by Jan

Turbill)
Sample 1: March
Background

Lam had been at school for three weeks. Heknew very little English. But
there were three other Vietname se-speaking children in the class and
during ‘writing time’ they sat together, chatting in Vietnamese as they
drew their pictures. ‘Goldilocks and the Three Bears’ was the central
focus ofthe class setting: The teacher had told the children the story sev-
eral times with much miming and dramatisation. She had read the story
tothem fromabook and they had beenlearning the rhyme, ‘When Goldi-
locks went to the house of the beary’.
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SARAH’S WRITING (case study researched by

Brian Cambourne,

Sample l F ebruary 4th

Onthe Frst aay ofscﬁoolSaraE and Ber classmates were gnven paper and

pencils and asked to ‘write as much as you can”.
Descriptive Account of the Process -

Sarah wrote ‘cat’, ‘mat’, ‘sat’ down the leF Eagqc}s)nc!e pfftbﬁeigage When
asked if she. could write any more, she began the second column,
announcing to no-one in particular, ‘I'll do ° at words.” She worked

quickly on her ‘at story’ as if this sequence was a well-practised one

45
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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
wastelling histeacher 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, ‘Isit a banana? ;
‘No, grinnea Lam. ‘Not banzna . . . 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 included a house, lowers, grass,
sunand moon. Lam is using two coping strategies: using arelatedactivity
and repetition. He cantalk about these itemsin English with successand

feels safe with them. He 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
hisorallanguage development and theteacherisconstantly helping Lam
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

* Usingrelated + Developing oral language in English.
activity—drawing. + Drawing in writing allows Lam to
* Repetition—repeats picture talk about what he knows in English:

items.
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which had been internalised. Sarah could read it all back on request. She

did the drawing after the writing: This she called a pattern.
Comments , .

After this. writing episode Sarah-was interviewed about her writing.

Among other things she was asked the following questions:
TEACHER:  Af€ vou a good writer?
SARAH: Yes.

TeAcHER:  Why? - -

samAH. . 'Cause I get all my words right and it's neat.
TeacHER: Do you like writing?

sARaH: . Yes.
TeEAcHEe:  Why?

SARAH: ‘Cause I'm good atit. -

TEACHER:  Who taught youto 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’. Good writing also
goes down the page from top to bottom, with the words forming vertical
columns. These are obviously hypotheses about writing she has tested
before coming to school; and she-has had them confirmed (perhaps not
intentionally) by the adults or older siblings who were helping her.

COPING STRATECIES BEING USED LANGUAGE LEARNING TAKING PLACE __

: Repetition of known words | = Writing is words. A good writer is
learfit at home. neatand correct.

/: ;,‘ _
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Baci\ground ,
Writing time was now.a prednctable part of the dmlv routine, occurrmg

from 19:15 to 10.45am. Each session began with a sharing time in which

the teacher might read to the children or show and discuss some child’s
writing: On this day she had asked the children to ‘do some writing like
1 do’ and had then demonstrated some writing on the chalkboaro 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 writtén in the room?’ She
encouraged the children to join in and help her and at times gave the
chalk to a child te write a letter or word.

LM

NRPVAMF Ex ah(8Y #~
I

RO A

Descnptwe Account of the Process ,
Lam took his paper and wrote his name up in. the top [eft-hand cpmer
from memory. He then drew a line across the page underneath hisname:

Hewroteaseries of letters; oftenlooking up at chartsonthe wall or other

children’s name cards to copy the letters. The last five ‘shapes’ he wrote
very quickly without appearing to refer toanything in the room. He then
drew a line under these ‘letters’.

-His teacher camie to himn and said: Cood boy, Lam You have written

3 lot. Will you tell me what your writing says?” -
- Lam traced his finger along the line of letters from [eft tonght, When

he came to the end of the row he simply returned to the beginning and

traced his finger 2long the row again: He repeated this action several

timesuntil he had finished tellingthe story that went with the ‘writing”.
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SafnpleZiFebruary 11th
Background

Writing time had become a regular dailv session. The teacher had made
folders and thie children had decorated them. They knew that at the end
of writing time they were to put their piece into the folder. The teacher
began each writing session by reading to the children, or by writing in
front of them and then simply announcing, ‘It’s writing time’. She then
moved around the room writing the date on each piece and talking to as
many children as possible about their writing. This particular morning
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.’

ry R0

JooC I \W(Sad

Descriptive Account of the Process -

Sarah wrote her name in the middle-top-left section of her paper. She
then copied ‘T'm’ from the environmental print; ‘I'm the table’- She went
on to write from left toright in ‘lines” in what appeared to be an imitation
of adult cursive. When asked what she was doing, she replied:
‘Grown-up writing.”
TEACHER:  Whatdoesitsay? = : o
SARAH: Lcan’t read grown-up writing, I can only write it.
TEACHER:  Canyou write-any more?
SARAH: I'll do some other writing.

49
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- .‘When Goldilocks went to the house of the bears, she see porridge.
She try Father Bear porridge. Too hot. She try Mother Bear porridge.
Too cold. She try Baby Bear. She eat it ALL up.’

‘That's wonderful Lam,"said histeacher. =~ - = -
~ Lam picked up his pencil and wrote some more ‘letters”: He began to
‘read’ them, tracing his finger along the row. _ - T
_.‘Grandma TOO sick and Red Riding Hood :: . (he stopped and
touched the shape that looked like a *6’). ‘Look! A number 6.’
Comjnents L
Lam has begun touse a new coping strategy: using 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
andisthusthe copingstrategy: using arelated activity. He isdemonstrat-
ing that he knows that ‘reading’ in English goes from left to right; and he
draws on his growing personai linguistic pool to tell the story of his
‘writing’. He actually uses the language of the rhyme and then the story
Lie has heard over and over againsome weeks earlier: ‘When Goldilocks
wenttothe houseofthebears. . . Shetry Father Bear porridge: Too hot.’
-. When he decides to. do some more ‘writing’, he begins to 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.

_ COPINC STRATEGIES BEING USED LANGUAGE LEARNING TARING PLACE

« Using environmental . ¢ Writing can tellastory.

print—copyingrandom . | | Written language moves from left to
l-.tters and placing meaning right.

s Usingrelated
activity—making up
(drawing) letters.

Séiﬁp’ié 3; ﬁéy

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 the group 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
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She began copying ‘rom the labels arotind the room. She wrote: ‘Im the

toilet door’ and ‘Iwasad’ from ‘F'm asad dog”: She read these pointing to
the words as she read:

Comments = R
Since her first attempts at writing the week before Sarah seems to have
realised that she hasn’t completely resolved the written language
puzzle: During 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 need to try out this ‘new’ hypothesis. Wheri 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 could make meaning with. 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
past—repeating-a ‘successful™ strategy: She selects print that she can

read and is therefore meaningful to her.

__COPING STRATEGIES BEING USED .. LANGUAGE LEAENING TAKING PLACE

 Copyinglabelsfromthe |+ Writing goes from Ieft to right and

environment which she can from top to bottom:

read. . Writingistoberead.
* Usingrelated » Made-up writing can't be read and

activity—making up thus has no meaning, ,

‘grown-up’ writing. —J

Sample 3: February 24th
Bai‘kéﬁéi]ﬁd R : . - R _ : DIl : ol
The class routine during writing was becoming quite established, with
children chattering to each otheraboiit 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 - - - - L T
Sarah wrote her name and announced: I'll do some “at” words.” She
wrote ‘The cat in The hat’ down the page, one word under the other,

obviously from memory. Ske then announced to the other children on

B
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writing. Sania had written ‘fwtmh’—I went to my house.” The teacher

praised Sonia’s writing attempts and showed Lam and the other children
at his group of tables. Lam picked up his pencil and at the top of the page
began to write a random set of letters which he appeared to be writing

from memory. These he ‘read’to his teacher, tracing his finger from left
to right and back again along the row until the story was complete:
_ ‘Thisisaapartment house. Someane inthe house s fighting and some-

one -get a gun and kill him and him die and the police come and
Sﬁidéi‘iﬁéi‘i;'

Cbﬁi?ﬁéﬁts - - R T RS
Lam is no longer repeating the same picture items although he still uses

drawing as a related activity for writing: When the teacher showed (i.e.
demeonstrated) Sonia’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 of letters to achieve this purpose. Although Lam can-
not recognise any of these letters, he uises them as place-holders for the
meaning he wants to-express. When ‘reading’ his writing he daes tell a
story. Quite passibly if he were asked to ‘read’ the letters on the next day,
he would ‘read’ a slightly different story.

TOPING STRATEGIES BEING USED 1.ANGUAGE LEARNING TAKING PLACE

¢ Usingrelated * Oral English language developing.
activity —drawing. | . Wriingcan tell a story—using ‘book
« Copying random letters and language”.
placing meaning on them.
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said: ‘I'lldosome 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 ‘dolls’ she needed to look up at the word four times.
She seemed to forget ‘house’. She then began to draw (cfo'p&} the traffic
lights onthe board. Sarah read all herwriting to the teacher. When read-
ing ‘I'm the doll’s . . ., she realised she had left out ‘house’ but did not
attempt to write it.

Comments - S
Sarah appears to be consolidating what she knows about writing. She is

using the coping strategies of 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 willignore. She hasappar-
ently chosen to ignore the demonstrations in‘the rcom of left-to-right
setting out, repeating what she has successfully used before—

COPING STRATEGIES BEING USED LANGUACE LEARNINC TAKING PLACE

+ Repetitionof ‘at’ words. + Returns to written language she feels

« Eopying labels from the . safe with: "at” words and print in the
environment which she can environment which she canread.
read. « Writing must be able to be read and

have meaning.

L7 53
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Sample 4: June

Background .
At the: begmnmg ofthls writing se session the teacher had shoxs n the chll

dren the rhyme; ‘I'm a Witch’, in the written form. The children had
learnt this rhyme previously and now ‘read’ the wordswhich the teacher
had written on large sheets of ca. dboard. The teacher-pointed to each
word as the chlldren read the rhvme They worked out what word saxd

dren that they might like to write about the witchinthe writingsession.

MY WA
>\ @XTt;u f\

Desr‘n ptwe Account of the Process
Lam drew a house, grass, sun, and then a tractor and a witch. He wrote
hisname; then the line ofletters beginning with ‘LG’ When theteacher

came to talk tc him about his piece; he explained there was no driverin
the tractor because the witch had taken him away.
- He began to ‘read” his writing: “The witch take the criver and the trac-
tor ... .. 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 more words
- Lam picked up his penciland wrote the iettersraflong the top row, then

the letters along the bottom row. He ‘read’ his writing again. -
“The witch take the driver and the tractor go smach in the house and

crash the house down. Naughty witch.’
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Sample 4: Mareh 3rd

BackgrOUNd - S T ——_——
The children had settled well into their Kindergarten class and were
beginning to make friends. On this day Sarah and thie other children on

her table seemed to be ina ‘silly’ boisterous mood. Tlie teacher had been
demonstrating ‘how to read’ to the children by reading Big Books and

things she had written on the board. She demonstrated how to work out
unknovwr words in the text by guessing what the word might be and then
confirmii:y it by looking at the sounds in the word.

Wi nguxfo\lh
Ho R
ET
et
X -
Loy ]
04
fan_.
yo M
I
boy - —~—
el Cheese

Descriptive Account of the Process - - S
Sarah wrote her name in the top left corner. She and Ryan then began
making meaningless noises like ‘vip’; ‘fip’; *hip’, ‘har’; and then long
sequences of sounds like ‘yip, yip, yip; hip, hip, hip.’ Sarah announced:
‘I'iiwrite “hip” and “har”.’ She carefully sounded out aloud ‘huh-i-puh’
and wrote ‘Hipp'. She sounded out ‘huh-ar’ and wrote ‘HaH’. She wrote
these under each other in a column. S I
Shethenannounced: ‘I'm goingto write “ET " the big way and the little
wav. o A o . R . B . -
She wrote ‘ET  and ‘et’and werntonto "cat’, ‘LovIl’ and ‘at' —all written
under each other. S
Rvan asked, ‘Hew do you write “fan™ - -
- 'Fuh-a-n, Sarah replied. She wrote it on her paper and Ryan copied
it, noting ‘That’sin my name;’ and pointing to the ‘n. ,
Ryan and Sarah began the noise game again: ‘Fan, fan, fan, vam, vam,
yam: - , : - - 7
Sarah sounded out ‘yuh-a-m’ and wrote ‘vam’. .~
she then copied ‘I'm,‘boy’, ‘girl’’ from the labels on the wall. Next she

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’.

S
o

)
I
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Comm men ts

Lam seems to have engageﬂ wntﬁ t}ie teacﬁer s opemng demonstratnon
of one-to-one correspondence when reading words. His realisation that
hie needed to write ‘more words’ rather than return to the beginning of

the row is a response to that demonstration. He seems to be begmmng

a'this " writing’ now. with LG; though heis still using the coping strategy
o: copying randomletters. He also still draws first, but then writes with-

out beingaskedto: Heisbeginningto experiment withanew hypothesis:
the length of a storv depends on the amount of ‘words’ in it:

COPING STRATEGIES BEING USED LANGUACGE LEARNING TAKING PLACE
: Usingrelated - + Beginning to realise the length-uf a
activity—drawing. story depends on the amount of
» Copying random letters and words/letters.
placing meaning on them: + Using the langp;{ge of written -
language— word, letters, read,
write’,

when the teacﬁer came near them or sat at thelr tab!e thev spoke Onlv in

English. Their Engllsh linguistic data pool was growing: The tezcherhad
begun this session by reading “Three Billy Goats Gruff’ to the class:
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Cbﬁiiﬁ,éﬁi& s _ N - - - - C. P oD o

Despite the demonstrations in books and on charts and labels Sarah is
persisting with repetition of the column format. She is also using rep-
etition of known words (ET and ‘at’ words) and copying known labels.
But there is also-evidence of new hypothesis testing being tried out:

Sarah is writing temporary spellings by sounding out (phonemic seg-

mentation). Thisis anew coping strategy she s trying, viz. trying towrite

unknown, and in this case, ‘nonsense’ words. It s significant to remem-
ber that the teacher has been demonstrating ‘sounding out’ during read-
ing sessions:.

r [ —
__COPING: STRATEGIES BEING USED LANCUAGE LEARNING TAKING PLACE

+ Repetition: * Beginning to uniderstand the
sound-symbol system of written
language. =~

« Uses ‘sounding out’ to make nonsense
Wiﬁiﬁdﬁ. : , oo Do

s Testing her knowledge with peers.

+ Canread her own written text.

+ Using temporary spelling:
« Interacting with peers.

Sample 5: March 10th

Background -~ - - . .
When someone hasa birthday in the class; they come to the front of the
class, bend over and get one smack on the bottom, gently given, for each
year. Onthis particular morningavisitorto the room, Mr Stone, admitted
it was his birthday and much to the delight of the children he was submit-

ted to the ‘birthday treatment’.

qu;L\

B noting YeSte
CBirie, 2t ey
SMace Moy 9o
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Descnptwe Account of | the Process
Eam first drew acar, thertthe house, announcmgas he was drawmg I

Coldllocks he said: Then he drew the three stick fig gures, saymg, No

Inotdo Three Bears’ house. I do my dad; my mum and my tall sister” He
started writing: txH. He stopped

TEacHER:  What are you wr 1t1ng"’ -

LAM: The Goldilocks is going’ to the Three Bears house (He
, continues to write.) Look I write ‘is”.

teacHir:  How did you know how to write ‘is’?

LAM: (pointing to the chart ‘This is Father Bear’) Up there.

TEAcHER:  Whatdoes vour writing say? - -

LAM: (slowly) The Goldilocks is going to the Three Bears

house:. )

TeEacHER:  Whatis the next word you are going to wrrte?

LAM: ‘Going”. . . ... -

TeacuEr. What does gomg start wrthf’

TRUNG: Guh, guh. Like this. (He points to the ‘g g in his name. )

LAM: (writes ‘g’ and then writes a letter for each word he says:

to [Q], the [r], Thiee Bears’ [F]) House. How do you
write house?
tRuN:  Huh; huh.

Lam wroté‘R’. He then wrote a whole strmg of letters which he rgnored
in reading back. He drew a line around the first gronp of letters, and
another around the second set of letters. When asked why, he replied,

‘1 write along word.’

Coiineiits

Lamisusing arange ofcopmg strategles now. He stlll draws f"‘St andthen
writes random sets of letters (each letter being a place-holder for a
word). Butheisbeginningtouse temporary. spel]mgs, He copies ‘is’ from
achartonthe wall: He is also beginning to seek assistance from his peers,
and becommg more aware of such terms as ‘words; letters; start with,

read, write’.

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE

« Using related . Understandmg of ‘one word written
activity—drawing. for orie word said’.

+ Copying random letters and . Developmg wntten language
placing meaning on them.. concepts—‘long words’.

« Copying words fora speanc
purpose.

. Usmg peer assistance.
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Descriptive Account of the Process
Sarah decided to write about Mr Stone getting birthday smacks. She
wrote her name in the usual top left-hand corner. She copied from
environmental print ‘Thismorning’. ‘This’ needed one glance; ‘morning’
needed three. She found ‘Mr’ from the Mr Men books inthe library and
began anew line with ‘Mr’". She then looked all around the room for the

word ‘Stone’. She couldn’t find.it; 50 she began to sound it out audibly:
‘S-tuh-o-n’. As she sounded each ietter she looked at the alphabet chart
on the wall to check how to write the letter.

- Next she wrote ‘got’ without seeming toscrounge itfromenvironmer-
tal print; and so she must have known it from memory. ‘Birthday’ was
copied from the ‘Birthday Chart’. Finally she sounded out ‘smacks’ usi ng
her new phonemic strategy. In the next senterice she copied ‘this’ and
‘morning’ from her first writing of them. She then asked Felicity how to

spell her name: Felicity pointed to her name tag and spelt it outas Sarah
wroteit. ‘Got’ was written from memory and ‘Birthday’ and ‘smacs’ were

copied from the sentence above. In the next sentence she used the same
strategies. When she had finished, she could 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 meaningful message which hasn’t been displayed
before. She is beginning to experiment with left-to-right setting out but
still hasn’t got it quite right. Each sentence is writtef ifi its own ‘space’.

Sarah has not yet tackled the converitions of when upper or lower case

lettersare used, but tends to copy them asthey are written inthe sources
she uses.

COPING STRATEGIES BEING USED LANGUAGE LEABRNING TAKING PLACE

+ Copying from environmental | « Beginningto draw on various sources
print; to write a desired message. (What do I

Using know from memory? What cani -
scrounge from around me? What will
I'have a go at?)

« Now wrting from personal :
experience—an observation/recount.

+ Using temporary spelling:
Assistance from peers.
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Sample 6: September

Background -

Lam had been ill and away from school for two weeks Mam chlldren
were now 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.

Bescnptwe Account of the Process L

Lam wrote his name first on the top left- ﬁan& corner. He then wrote E
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 uniderneath. He placed this under
his piece of paper-and traced the shape of the 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: Iread now?

Teacher:  Yes,goodLam.

LAM: __ (toucﬁmg the appropriate word) LIOH 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

Ba’Ckgi-Oibd oot LoDl < . - DL ool DL o

During each writing session there was by now a great deal of ‘talk’ about
writing. Children would ask each other ‘How do you write . . . ?” Chil-
dren also knew that they could get tip and go to various sources around
the room, including other children; in search of words-they. needed.
They would also often share their writing with other children in the
room. Sarah wasbeginning to take books from the class library which she
read with confidence: Although she was not always quite correct in the

words she read; she was getting the main message of the text.

e

g Choo 1

Descriptive Account of the Process
Sarah wrote her name and then wrote quickly and with apparent confi-
dence, pausing only now and then to scrounge aword from the environ-

ment or sound it out audibly. The following words were written from
memory: the, cat, book, up, he, went, to, I, and. These were scrounged
from the environment: school, homework, rods; did: The following were
approximated using-a phonemic strategy: benstrec (beanstalk), sum
(some); speling (spelling): And these words appeared to be retrieved
from visual memory but not in conventional form: theen (then), marts
(maths). Sarah could read her piece. although she balked at ‘beanstalk’
and ‘T".

Comment - - - - -
Sarah has abandoned her column format. This is the first piece where
her writing goes all the way across the page, left to right. As well as her
ééféﬁliéﬁés strategies she is beginning to use another one in spelling:
‘spelling the way I think it looks’. It could now be posited that Sarah is
beginning to read because she is now able to retrieve words that she has

61
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Comments -
Lamis using the copmg strategy ofcopvmg aplcture and lts appropnate
word whmhhethen reads, Whenasked why hehad crossed out the 'LH’

is now avc?are tliat tBere isa particular way of writing x worcls mEnzltsh

and he is only going to write those he knows: We know he can Be,lr the
begmmng sounds of words, but he is reluctant to take arisk and ‘have a

go’ at temporary spellings.

COPING STRATEGIES BEING USED LANCUACE LEARNING TAKING PLACE

+ Copying words fromthe - | = A "word’ says somethmg (lion) and
environment that he can read. that word is always written the same

W,QYZ:,,,,: U ool A

Random letters don't really say

anything.

Realises hie can 't ad labels in the

environment.

Sample 7: Oct(iber

Background

Lam was still sitting w1th Doan in the. wntmg 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’
that-fell from the sky. This episode was being drawn repeatedly in their
work:
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seen. Although sheis hearing storiesread to herandisreading for herself:
her attempts at writing a narrative (i.e: a story) are still not conventional.
In this piece she begins with a narrative form: ‘The cat book: The cat
climbed 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 STHATEGIES BEINCG USED LANGUAGE LEARNING TAKING PLACE

« Copying from environment Beginning to write across the page.
for aspecific purpose. Beginning to leave spaces between
» Using temporary spelling: Qﬁfai 7 -
Beginning to use spelling
strategy— 'spelling as it looks’.
Beginningtoread.
Can write a recount; comment;
observation, and beginning to write
narrative.

,BliCkgf?Giiiid - - o SR
The writing sessions. appeared te he \ei'v'busy'. The teacher had begurj
to ‘publish’ some children’s writing; which was shared with the class at
the beginning of the session:

Descriptive Account of the Process -~ -
Sarah asked ‘he teacher:‘What will I write about today?’
‘Anything interesting happened at home?’ she replied.

. 63
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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 Doan about coming to play at
her house, which is what the drawing is about. He also pointed out that
‘the sunisoutbut a cloud is coming and the ice balls fall from the sky and
it rain.’ - - s os
When asked where he would write he replied; ‘I can’t write”.

Comments - - - = - B R
Lam; it seems; has become very reluctant to havea go at writing. Fortwo
weeks now he has drawn without writing any letters or copying any
words from around the room: He copies-ideas for his-drawings from
Doun. His teacher comments that he watches very carefully when they

write as a class, and that he can identify beginning sounds but is unsure
of how 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 words are written in a certain way and he is not
yet-prepared to take the risk-of being wrong. Because of the-setting
within which he finds himself, he knows he ecan mark time whilst he
gathers more information hﬁéﬁi,ﬁiﬁtéﬁ,ﬁﬁgﬁégé,ﬁéfﬁ around him: 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 STRATECIES BEING USED LANGUAGE LEARNING TAKING PLACE

s Usingrelated s Identifying beginning soundsin -
activity—drawing., words but reluctant to have a go at

* Réﬁéiiiibﬁ 6f;iéas iﬁ _ er,lt!njg,:?},i;e,m; g eIl ::: oI IDCoTlllT
drawing. + Marking time while gathering more

information about Wiitiéri léﬁ;gdégé.
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“Yes, my mum went to aweddmg r Il write about that.”.

Saraﬁ began by writing her name in the usual place: Then she wrote;
left to right across the page: ‘She whnn toaweding’.
~ Sarah wrote ‘she’. ‘whnn’, ‘to’ and ‘a’ from m 'mory. She sounded out
‘wed’ and copied ‘ing’ from a v-rd on achart. W henshe read it back she
reahsedshehad madeanerror ‘Thatsays * when "not “went”. ’She found

Before she: wentshe got some wntmg, she remarked.

‘You mean an.invitation?’ asked the teacher:

‘Yes, I better tell that.”

Shethenwroteabovetheﬁrstsentence ‘she saw sam ntmg Shewrote
‘she’ from memory, copled 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 nuaing

Adcd. : . etc
. 123:::etc: .
She read thls back vrithout hesit.. ihe alphabet and I know
the numbers.’

Comments

Sarah seems to be in control o, the v1=-> w lfB Flf:ﬁ s}ie Bas Been
experimenting. Herspellmgof ¥now a. noek’confu. nsherexpenmen-
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
sensitiveto demonstrations of graphic shapes while engagedinreading.
When asked why shespelled ‘noek’ with a 'k’ she replied: ‘I saw itina
book and L know it’s got a “k” initsomewhere.” -

- Her sense of story has not yet sﬁownany development as tﬁe pleces

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 shoiild write about; the

teacher- had replied ‘Anything happen at home?’ and Sarah had
responded to this question. She did realise that the second sentence she

wrote about her raother receiving the invitation needed to come before

telling her audience that her mother went to the wedding: This adding
of new information can be viewed as editing.

COPING STRATEGIES BEING USED LANGUAGE LEARNING TAKING PLACE
« Copying from environment s Developing understanding of the -
for a specific purpose. need for sufficient information for her
cing audience:

« Using temporary spelling. i
. Seeklng assistance Prom the . Experlmentmg Wlth edltlng
teacher. s Using ‘spelling as it looks”.
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””” mple 8: November

Background 7
The teacher had made 4 CONscious effort to sit wnth Lam at least once a

week to assist him in his atterapts to ‘sound out’ words:

T™T M S

é

Descz i ptme Account of thr) Process

Eam drew himselfsitting on achair. He tﬁen wrote his name beside hlm-
sel’. {(He writes this now from memory and in fact no longer has a name
card)He then wrote “TVT for ‘chair’. The ‘T’ sound was the closest he
could find to the ‘ch’ in ‘chair’. He then drew a cow and, sounding the
wordslowly,wrote kw'. Nexthedrew threehousesformouses Hethen

approval for each of these before he went onto the next tﬁmg—for
example:

LAM: Now I write ‘cow’, (He crawsacow,) How t]o you write
L ‘c-uh’; ‘c-uh’? (He writes ‘k’) Is that ‘c-uh’?

TEACHER: Yes, that is the letter k’ and it makes a ‘c-uh’ sound.
LAM: C-0-w. W, w, like this? (He writes ‘w’.)

TEACHER: Yes, good. What else can you write?

66
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Sample 8: May 27th
Background
The teacher was concerned that the Chlldrt,n were 1ot attemptmg to
write narrative. She had been reading many stories to them but so far
none Sééiﬁéd,tdbé,éﬁﬁéﬁiﬁg:iii,,fﬁéii‘:i&i‘ifiiig,,Sﬁ ﬂiiiiiigihié 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 oD - oo z - . o z ol i -
Lam is using the coping strategy of seeking assistance from the teacl-er
as weil asusing temporary spé;l%'yﬁgs. Atthisstage he will not take the ria::
and have a go without the assistance of the teacher; although he is pre-
pared to help Doan when she 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 poo! and
forming-new -hypotheses about how to solve- the written language
puzzle: Until he has gained sufficient information and feels confident
aboutit; he doesn’t seem prepared to take the risk of being wrong. In the
meantime his level of competency and proficiency in oral English has
risen dramaticaily.

COPING STRATEGIES BEING USED .. . LANGUAGE.LEARNING TAKING PLACE

* Usingrelated . - -
activity—drawing items he segmentation:

can say and write: . - Can match the graphic symbol to the

Using temporary spelling. sound. o

+ Seeling advice from « Concept of a word/labels.
teacher/peers. « Beginning to read print in

environment.

General comments on Lam’s development after

9 monthsatschood
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, reét{and write in English all at the same time, although
his oral language development is far in advance of his written language.
In order to solve the written language puzzle in English; Lam uses vari-
ous _coping strategies. He not only chooses which strategy to use and
when tc use it; but also 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 timie providing him with daily opportunities to prac-
tise speaking; reading and -writing: in- non-threatening situations.
Approximations are accepted and indeed rewarded, and constructive

68
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Descriptive Account of the Process- -
Sarah began this piece confidently. She sometimes paused to scrounge
for words around the roombut 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.
Céiﬁméﬁt: CoLTTIIIITI T :; coITIoIiTmoIIn ::W: oo DIl = :,:; = oo Lt
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, consclidating andextending 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 atime;
cried and cried, fetch a pumpkin.’

COPING STRATECIES BEINC USED LANGUAGE LEARNING TAKING PLACE

* Using temporary spelling. |+ Responding to request for a specific

. Seekingadvice . - _____ type of writing: retelling known story.
from/interacting with peers | « Writing overseveral days:
andteacher. Using a variety of spelling strategies.

* Copyingfromthe + Using language appropriate to type of
environment for a specific writing—‘once upon a time'. ‘cried

purpose. and cried”.

General comments on Sarah’s development after 12

WBEkS at SChOOI z L . ool oDl T i _ i i -
From her very first piece it was evident-that Sarah came to school with
quite a déal of knowledge of writ.en language. This knowledge has
increased rapidly within the first twelve weeks of school. S2rah has had

the opportunity to try new hypotheses about the written language
puzzle. She hasbeen immersed in a print-oriented classroo:n which has

given her countlessdemonstrations of writtenlanguage. 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
learnt that:

i)  writing proceeds from left to right across the page

ii) words have spaces between them
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feedBack is constantlv gwen where needed. He makes the decision as to
when to take the risk ofhavmg a go. In the nine months Lam has learnt:

i) spoken Enghsh—he can communicate about most tangs he

. wants in school

ii). Enghsh script

iii) writing proceeds from left to nght B

iv) writing is for reading and printed words alwavs say the same
~ thing—labels, stories

v) there are letters and words in wntmg

vi) thereare conventional ways to write English word< Wthh need
 tobe followed

vii) there are various ways of meetmg these conventlons mcludmg

s using the print zround the rocm
+ phonemic segmentatio=.
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i)
iv)

V)

vi)

lmes proceed from top to bottom ofpages ,

stories occur as a sequence of events and the temporal order of

these events must be adheredto
there are conventions of spelling wﬁlch need to be followed )
there are varioiis wavs of meeting these conventions.

in'cludin'g
* visualmemory . .- . :
* using envrronmental sources until the convention is

internalised

 phonemic segmentation.



CHAPTER FIVE
What it all Means
fGT Teaching

We ask again the question from the first chapter: ‘Is the reahtv ofthese
classrooms the “chaos” they apuedr?” The answer is obviously ‘No!’
What we have demonstrated in thisbook isthat these ‘pracess-oriented’
classroomsare highly structured; organisedand robustlearning settings.

They are classrooms in which certain conditions exist that coerce young
learners to develop their 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 1mpllcatlons Wthh 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 settmg

Teachers need to establish classroom settmgs which allow the condltlons

outlined on p.7 to be present and to.operate at an optimal level. From

our observations this happens when teachers do the following.

I mmersion

Teachers surrousnd thenr chlldren with prmt—a wnde vanety of} pnnt—
including labels on the art and craft work around the room; labels on
itemsintheroom; charts; commercially produced booksand books writ-
tenby the children. Itisimportant for the children to feel asense of own-
ershxp of this print, and so teachers write the Iabelsand charts with the

changes from time to time as various themes are dealt with in the

classroom.
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Children are also immersed in a great deal of oral language The
talklng listening, reading and writing encounters give children oppor-
tunities to ‘fill’ their personal lingiiistic data pools.

Demonstratwns

There are many opportumtles,m these classrooms fo: demonstrations: of
howlanguage and print work: When teachers write a label in front of the

children to go alongside the latest craft work, they aic demonstrating

how writing works: Whenteachers wnte theirown piecein frontoftheir

children, thinking aloud as they search for 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 hiow to use the environment to scrounge for words. They
are also demonstrating how they read over their writing to check-for
.neaning; and how to rewrite the pleee O that it can go public’ forall to

read: ] o
_The way teachers approacﬁ readlng and wrltmg demonstrates their

attitude towards literacy: whether they like to r..zu and write; whether

they think reading and writing are hard or easy, enjoyable or a chore.
Shared Book-Experience is a-method teachers use to demonstrate

mitich about v ritten language and how it is read: what punctuation marks

are for; how words are spelt; what to do whenyou can’treadaword; what
sound thevanoussvmbols make, and so on. By reading dailyto children
teachers demonstrate the value of reading and how enjoyable it can be:

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 chlldren 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.

Responszbzlzty , :

(There aremany mterpretatlons andm mlsmterpretatlons of tﬁns term. By

responsrB;hty we srmply mean maknng decrsrons for oneself about

that the chlldren must take responsrblhty formany ofthe decisionsabout
theirlearning: forinstance, what book will 1read? What topic will I write
about? Which piece of writing will [ edit and publish? Which book or
partufihe book will I share with the group? Is there something I can do
as a fellow-up to the book I've read? Where do I find that word I need?

What part of the written langrage puzzle will I learn next?

Teachers take responsihiliy for the organisation of the overall pro-
%ram for sdectmg a wide range of books and other printed materials;
for providing aCequate paper, pens and other materials for writing; for
the way time is used in the ¢lassroom; for knowing how each child is
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developing: for supporting and teaching each child ai t!:é point of need:
for keeping records of each child’s progress. - - R

- While young learners are encouraged and expecied-to make many
decisions about their learning; they cannot be expected to make them
all. There are many decisions made by theteacher whichare simply non-
negotiable. For example; teachers take the responsibility that children
will write and read in the time allocated to writing and reading. Thev
will work within the rules of operation established by thie teacher with
them:. S . : - -
However. the teachcrs we have observed try to keep a balance of who
is responsible for what. Fur esainple, they view scribing for children as
aform 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 Sijégll some: the
own: They do not always select the books that the children.read. They
allow children to choose from a range of activities (though of course the
range of choive 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:

ings unlessthey have first made some attempt of their

Expectations
Teachers expect their children to learn. They-expect them to take

responsibility for decisions about their learning. They expect their chil-

drentohave agoat spelling the wordsthey need; to have a goatthe words
thev don’t know in their reading; to be able to_choose their own topics
in writing and choose theirown booksin reading: They expect their chil-
dren to carryout their tasks sensibly at an agreed level of quality that
both childand teacheraccept. These expectationsare workedoutincon-

them within the classroom setting. - i
-- Expectations are also communicated-ir the ways that icachers treat
their children. They realise they must be careful not to communicate
that certain tasks are achievable by some children and not.others. Thus
they avoid grouping children in ability groups, but encourage
co-operative learning in flexible zroups. S T

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

sultation with the children, so-that everyone knows what is expected of

Approximations

Teachers encourage childrento have ago. They do not expect children's

atterpts to be perfect first time around. They understand that learning

74



_ What it All Means for Teaching 8

occursonlvwhenlearners hf"ciiké6i§pbiii;hiﬁéSfdgéHiéfﬁéiiiiﬁfb?ﬁiéfi()ﬁ
and formulate hypotheses about writter. language, which then need to
be trialled and tested before becoming part of the learners’ repertoire.
Children need to know they can try out these hypotheses and make mis-
takes; and that their approximations will be accepted, for onlv then will
they be prepared to take risks and experiment in their leéarning.

P';déiiéé I - oD i L oo L oD L I [
Teachers provide time for children to read and write, which they fill with
activities that cannot be completed unless reading, writing; talking and

liste- ingare allinvolved. However, these activities have other purposes
and tunctions besides 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 peers that it isa
great (or boring) book.

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

Bésporisé .- - - LI L Doll CTolloooo oo oot -

Teachers interact with their children about their reading and writing

attempts in such a way that the type of feedback is both supportive and

istructive to the young learner. (Teachers also encourage children to
respond tocach 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. response always emanates from the per-
ceived needsofthechild or children. The teacherslearnabout what they
need to teach from observing and listening to their children:
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2 Understanding ehildren’s learning
Teachers should be aware of the coping strategies their children use and
know. why they-are using them. The strategies we've outlined in
Chapter Two will help teachers understand what they observe as their

children are attempting to solve the written language puzzle. Teachers
also need to -understand why_children like -Lam need to use some
strategies for longer periods of time than children like Sarah,

They need to support their children in the use of their coping
strategies, whilst at the same time gently encouraging them to try new
ways ofdoing things. Forexample; ifteachersobserve that some children
are not using temporary spelling; they need to ask themselves several
question- Is it because of the demonstrations given to the children, or

lack of them? Would more explicit demonstrations of working out how
to spell a word be useful? Wou'd individual alphabet charts assist? . . .
and so on.

3 Understanding the nature of language

Teachers need to understand hiow reading, writing, talking and listening

areinterrelated. The notion of thelinguistic datapool, we believe, assists
teachers in seeing how this relationship operates. One consequence is

that classroom programming jnftﬁeftra’diti,ﬁﬂﬁl,SéﬁSéhés,@:§ﬁange:pi"o’i
gramming ii’ri,dé’r‘Réédiﬁ!gﬁ’; “Writing’, ‘Talking’ and ‘Listening’ headings

becomes obsolete: Rather, teachers need to organise activities in their
classrooms which encourage children to minglereading, writing, talking
aiid listening. Whilst the main focus of an activity may be, for instance.
onreading; that doesn't excliide opportunities for talking, listening and
writing taking placeas well. ] - o

- Teachers also need 1o encourage co-operative learning rather than

§piﬁpetitiveJearﬁing.,Pgeiégsqpport,and tutoring hasbeen demonstrated
asa very useful strategy for learning.
s ° °

Overall, what has been written in this book means that teachers need to
consider quite a different set of beliefs about how young learners solve
the written language puzzle. 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 then

know why their children follow the learning path that they choose to

take. They will be better armed to support and instruct the young

learners in their care. Classrooms will be settings where teachers have

confidence in what they are doing and trust that their children are
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