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Abstract: 

Over the last ten years my thinking and writing have been 

concerned with the nature and process of effective teaching 

and learning. Although I have tried to present my thinking as 

a chronological sequence much of the work developed 

concurrently. Over the period covered by my publications my 

thinking has focused on three main areas: 

a. An exploration of the implications for language learning of 

the shared meaning-making process in reading, reading aloud 

and writing. (Approx.1978-1982) 

b. An exploration of the influence that a teacher may have in 

the shared process of meaning-making and its implications 

for teaching and learning. (Approx. 1982-1990) 

c. The power context of the classroom where the participants 

employ power strategies in an attempt to influence the 

outcome of the negotiation. (Approx. 1990- present) 

My early interest in linguistics led me to focus on the role of 

language in the process of teaching and learning. Initially I 

was concerned with linguistically analysing children's 

writing in an attempt to explore the ways in which their 

written language developed. However, I soon began to 

realise the importance of the learning context and the ways 

in which meaning is negotiated within that context. It 

became clear that the linguistic exchanges between the 

teacher and the pupils had a significant effect upon the 

learning that was taking place. 



I began to linguistically analyse the interactions between 

teachers and pupils. The linguistic evidence seemed to 

suggest that the operation of power between the teacher and 

the pupils affected the quality of learning. Much of my later 

work has therefore been concerned with describing power 

relationships and their role in the teaching and learning 

process. My interest extended to interactions in staff 

meetings where I analysed interactions between teachers and 

between head teachers and teachers. 

In all of these interactions I observed dominant strategies 

which constrained the future possibilities of action for 

others and were characterised by: 

* More institutional and less intimate syntax choices. 

* More formal choices in vocabulary. 

* Using high key or high termination choices. 

* Using dominant rising tones 

* Firmer and more emphatic paralanguage. 

* Intermittent or disrupted eye contact. 

* Emphatic gestures. 

* Repetition. 

* Ritual forms of language. 

I also observed less dominant strategies which facilitated or 

opened up the future possibilities of action for others and 

were characterised by: 



* More intimate and less institutional syntax choices. 

* More casual vocabulary choices 

* Mid key and mid termination choices. 

* A soft or moderate voice. 

* Long eye contact. 

Once I could describe the linguistic patterns which seemed to 

accompany dominant and less dominant strategies, I was able 

to explore the kinds of power strategies operating in the 

learning situation. I concluded that power strategies 

circumscribe the degree of co-operation and consent or 

conflict and challenge in the learning context. I found this 

was a helpful perspective in trying to describe what may be 

happening in the teaching and learning process. It can provide 

a measure of the quality of learning and illuminate different 

styles of teaching. 

(499 words) 
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Section One: Critical Appraisal 



What is the nature and process of effective 
teaching and learning? 

Over a period of twenty years I have consistently reflected 

upon the nature and process of effective teaching and 

learning. My research interests have been underpinned by a 

concept of meaning being a shared process of negotiation. 

For me this has always been a fundamental issue because I 

believe that the creation and interpretation of meaning has 

important linguistic and pedagogical implications for 

teachers and learners. Throughout my professional life my 

thinking and research have always been closely related to the 

practical circumstances in which I have found myself. My 

research has always been of an applied nature produced in 

response to particular practical problems. Although in this 

summary I shall attempt to explain my thinking 

chronologically, much of the work developed concurrently. 

Over the period covered by my publications my thinking has 

focused on three main areas, the first of which was: 

a. An exploration of the implications for lanouaoe learning of 

the shared meanino-makino process in readino, reading aloud 

and writinq.(Approx.1978-1982) 

Following my MA research in 1978 at the English Language 

Research Department, Birmingham University, in which I 

explored the expression of negotiated meaning through 



intonation patterns in the process of reading aloud, I became 

interested in the strategies which readers and writers use to 

negotiate meaning in writing. 

At this time I was teaching five and six year old children and 

I began to examine some of the features of their story 

writing. Over a two year period I began to systematically 

collect examples of stories of children written throughout 

the three years of infant education. My thinking at this time 

was particularly influenced by Sinclair and Coulthard (1975), 

Coulthard (1977) and Brazil (1978) and it was upon the 

findings of these studies and my unpublished MA thesis that I 

based my analysis of the children's stories. Analysis of 

these stories indicated that some of the important features 

in the process of shared meaning making between the reader 

and the writer were: use of detail, sequencing of content, 

and the use of conjunctive markers in the discourse. 

Later, as a teacher of six and seven year old children I 

wanted to know how to encourage awareness of these aspects 

of story writing. I developed experimental teaching 

materials for teaching writing to top infants. The materials 

were developed over a three year period with consecutive 

year groups of children in the same school. However, during 

the second and third years they were also trialled, evaluated 

and modified by six parallel classes and finally adopted as 

school policy. In 1980 David Mackay of the 'Breakthrough to 

Literacy' Project visited my classroom with a view to 



incorporating the materials into the Breakthrough Project. 

However, the impact of 'Real Books' on research and 

publishing interests led to the cancellation of further 

development of the Breakthrough to Literacy materials. At 

this time I was asked to lead in-service courses for 

teachers, which required the preparation of handouts, but I 

did not attempt to publish any of the work that I had done. 

b. An exploration of the influence that a teacher may have in 

the shared process of meaninc-makina and its implications 

for teachino and learninQ.(Approx. 1982-1990) 

In 1982 I took up my appointment at Rolle Faculty of 

Education and this immediately provided me with 

opportunities to discuss my work with students and 

experienced teachers, focusing my attention on the role of 

the teacher in the processes of learning to read and write. I 

began to revise, refine and write up, the previous work. At 

this point I produced an article: An Attempt to Teach Reading 

Skills through Writing Skills (Publication 2A) summarising 

my work and its recent developments. 

In hindsight, although this publication represented a step 

forward in my own thinking and was an important vehicle for 

my own learning, as a piece of research it had some serious 

weaknesses. Judgements about the children's achievements 

were based on the perceptions of teachers and the feedback 

from their parents. Whilst this is important evidence, if I 



had been a researcher rather than a busy teacher at the time, 

I would have organised the research data and their collection 

differently. I was dissatisfied with the case study approach. 

Many of the observations were interpretive and I began to 

desire a more systematic approach to collecting data which 

would enable me to be more confident about my conclusions. 

In retrospect, I also feel that the thinking underpinning this 

research was limited. I set out on the task asking myself 

'How can I teach these children to write more effectively?' 

when perhaps I should have been asking: 'How can I assist 

these children to learn about writing more effectively?' 

Although the work carried out across parallel classes in the 

school was eventually extensive, I view this work as a piece 

of action research with all of the limitations of an action 

research project. 

In 1985 a grant was obtained by the Education Department at 

Rolle College to fund a series of internal publications and I 

was asked by the Head of the Education Department to write a 

monograph about my ongoing work (Publication 2B). Two 

thousand copies were produced for sale of which eleven 

remain. This monograph naturally drew on the earlier work 

produced in my MA thesis 'A Study of the Intonation of Aloud 

Reading of Stories and Newspaper Articles' . However, it 

differed in that, although the underlying theory and many of 

the examples remained unchanged, the monograph 

concentrated on the practical applications of the work for 



teachers in the classroom. This was an initial attempt at 

bringing together my work on the processes of reading and 

writing and my growing interest in the importance of the 

teacher and the learning context. This theme was later 

developed in my first book 'Communicating in Writing: 

Teaching Infant Writing Skills' (Publication 3A). 

This book had its foundation in my earlier language 

experiments in the classroom, but the thinking had developed 

considerably. At Rolle I worked with initial training 

students and with teachers on in-service courses which 

provided opportunities to develop my thinking about the role 

of the teacher and the learning context. This book attempted 

to bring together the linguistic and sociological aspects of 

the process of writing. It takes the Brunerian (1983) view 

that teaching and learning writing is a highly structured 

public experience with an internal private space. It attempts 

to ask: What do teachers need to teach children about the 

public aspects of the writing system in order that children 

can develop writing for their own purposes? and What are the 

best ways of doing this? 

The first draft of this book included explanations of the 

linguistic, sociological and pedagogical philosophy 

underpinning the activities for children, but this was 

simplified and omitted in the final version to meet the 

marketing requirements of the publisher. In hindsight this 

proved to be a mistake because the thinking underpinning the 



book challenged the then dominant pedagogical notions of 

literacy. Theoretically, I had serious reservations about Real 

Books (Waterland 1985), Whole Language Theory (Newman 

1985) and Emergent Writing (Graves 1983). This approach 

seemed to place too much emphasis on the sociological 

aspects of literacy, whilst paying little attention to the vital 

linguistic knowledge and interpretive skills required by 

readers and writers. 

On the other hand I cannot accept the view currently 

promoted in the Revised Orders for the Teaching of English 

that children should be taught to read by phonic methods. 

This view emphasised linguistic code breaking skills rather 

than the more sophisticated negotiation of meaning that I had 

observed, and it seemed to ignore the sociological context of 

reading. My own view lay between these approaches to 

language learning. I felt that whilst the sociological context 

of reading was important, so too was the linguistic 

knowledge of the public code. I attempted to describe this 

'middle' view as a reader/writer relationship and this is the 

main theoretical contribution of my first book. It sought to 

take a more eclectic and sensitive view of what might be 

happening sociologically and linguistically when readers read 

and writers write. 

In the meantime, in 1989 I was asked by Dr. Robin Campbell, 

Review Editor of Reading, to write a review of a recent book 

about teaching writing, Through Teacher's Eyes' (Publication 



2C). This was a particularly thought provoking task because 

the work took a contrasting view of teaching writing from 

my own work. 

I pursued my interest in the reader/writer relationship in 

children's writing by collecting as many different examples 

of writing as I could, right across the Primary age range. 

Theoretically my thinking was moving towards the social 

construction of meaning and at this time I was particularly 

influenced by the work of Hoey (1979), Gumperz (1982) Frow 

(1985), Cook-Gumperz (1987) and Mumby (1989). This work 

continued for four years and I began to prepare the 

manuscript of another book for publication. Teaching Writing 

at Key Stage Two was not published until 1993 (Warham 

1993fei: Publication 2E) but it is in this work that I really 

began to explore the relationship between the linguistic and 

sociological contexts of reading and writing, 

I began to systematically analyse samples of writing from 

every stage of Primary education, and it was here that I 

really began to experience dissatisfaction with my work. 

Although I attempted to use several different linguistic tools 

for analysis, I always felt unsure about the inferences I had 

made from my observations, because the analysis was not as 

clear-cut as I would have liked it to be. 

There were too many instances where an analytical tool such 

as Hoey's (1979) Situation, problem, solution, evaluation was 



ambiguous and inconclusive. For example, occasionally I 

was unable to tell whether I was looking at the evaluation of 

one 'chunk' of discourse, or the situation of the next 'chunk'. 

Similar problems were also described by Coulthard and Brazil 

(1979) in Exchange Structure. At this point I began to think 

more critically about the kinds of analytical tools available. 

The ambiguity inherent in many kinds of linguistic analysis 

was a considerable problem. 

Owing to the analytical problems this manuscript is the one 

about which I feel the least confident. However, I do not 

look upon this lack of confidence in negatively. It was a 

turning point in my thinking where I began to be more 

discriminating and critical about the quality of my research. 

What I had done simply was not good enough. I think this was 

an important moment in my personal development. It was 

the point at which I decided that if I wanted to continue with 

my research and publications, then I must find more effective 

ways of answering the questions that I had been asking 

myself. 

For all its weaknesses, I still feel that this manuscript was 

worthwhile not just for the contribution it made to the 

development of my thinking, but also for some of the insights 

it produced about the reader/writer relationship. The main 

contribution of this book is its attempt to sketch out the 

social and linguistic interface between the reader and the 

writer. It attempts to provide an approach to understanding 

how the writer's use of written language is shaped by 

8 



considerations for the reader and the perceived social 

context. 

Whilst it had been necessary to focus my thinking on 

children's writing during the writing of Teaching Writing at 

Key Stage Two (Publication 2E) , during this period I became 

more urgently interested in the crucial role of the teacher in 

the teaching and learning process. It was clear from my 

earlier work that the way in which the teacher negotiated the 

meaning of the task with the pupils had vital consequences 

for the way in which the children understood and performed 

their tasks. At this time there was also a pressing need in 

my own teaching, where student response to seminar work 

was variable and unpredictable. In an attempt to think 

through these professional issues, I carried out a small 

action research project at Rolle Faculty of Education. This 

involved recording the negotiation of seminar work with 25 

students, keeping my own log, informally interviewing 

students to gain their perspectives on their learning, and 

comparing this with their written assignments. I wanted to 

find out what kind of learning experiences were most 

valuable for students from my perspective as their teacher, 

and whether this concurred with student views. 

The one major point of agreement amongst the students 

seemed to be that they learnt more from a highly structured 

situation with some degree of informality. The informality 

presented opportunities for the students to take part at 



whatever level they were able to participate. A central 

point to emerge was that the use of language by the students 

in the negotiation of the seminar work greatly influenced the 

students' perception of what they were doing, and why they 

were doing it. It also affected their ability to take part in 

the seminar. The more articulate students created more 

opportunities for participation than less articulate students. 

This in turn affected the way they valued the work and 

consequently their motivation to participate. My own 

language interests led me to question the language used by 

different students. The most successful students seemed to 

have more accurate ideas about what kind of language was 

related to issues of teaching and learning. At this point I 

began to formulate the view that the most successful and 

highly motivated students were in some way more 

'professionally literate'. 

In hindsight, when I had completed this project I knew that it 

was another action research project limited by the fact that 

most of the evidence I was collecting was still very much of 

my own interpretation. I could not claim with any degree of 

confidence that I had lighted on 'the' correct interpretation. 

I was not even certain that there was a 'correct 

interpretation'. At this point I became very preoccupied 

with the methodology. The dilemma I faced was, that on the 

one hand I felt that the kinds of interpretive methods I had 

been using were probably the most productive for the kind of 

research I was carrying out, yet, on the other hand I needed to 

10 



be able to support the inferences I was making with adequate 

evidence. The kind of questions that I was asking were 

hermeneutic rather than scientific but I needed a more 

systematic framework in order to be more confident about 

my observations. These were problems which have been 

faced by many researchers and yet I could find no really 

satisfactory solutions. 

The importance of this case study was that it set me thinking 

about 'professional literacy" and this was a critical point in 

my research and thinking. I began to reflect on the work of 

literacy theorists such as Friere (1976), Bhola (1979), Bloom 

(1987) Tuman (1987) and McLaren (1988). This led to the 

writing of an article in 1991 What is the Role of the Tutor in 

the Process Curriculum? (Publication 2D), At this point, 

because I had not managed to find a solution to my 

methodology problems, I began to explore theoretically what 

'professional literacy' might involve. My thinking at this 

time was particularly influenced by readings from Vygotsky 

(1962) , Stubbs (1980 and 1983), Carter (1982) whose 

psychological, sociological and linguistic views on language 

helped me to develop a broader view of language and language 

use, leading my interests towards work on discourse and 

power by wri ters such as Bennet t ( 1 9 8 3 ) , 

Cherryholmes(1983), Malcolm (1987), Treichler e t a / ( 1 9 8 7 ) , 

and Sholle (1988). At this point there was a long and 

thoughtful hiatus in my activities, I needed to think 

critically about the methodological and theoretical problems 

11 



that I had created before I went any further. 

c. The power context of the classroom, where the 

participants employ oower strategies in an attempt to 

influence the outcome of the negotiation. (Approx. 1990-

present) 

Ever since my work on intonation in 1978, I have been 

fascinated by the discourse of teachers and learners and have 

analysed over seventy audio and video-taped examples. 

After discussions with students in my earlier project I began 

to realise that some kinds of tutor behaviour facilitated 

learning whilst others constrained it. I began to wonder how 

far this enabling and constraining activity was a part of 

being 'professionally literate'. I wondered how one might 

best describe and illuminate the process by which linguistic 

enabling and constraining takes place in the classroom. I 

began to perceive teaching and learning as a power situation 

and the classroom as a hegemony, where teachers used 

language to constrain and facilitate learning. However, the 

very notion of power presented great difficulties. 

Treichler e t a / ( 1 9 8 7 ) point out the concept of power is 

'problematic and elusive* (page 175). In my own work there 

seemed to be different sources of power in operation. One 

source of power, suggested by Friere (1976), Bourdieu (1986) 

and Friere and Macedo (1987) is, that it is generated 

institutionally and is concerned with social control. A 

12 



second source of power suggested by researchers such as 

Foucault (1982). Gumperz (1982) and later by Ferdman (1990) 

has been that power is something which pertains to 

individual identity and is generated by individuals. A third 

source of power suggested by researchers such as Cousins 

and Houssain (1984). Wickham (1983) Treichler e t a / ( 1 9 8 7 ) 

and Malcolm (1987) is that power is generated in discourses 

and is a product of interactions between individuals. 

If power itself is 'problematic and elusive' its analysis in 

spoken interactions is very difficult indeed. My previous 

work led me to the view that it was important to take an 

eclectic position regarding the analysis of power strategies 

in language, much after the position described by Janicki 

(1990) . I arrived at this conclusion because adopting any 

particular system of linguistic analysis eliminated vital 

aspects of the power situation. I discovered that it was 

important not to disregard any aspect of the communication 

which may affect the negotiation of meaning and power. 

Although I had not planned it at the start, my collection of 

data fell into two distinct parts. In the first part I 

collected my own material and analysed it with a view to 

developing my own perspective about power relationships. 

However, as the work progressed, the analysis of audio and 

video-taped examples led to yet another methodological 

problem. I began to wonder how, when collecting the 

material, I could be certain that I was not subconsciously 

13 



looking for examples of the operation of power? With these 

questions in mind I began to analyse materials which had 

been collected by other researchers for different purposes, 

and also to analyse teaching videos produced for 

broadcasting. Although I cannot claim that this completely 

solved the problems of data collection and analysis, I felt 

that it limited my concerns. 

There were also other methodological problems such as those 

outlined by Delamont and Hamilton (1984). For example, 

merely being present as a participant observer affected the 

power situation and the kinds of language used. How could 

my analysis overcome these problems, or at least limit 

them? I felt that this dilemma was of a philosophical nature. 

I was trying to carry out research which was attempting to 

explore the significance of the moment, whilst trying to 

remove or minimise some of the essential elements of that 

moment. In the circumstances I decided to continue 

analysing the videos with an awareness that I and others had 

been present as participant observers. We were a part of 

that moment and any interpretations of that moment must 

take this fact into account. 

In hindsight, this was a mistake. There were other options 

that I had not thought about. For example, if I had to repeat 

this exercise I would ensure that I recorded the 

interpretations of what had happened of both the teachers 

and children. It was not until I had completed the work and 

14 



was able to reflect upon it, that I realised how much more 

confident I could have been about my observations if I had 

taken this precaution. This has been an important aspect of 

my own learning, which will certainly affect the way in 

which I conduct my continuing work. 

I proceeded with my field work by analysing twenty case 

studies in detail, looking at the intonation of the pitch 

sequences and the tone choices, the structure of the content, 

the completeness of the syntax, the lexical choice, the 

paralanguage, the use of silence and the kinesic information 

to try to isolate the features of the discourse which 

attempted to constrain or facilitate 'the future actions of 

others*. (Foucault 1980). In spite of the methodological 

problems I had experienced in my earlier work, I found that 

looking at a wide range of data and analytical techniques 

seemed to eliminate some of the difficulties. When I began 

to look at a much larger cross-section of linguistic data I 

could see patterns which had not been obvious when I had 

looked at fragmented details. 

The technique of collecting many different observations and 

combining several different tools for analysis was not 

without its flaws. I was very conscious that rather than 

improving my analytical tools, I may in fact have collected 

together a Pandora's box of weaknesses. However, in 

practice this appeared not to be the case. When I made 

observations which were ambiguous, or about which I was 

15 



uncertain, there was now a whole range of other reference 

points to appeal to. This approach to the linguistic analysis 

seemed far more satisfactory than my earlier attempts. It 

enabled me to develop analytical tools which seemed far 

more appropriate for the analysis of power than I had 

hitherto found in the literature. 

Applying my new analysis to the case studies, I observed a 

wide range of strategies which ranged from dominant to less 

dominant. These strategies were operated by both teachers 

and children, and in staff meetings by the head teacher and 

the teachers. I discovered that dominant strategies, which 

seemed to constrain future action, were characterised by 

particular features of the linguistic context: 

* More institutional and less intimate syntax choices. 

* More formal choices in vocabulary. 

* Using high key or high termination choices. 

* Using dominant rising tones. 

* Firmer and more emphatic paralanguage. 

* Intermittent or disrupted eye contact. 

* Emphatic gestures. 

* Repetition. 

* Ritual forms of language. 

Less dominant strategies which seemed to facilitate future 

action were characterised by: 

16 



* More intimate and less institutional syntax choices. 

* More casual vocabulary choices 

* Mid key and mid termination choices. 

* A soft or moderate voice. 

* Long eye contact. 

Once I was able to isolate linguistic patterns I was able to 

begin to explore the operation of power in classroom 

discourse. Something I had not anticipated about the 

operation of power presented itself in terms of the 

unpredictability of the perlocution (Coulthard 1977, page 

19). Power operated not so much in terms of what each 

speaker said, but more in the effect it had on the listener, 

and the way the listener chose to respond to the discourse. 

This made the power situation a very dynamic and 

unpredictable process. My thinking at this time was 

influenced particularly by Foucault (1972, 1979 and 1982), 

Giroux (1981), Giroux, McLaren (1987) and Ball (1990). 

The methodology I had started to develop enabled me to 

examine not just the linguistic evidence, but also to isolate 

some of the power strategies used by teachers and children. 

I observed teachers operating the following dominant 

strategies: 

* Changing the subject. 

* Using strategies of disengagement. 

* Protesting. 
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* Continually establishing and re-establishing a state of 

consent and co-operation between the teacher and pupils. 

* Curtailing contributions from some pupils to allow others 

to speak. 

Some of the children's dominant power strategies consisted 

of: 

* Interrupting the teacher. 

* Fiddling whilst she was talking. 

* Yawning, 

* Not paying attention. 

* Distracting the other children. 

* Arguing with their peers and with the teacher, 

* Refusing or failing to respond to the teacher's questions. 

* Answering questions that have been asked of another child. 

The teacher and children also used less dominant strategies 

such as: 

* Nodding assent. 

* Trying to explain. 

* Requesting the teacher to look at their work. 

* Smiling, 

* Establishing eye contact with the teacher. 

* Paying careful attention. 

* Waiting until the teacher had finished what she was doing. 

* Responding to humour 
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* Politely seeking explanations when confused. 

* Requesting permission to move to a more suitable working 

position. 

In 1993 I published a book 'Primary Teaching and the 

Negotiation of Power' (Warham 1993bi : Publication 3B) 

which begins to explore the nature of teacher competence. 

The main contribution of this book is its situating of 

teaching activities in a professional context of power 

relationships, in which the teacher is cast as a manager of 

power relationships in the classroom. 

As with my first book, much of the academic thinking 

underlying the book was edited out to meet the marketing 

needs of the publisher. In an initial attempt to publish a 

theory of teacher competence based on 'professional literacy' 

I wrote 'Reflections on Hegemony: Towards a Model of 

Teacher Competence' (Publication 2F). However, this is only 

the beginning of a much larger piece of work in progress, 

where my current thinking has been influenced by writers 

such as Shotter (1993) and Jaworski (1993). The notion of a 

'professionally literate teacher' places far greater emphasis 

on an unfinished model (Shotter 1993) of competence, where 

the professional skills of the teacher are described in a 

context of literacy, discourse and power. 

Generally, It is difficult to evaluate my work because it is 
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far from finished. I can only describe what I have done over 

the last ten years as a continuous but invigorating struggle, 

from which I have learnt a great deal. My struggle has not 

only been to answer questions which seemed simple at the 

outset, but which proved to be very complex. It has also been 

a struggle to develop a methodology in which I felt more 

confident. In some ways, it has also been a struggle to piece 

together a theory which might further illuminate my 

questions. In this appraisal I have tried to explain how my 

work has suffered from many weaknesses, and although in 

many instances I have not managed to find solutions to my 

problems, the struggle has produced some small 

achievements. For example, the methodology, as I have 

indicated, is far from flawless, but I think it is interesting 

and original. It has provided some useful insights. The 

notion of power has caused me much concern, but the concept 

that is beginning to emerge from my work is a perspective 

which may have useful applications to other areas of 

research in the future. For example it may provide insights 

into management strategies. However, the development of a 

more satisfactory linguistic analysis is perhaps the 

achievement that I value the most, I think that this approach 

to analysing power in discourse has much to offer any 

research which seeks to consider language, discourse or 

power. It is something which I intend to develop further in 

my continuing work. 

I am submitting this folio of publications for the degree of 
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Doctor of Philosophy because I believe that my work has been 

systematic in its studies of children's writing and classroom 

discourse. The principle of negotiated meaning which 

underpinned my analysis of children's writing and my later 

analysis of classroom discourse has remained unchanged. I 

also believe that my work has been critical in several ways: 

first, the early development of my ideas was prompted by 

misgivings about the then current dominant literacy debate. 

Secondly, my work has been critical in that I have always 

tried to recognise my own weaknesses and have continually 

made efforts to refine and revise my thinking. Finally, 

during the writing of my books and articles I have 

deliberately sought and responded to critical comment. The 

willingness of colleagues, editors and referees to provide 

detailed feedback on my work has been a major factor in its 

development. 

My work demonstrates progression in that it has evolved 

from looking at children's writing to analysing classroom 

discourse. Initially I was concerned with what the children 

produced, but this progressed to thinking about the role of 

the teacher in influencing what the children produced. I then 

began to think about the ways in which the teacher and pupils 

negotiate the learning task, and then refined my thinking 

towards the view that the negotiation of meaning involves 

power relationships. More recently I have been looking at 

teacher competence from the point of view of the 

'professionally literate teacher' in which the teacher is cast 
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as a manager of power relationships in the classroom. 

My work is coherent in that its ongoing concerns are still 

rooted in the original question that I asked myself. My 

attempt to describe a concept of teacher competence from a 

perspective of 'professional literacy' is based upon the 

fundamental question that I was asking myself in T982: What 

is the nature and process of effective teaching and learning? 

(4989 words) 
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A description of an attempt to 
teach reading skills through writing 
skills to top infants 

Sylvia M. Warham 

The context and the problem 

One of the advanuges of progressive education is that it has focused atten
tion on the difficulties of the learner. This has brought new-insights into the 
problems of learning to read. It has made teachers aware of the mismatch 
between the spoken sound and the written symbol. In addition there is the 
question of punctuation in text, but more than anything else we are becom
ing aware of communicative differences. I do not mean by this that speech 
cannot mean the same as text, but that the systems used for communication 
are quite different in speech and text. 

This happens because a speaker can see his hearer and is able to make very 
precise assumptions about him. whereas the writer writes for a much wider 
audience about whom he can only make the most general assumptions. 
Consequently spoken communication differs considerably from written 
communication. 

The evidence that this difference exists can be found in top infant and 
lower junior classes, where the differences manifest themselves as acute 
learning difficulties. The problem is that of the child who has already over
come the first hurdles in learning to read. He has mastered the sound-
symbol differences, and in purely mechanical terms he can *read*. That is, 
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he can work out what the words *say*, but he does not necessarily under
stand what he has read. The problem therefore is: how can a teacher help 
children to understand what they read? 

It is not a new problem, and in the past many questions have been asked 
about the kind of comprehension skills a reader may require to understand a 
text. In i953 Taylor developed the technique of cloze procedure to help 
overcome the problem. Robinson (1961) set out a model of comprehension 
techniques in his description of SQ3R. The SRA comprehension materials 
for the classroom were developed by Parker (1958). 

Whilst each of these techniques was successful in its way, each raised 
problems of its own. The SQ3R technique was intended for use with adults 
and is not easily adapted for use with younger children. The interest level of 
SRA does not always appeal to younger children, and indeed it is difficult to 
suggest how this problem can be overcome. Cloze procedure has subse
quently been used in very valuable discussions about text, and at the present 
is perhaps the most useful technique open to teachers. However, the sustain
ing of a worthwhile discussion demands great skill on the pan of the 
teacher. This may not be possible in the case of young, inexperienced or less 
able teachers. 

Comprehension in the classroom generally takes the form of a set of 
exercises, and as Niles (1963) points out. *Many exercises are tests for the 
application of skills rather than devices for teaching them.* In the case of 
young children the problem remains unsolved. Undoubtedly some children 
overcome their difficulties without any kind of specific instruction, but they 
are the minority. What of the majority? Which is the way ahead for the 
teaching of these children? 

In her studies of eariy writing skills Clay (1975) suggests that the teaching 
of early writing skills was beneficial for early readers because it focused 
attention on the nature of written text. It seems logical to suggest that i f 
knowledge of written text helps children in the early stages of reading, there 
seems to be no reason why this should not also apply to the later stages of 
reading. 

This paper sets out to examine the issues: (a) what are the comprehension 
skills which young children need to acquire? and (b) a description of a teach
ing programme planned to help children acquire these skills. 

What kind of skills do young children need to acquire? 

In the introduction to this paper I noted that spoken communication was 
very different from written communication. Perhaps this is the place to 
examine the differences in greater detail. When children arrive in school 
they have already learnt a great deal about spoken communication and are 
in most cases competent in understanding speech and making themselves 
understood. In highlighting the differences between speech and text we may 
develop a general concept of what children may already know about 
communication and what they still need to learn. 
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Coullhard (1977) has demonstrated that communication lakes place on 
the basis of shared knowledge. In speech a speaker can make very precise 
assumptions about the state of knowledge of his hearer because he receives 
constant feedback: 
Speaker: Yer know that track down by the canal? 
Hearer: Mmm. (nods confirming understanding.) 
Speaker: Well I was walking down there . . . 

The situation for the reader and writer is very different. Not only does the 
writer not have any feedback, but he is also not certain of the exact nature of 
his audience. Writers are able to make only the most general assumptions 
about the state of knowledge of their readers. 

Second, a hearer who has failed to understand a spoken message may ask 
for further clarification. Writers do not have this privilege. They have only 
one attempt to communicate their message and no recourse to further 
clarification. 

Third, besides the actual language used in speech, there are other meaning 
systems functioning. The intonation of the voice helps the hearer understand 
whether the speaker means: 

My brown coat. 
or 

My brown cofl/. 
Intonation, as such, does not form a part of written communication, and 
writers have to find other ways of conveying this subtle difference. 

Meaning in speech is also conveyed by the kinesic systems of eye coniaci. 
facial expression and body posture. Again these systems have no place in 
written communication because the reader and writer cannot see each other. 
We must ask where the sources of this kind of information are located in 
text, and what kind of compensations does the writer have at his disposal? 

We can begin by saying that text is not spontaneous, that in order to 
communicate his message the writer has to plan carefully and logically. He 
has to work out in advance exactly what the message will be, and the exact 
language it will be written in. Niles (1963) hints at the delicacy of the 
organization a reader might expect to find in text: 
'The first of these abilities is the power to find and understand thought 
relationships: in single sentences, in paragraphs and in selections of varying 
lengths. Ideas are related to each other in many ways . . . These four kinds 
of thought relationship — time, simple listing, comparison/contrast, and 
cause and effect plus others occur in a great many combinations, some of 
them complex. The ability to observe and use these relationships seems to be 
one of the basic comprehension skills.* 

I f we consider this description in the light of the differences between 
spoken and written communication skills we can refine the concept even 
further. We could suggest that the combination of the lack of feedback and 
the ability to make only general assumptions about the state of knowledge 
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of the audience induce the writer to be much more explicit, and at several 
different levels: 
1. Writers have to be explicit about how the larger parts of the text are 

related. 
2. Writers have to be explicit about the relationship between sentences: 

sentences cannot occur in just any order if they are to be meaningful; they 
need some kind of sequence. 

3. Writers need to be explicit in the details they provide: for example, a 
writer cannot write 

She put it on. 
When he is trying to express the idea that 

Carole put the pan of potatoes on the cooker to cook. 
Details are an essential part of comprehension because they supply 
information which is carried in speech by the kinesic systems: 

Mary suggered into the room, slumped into a chair and closed her 
eyes. 

In a spoken communication these deuils may have been observed but not 
commented upon. Here the writer is acting as the 'eyes of the reader'. 

4. Owing to the fact that the writer has only one chance to get his message 
over he has to organize it carefully into sentences whose defining features 
are capital letters and full stops. This organization is not identical to the 
organizations of speech. It is therefore important to make children aware 
that it exists. It is perhaps important to point out too that the punctuation 
system carries some of the intonation functions of speech, where 

It is mine! 
does not mean exactly the same as 

It is mine? 
By way of summary let us return to the original question: what do writers 

and young readers need to learn about written communication which they 
do not already know from their experience of spoken communication? 

Summary 

1. Writers and readers need to understand that text is organized into sen
tences, and that sentences have defining features. 

2. Readers and writers need to pay attention to detail in text, because it 
conveys information carried by several different meaning systems in 
speech. Writers need to think of themselves as the 'eyes of the reader*. 

3. Ideas in text are sequential. 
4. The relationship between ideas may be one of time, simple listing, 

comparison-contrast or cause-effect. It may be a combination of more 
than one of these. 

5. Quite the opposite of speech, text is a preplanned and logically organized 
set of ideas. Readers need to be able to recognize this organization. 
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Description of an attempt to plan and carry out a teaching programme 

With these thoughts in mind I set out to plan a teaching programme for top 
infants. Initially I wanted to improve their text composition skills, but 
hoped that this might also transfer to comprehension skills. The children in 
the class I chose were already well accustomed to using 'Breakthrough to 
Literacy'. Consequently they were familiar with the concept of writing in 
sentences and using the defining features of sentences. 

I could not decide upon a hierarchical order for the issues dealing with 
sentence order, 'being the eyes of the reader* and attention to detail. These 
factors seemed equally important and 1 set about planning a simultaneous 
programme for teaching them. 

Attention to detail 

In order to develop descriptive skills a series of 'blindman' activities were 
undertaken to make children aware of the importance of their eyes in spoken 
communication. It was then much easier to develop the notion of being the 
'eyes of the reader*. In addition the class were asked to look at stories in 
books and to talk about instances where the writer was acting as the 'eyes of 
the reader'. 

Sentence order 

This was a difficult topic to teach. Speech is only loosely ordered in terms of 
subjects covered, and this is reflected in the writing of top infants, who 
nearly always put the end of a story first. A great deal of sequencing work 
was necessary. Initially it was a taught group exercise using a 'story board' 
on which the sequence of existing stories was worked out. This was 
supplemented by individual work with picture sequencing and sequencing 
sentences below the pictures. For individual writing, a technique of writing 
on strips of paper was developed to enable children to sequence their work 
after they had written it, or to receive help with sequencing i f they were 
unable to perform this task for themselves. In addition, sets of text on card 
were cut into sentences and children were asked to put them in the 'right 
order'. 

At first the children were puzzled to find that a text may have several 
'right orders* according to the interpretation placed upon it . I felt that this 
was a very valuable exercise in developing the concept that a text has to be 
interpreted i f it is to be meaningful. At a later stage children explored the 
different interpretations of their own writing by changing the sentence 
order. For the first time they began to realize the importance of sentence 
order for conveying the desired interpretation. 
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Grosser organization of text 

Activities in ordering 'topics' and 'events* were carried out in a manner 
similar to the sentence organization activities. It led to similar insights and 
experiments with the children's own writing. They began in lime to 
comment upon the organization of stories read to them, and I felt that this 
was an important step forward to acquiring more advanced reading skills. 

The different types of sequential relationships found in text 

Planning a teaching programme to cover the nature of sequential relation
ships in text was much more difficult than any other part of the programme. 
I had to ask myself how writers made explicit in text the relationships of 
lime, simple listing, comparison-contrast and cause-effect? From my 
previous studies of aloud reading (Warham, 1978) I noted that there were 
cues in text to which writers gave apparent weight and to which proficient 
readers seemed to pay attention. For example: 

1. Time sequencing seemed to be indicated by words such as 
once, long ago, then soon, after that. 

2. Simple listing may be cued in text by 
first, second, next, in addition, and. 

3. Comparison-contrast relationships may be indicated by 
however, in spite of this, nevertheless, but. 

4. Cause and effect relationships may be signalled by 
on account of this, because of this, owing to, as a result of. 
consequently. 

However, I found that although one kind of relationship was usually clearly 
indicated, there may be some overlap between the actual cues used in simple 
listing and time cues. 1 was concerned that there was cleariy a danger in 
presenting clearcut categories where there was a complex overiap in defini
tions. In addition, after examining many texts it emerged that writers do not 
always make the relationship explicit; it is left for the reader to infer. 

In the early stages I could not convince myself that an infant classroom 
was the appropriate place to teach inference skills when there were so many 
other basic skills to be learnt. The proper place for teaching inference skills 
might be in the lower junior classes, but if that was the case it was important 
to lay a firm foundation in the top infant class. Finally I compromised and 
planned activities in writing and story sessions involving only simple listing 
and time sequence cues. 

In practice this proved even more difficult than I had anticipated. It 
required more time than any of the other activities. However, in hindsight it 
was probably the most valuable, because there was apparent evidence of 
transfer of writing to reading skills. Towards the end of the year-long 
programme it was not uncommon for a child to bring out a story he was 
reading and pronounce: 'Look they use those words like we do . . . First she 
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put on the porridge, then she set the table.* 
I think this approach to direct textual cues was very valuable. If I had to 

plan this project again I would pursue this aspect of text composition skills 
in greater depth. Generally»I felt the work was encouraging in terms of the 
writing skills of the class concerned, although this can be only a subjective 
judgement. Unfortunately the group consisted of only 31 children, and I feel 
it is not valid to make judgements about reading skills from such a small 
sample without a control group. At this stage one can only tentatively 
suggest that there seemed to be a transfer from the taught writing skills to 
reading skills, and that this may possibly be an area of fruitful research in 
the future. 
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An important part of any teacher training faculty 
must he the continual search for a greater under-
standing of the processes involved in teaching and 
learning. The pressures of course development^ 
teaching practice^ administration and the continual 
need to satisfy innumerable groups of people that 
the course is meeting national criteria tends to 
draw energies auay from other important aspects of 
work such as research. 

It is therefore with great pleasure that I write 
this foreword to the first in a new series of 
occasional papers produced by the Faculty of 
Teacher Education at Rolle College. The sharing 
of information leads to renewed discussion and 
this professional dialogue sustains the growth and 
forward thinking necessary to ensure that the 
teachers of the future have the best possible 
background to sustain their training. I look 
forward to reading this and other similar papers. 
I trust all readers lyill be stimulated by the 
contents of these occasional papers and I know 
that the authors will welcome correspondence. 

M Preston 
Principal 



Discourse and Text 

A L i n g u i s t i c Perspective on Reading S k i l l s 

Abstract 

From Che research of recent years a g l o b a l view of reading has 

emerged, Reading i s no longer considered to be a code-cracking 

process, but a whole v a r i e t y of p s y c h o l l n g u l s t l c s t r a t e g i e s . 

However, w h i l s t a considerable amount of l i t e r a t u r e on the 

pedagogic, p h i l o s o p h i c a l and psychological aspects of reading 

e x i s t s , there i s r e l a t i v e l y l i t t l e from a l i n g u i s t i c p o i n t of 

view. 

This paper takes the view t h a t any kind of behaviour connected 

w i t h speech or t e x t i s e s s e n t i a l l y l i n g u i s t i c by nature. I t 

sets out to examine the k i n d of i n s i g h t s which might be 

gained by applying modern techniques of spoken discourse 

a n a l y s i s to the a n a l y s i s of what happens when a reader reads a 

t e x t . 



Discourse and Text 

A L i n g u i s t i c Perspective on Reading S k i l l s 

I n t r o d u c t i o n 

I n recent years reading research has been p a r t i c u l a r l y c o n s i s t e n t 

i n one of i t s aspects. Researchers have become i n c r e a s i n g l y 

confident i n t h e i r i n s i s t e n c e that reading i s not merely a word 

or l e t t e r decoding s k i l l . There can now be l i t t l e doubt t h a t a 

reader does a great deal more than look at p r i n t e d symbols, but 

beyond t h i s c e r t a i n t y there are very few consistent suggestions 

about what a c t u a l l y happens. 

C r y s t a l (1976) suggests t h a t reading i s a process of matching 

w r i t t e n p a t t e r n s t o spoken p a t t e r n s . As f a r back as 1967 

Goodman described reading as a p s y c h o l l n g u i s t i c guessing game, 

w h i l s t Smith (1978) described reading as a process of p r e d i c t i n g 

and hypothesising. A l l of these researchers o f f e r valuable 

i n s i g h t s i n t o the process of reading, but r e l a t i v e l y l i t t l e 

a t t e n t i o n i s paid t o the l i n g u i s t i c behaviour of readers. 

U n t i l r e c e n t l y the l i n g u i s t i c aspects of reading have been 

overlooked by those i n t e r e s t e d i n reading, and are of l i t t l e 

i n t e r e s t to those i n v o l v e d i n the study of language. 

This was not an unfortunate o v e r s i g h t on the par t of l i n g u i s t s . 

I t arose because, u n t i l r e c e n t l y there was no l i n g u i s t i c a l l y 

a n a l y t i c a l approach s u i t a b l e f o r a p p l i c a t i o n t o the study of 

reading s k i l l s . I t i s only since the emphasis of research on 

the reading process as one of recovering meaning, t h a t modern 



l i n g u i s t i c approaches have become a p p l i c a b l e . However, now t h a t 

there i s a closer p r o x i m i t y between the study of reading and the 

study of language, we are i n a p o s i t i o n t o ask from a s t r i c t l y 

l i n g u i s t i c p o i n t of view: "What happens when we read?". 

I I 

What happens when we read? 

At i t s most general we might begin by saying t h a t reading i s 

*some kind* of human behaviour which takes place i n connection 

w i t h w r i t t e n language. However, the purpose o f any kind o f 

language i s to communicate meaning. I n t h i s sense reading and 

w r i t i n g are q u i t e comparable w i t h speaking and l i s t e n i n g , f o r 

t h i s also i s a human behaviour t a k i n g place i n connection w i t h 

language, w i t h the I n t e n t i o n of communicating meaning. I t 

the r e f o r e seems q u i t e l o g i c a l to suppose that devices f o r 

communicating meaning i n speech might i n some way be r e l a t e d t o 

devices f o r communicating meaning i n w r i t t e n t e x t . 

We can see th a t c e r t a i n features of spoken language play an 

important p a r t i n the i n t e r p r e t a t i o n of w r i t t e n t e x t by t a k i n g 

a s i n g l e w r i t t e n sentence: 

Ex.! 

"My garden i s a b i g one." 

One reader might read t h i s sentence: 

My garden i s a BIG one. 

Another reader might read t h i s sentence: 

My GARDEN i s a b i g one. 

The f i r s t reader was emphasising t h a t h i s garden was a b i g 

garden. He d i d t h i s by p l a c i n g the speech str e s s on *bi g ' . 



The second reader was emphasising the f a c t t h a t w h i l s t h i s garden 

was l a r g e , h i s house, car, or other Item under discussion, was 

not l a r g e . The readers a r r i v e d a t d i f f e r e n t meanings f o r t h i s 

sentence by p l a c i n g the speech st r e s s I n the appropriate place. 

We can see t h e r e f o r e t h a t the precise I n t e r p r e t a t i o n of the 

sentence depends l a r g e l y on the decisions the reader makes about 

I t , but t h i s r a i s e s the question of what kind of decisions a 

reader makes, and on what c r i t e r i a does ^e base h i s decisions? 

JB C a r r o l l (1975) described the mature reader as one whose 

eyes move together I n a s w i f t l y w e l l co-ordinated manner. A 

se r i e s of f i x a t i o n s and r a p i d jumps are made along the l i n e s of 

p r i n t from l e f t t o r i g h t , or o c c a s i o n a l l y near the l i n e s of 

p r i n t . He suggested t h a t some words may never a c t u a l l y be 

recognised, but are a n t i c i p a t e d or apprehended from the context 

of the reading m a t e r i a l . The number of f i x a t i o n s and the place 

a t which they are made v a r i e s from reader t o reader, but d u r i n g 

the f i x a t i o n there i s an I n s t a n t r e c o g n i t i o n of between one and 

f i v e words. .Carroll's second stage of the d e s c r i p t i o n concerns 

the p o i n t at which the r a p i d f i x a t i o n s 'somehow merge together 

i n such a way as to b u i l d up i n your mind an impression of a 

meaningful message ...'. We can only surmise t h a t t h i s i s the 

po i n t a t which the reader decides which items i n the t e x t are 

important. He can only do t h i s I n the l i g h t of what he has 

already read, so i n one sense, e x t r a c t i n g meaning from a t e x t 

can be seen as a r e t r o s p e c t i v e process. However, the meaning 

ex t r a c t e d from a t e x t I n e v i t a b l y i n f l u e n c e s the expectations of 

what i s to f o l l o w , and C a r r o l l ' s d e s c r i p t i o n does not attempt 

to e x p l a i n how t h i s happens. Further, t h i s d e s c r i p t i o n only 

accounts f o r readers reading a t e x t f o r the f i r s t t ime, t h a t 

i s , they have no foreknowledge of the contents. Whether C a r r o l l 

a n t i c i p a t e s t h a t d i f f e r e n t processes would take place i f the 



reader had already read the m a t e r i a l , i s unclear. 

Goodman (1967) explains the reading process from q u i t e a 

d i f f e r e n t p o i n t of view. He claims t h a t : 

"Reading is a psycholinguistic guessing game. 
It involves an interaction between thought and 
language .... Reading is a selective process. 
It involves the partial use of available 
minimal language cues selected from perceptual 
input on the basis of the reader's expectation. 
As this partial information is processed^ 
tentative decisions are made to be confirmed, 
rejected or refined as reading progresses. " 

This d e s c r i p t i o n s t a t e s the f a c t t h a t the reader, beside decoding 

the w r i t t e n words i s also a n t i c i p a t i n g what i s to f o l l o w . As h i s 

expectations are confirmed or r e j e c t e d the reader i s making 

decisions about the w r i t t e n t e x t . So t h a t from Goodman's 

p o i n t of view, reading i s an a n t i c i p a t o r y process I n which the 

reader p r o j e c t s h i s expectations, which are confirmed or 

r e j e c t e d i n the l i g h t of what the reader a c t u a l l y f i n d s i n the 

t e x t . 

This i s an i n t e r e s t i n g p o i n t because i t r a i s e s the p o s s i b i l i t y 

t h a t readers may make d i f f e r e n t decisions about t e x t s . The 

p o s s i b i l i t y e x i s t s t h a t some readers may have d i f f e r e n t 

expectations about a passage of reading, and th a t t h e i r 

expectations may t h e r e f o r e be s a t i s f i e d i n d i f f e r i n g degrees. 

Further, i t seems t h a t decisions made about t e x t s based on 

d i f f e r i n g expectations may po s s i b l y vary between readers 

reading the same t e x t . 

Here there are two completely d i f f e r e n t p o i n t s of view 

•describing what i s thought t o happen when a reader reads. The 

f i r s t i s a r e t r o s p e c t i v e decision-making process and the second 

i s a forward p r o j e c t i n g a n t i c i p a t o r y process. Smith (1971) 

also sets out a d e s c r i p t i o n of reading as a decision-making 

process, by which the reader 'reduces h i s u n c e r t a i n t y ' . He 

defines ' u n c e r t a i n t y * i n terms of the number of a l t e r n a t i v e s 



from which the reader has to choose. The i n f o r m a t i o n contained 

i n the message allows the reader to e l i m i n a t e a l l but one of 

the a v a i l a b l e a l t e r n a t i v e s , thus reducing h i s u n c e r t a i n t y . The 

process of reducing u n c e r t a i n t y i s t h e r e f o r e a decision-making 

process, i n which the reader s e l e c t s the most appropriate 

a l t e r n a t i v e from the a v a i l a b l e i n f o r m a t i o n , and e l i m i n a t e s the 

remaining t»ooptions. This d e s c r i p t i o n I s s i m i l a r t o t h a t of 

Goodman. I t i s again an a n t i c i p a t o r y process, but i t d i f f e r s 

from Goodman i n th a t i t i s a moment-by-moment decision-making 

process. The a l t e r n a t i v e which the reader s e l e c t s i s from the 

i n f o r m a t i o n present i n the t e x t , t h a t i s , one piece of i n f o r m 

a t i o n i s more important t o the expectations of the reader than 

the r e s t of the i n f o r m a t i o n . This one piece of i n f o r m a t i o n 

reduces the u n c e r t a i n t y o f the reader w h i l s t the other 

a l t e r n a t i v e s are e l i m i n a t e d . However, i f i t i s the case t h a t 

readers may have d i f f e r e n t expectations of a t e x t , i t i s also 

l i k e l y t h a t the important piece of i n f o r m a t i o n which reduces 

the u n c e r t a i n t y of the reader i s also going t o d i f f e r . As we 

saw at the beginning of t h i s s e c t i o n , d i f f e r e n t decisions about 

a t e x t also produce d i f f e r e n t meanings, and Smith's d e s c r i p t i o n 

does not take account of t h i s dynamic aspect of the reading 

process. However, i n passing Smith does observe t h a t : 

"The potential informativeness of a sentence 
lies in the extent to which it will reduce 
the uncertainty of the reader ... Such a 
theory implies that one cannot discuss the 
^meaning* of a sentence as suchj hut only its 
meaning to a particular listener. This 
relative approach is not as tidy as an 
'absolute' one that looks for intrinsic 
meaning in every possible utterence," 

From t h i s comment we can see th a t Smith perceives 'meaning' as 

a s t a t e of a l i s t e n e r or reader, not as a property of t e x t . 

That i s , we should view meaning as something which a l i s t e n e r 

or reader creates from utterences and t e x t s , r a t h e r than meaning 



as something which i s contained i n t e x t s and i s 'worked cut-

by readers. Meaning i s to be seen as a dimension which a 

reader brings t o a t e x t , r a t h e r than something which he cakes 

from i t . Taken t o i t s l o g i c a l conclusion we might argue t h a t 

a t e x t i s a set of marks on a page which become meaningful 

when readers make decisions about them. 

Perhaps the most important p o i n t a r i s i n g from Smith's observation 

i s the note t h a t the same reduc t i o n of u n c e r t a i n t y a p p l i e s t o 

both readers and l i s t e n e r s . From t h i s we i n f e r t h a t the same 

kin d of decisions are made by readers to reduce t h e i r u n c e r t a i n t y 

as are made by l i s t e n e r s i n a speech s i t u a t i o n . This i s a 

c r u c i a l observation because i t i m p l i e s t h a t decisions made 

i n processing w r i t t e n t e x t are the same as decisions made when 

speakers and hearers I n t e r a c t during a spoken conversation. 

This r a i s e s a very i n t e r e s t i n g question: "Does a reader I n t e r a c t 

w i t h a t e x t i n the same way th a t a speaker i n t e r a c t s w i t h Che 

hearer?". "Do they make the same decisions?" I f i t i s the 

case t h a t readers i n t e r a c t w i t h a t e x t by making the same 

decisions as speakers and hearers, we could l e a r n a great deal 

about the reading process by asking how a speaker i n t e r a c t s 

w i t h a hearer. 

I I I 

How does a speaker i n t e r a c t w i t h a hearer? 

Modern l i n g u i s t s describe a conversation between two or more 

people as a discourse, because i t i s a s i t u a t i o n i n which the 

p a r t i c i p a n t s have t o i n t e r a c t and co-operate together to create 

a shared experience- The discourse hinges on the basis of 

shared knowledge between the p a r t i c i p a n t s . I n h i s " I n t r o d u c t i o n 



to.Discourse A n a l y s i s " Coulthard (1977) notes: 

"... the crucial importance of shared 
knowledge in a conversation; not simply 
shared rules for interpretation of 
linguistic itemsj but shared knowledge of 
the world to which the speaker can allude 
or appeal." 

Coulthard presents a view of spoken discourse as a coming 

together of the two separate sets of knowledge of the hearer 

and speaker. The communication can only take place w i t h i n 

the area where the knowledge overlaps. This has been 

represented d i a g r a m a t i c a l l y : 

Speaker knowledge shared knowledge hearer knowledge 

Throughout the discourse the speaker marks i n f o r m a t i o n which 

he considers t o be new, and the i n f o r m a t i o n , which he considers 

i s part of the shared area of knowledge. These signa l s are 

c a r r i e d i n the i n t o n a t i o n of the speaker's voice. 

The meaning c o r r e l a t e s of the i n t o n a t i o n system were described 

by B r a z i l (1977) i n the f o l l o w i n g ways: 

Tone Choice 

The tone system co n s i s t s 

Proclaiming tones 

I n t e n s i f i e d Proclaiming 

R e f e r r i n g tones 

I n t e n s i f i e d r e f e r r i n g 

N e u t r a l tone 

When a speaker uses a proclaiming tone choice he marks i n f o r m a t i o n 

which i s new to the shared area of knowledge between the speaker 

and hearer. S i m i l a r l y a r e f e r r i n g tone marks i n f o r m a t i o n which 

the speaker considers i s already p a r t of the shared area of 

knowledge between the speaker and hearer. B r a z i l describes 

f i v e tones: 

P : f a l l i n g : \ 
P+ : r i s e / f a l l : A 

R : f a l l / r i s e : V 
R+ : r i s e : / 

0 : l e v e l 



the choices as f u n c t i o n i n g to t e l l the hearer what the utterance 

"does": 

"Intonation contributes to the communicative 
value of an utterance (or part utterance) by 
helping to determine what the utterance 
'does'. Very simply the assertion that 
'Dogs bark' may do either of two things: it 
may tell the hearer what dogs do, or what 
animals bark. It will be shown that 
intonation can determine which." 

From t h i s we can see t h a t i n t o n a t i o n adds a d i f f e r e n t dimension 

of i n t e r p r e t a t i o n t o a discourse. By using a d i f f e r e n t tone 

choice even a simple s i n g l e l e x i c a l item can have q u i t e d i f f e r e n t 

meanings: 

Ex.2 

or 

HUI LO suggesting , ' I am g r e e t i n g you.' 

HE ^ ^ f c ^ ^ suggesting ' i s there anyone here 
w i t h me?' 

or 

or 

\ E L L 5 
- V -

suggesting 'haven't we met before?' 

HHixb suggesting 'what a s u r p r i s e t o see 
J/ you!' 

Even very simple examples such as these i n d i c a t e t h a t the l e x i s 

and syntax of English grammar are open to wide i n t e r p r e t a t i o n 

when they are part of a spoken discourse. 

Prominence 

Prominence i s a system f o r h i g h l i g h t i n g items i n the discourse. 

Prominence i s a sense s e l e c t i o n i n the context of the discourse, 

thus i n any given set of circumstances the f o l l o w i n g may occur: 

Ex.3 

a) I am going to the Supermarket 

b) i AM going t o the SUPermarket 

c) i am GOING to the SUPermarket 

d) i am going TO the SUPermarket 
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e) lam going t o THE SUPermarket 

f ) 1 am going t o the Supermarket 

I n h i s use of prominence a speaker can i n d i c a t e which items 

of the discourse he wishes h i s hearer t o pay a t t e n t i o n Co« 

and thus he sets up expectations of what may be about t o f o l l o w 

Key and Termination 

The key system has three choices, h i g h , mid and low key. Key 

choices a l l o w the speaker t o set up r e l a t i o n s h i p s between 

d i f f e r e n t p a r t s of the discourse. For example: 

Ex.4 

BLUE bag // 

a) i want the ' 

High key choice I s c o n t r a s t i v e suggesting ' I want the blue 

bag r a t h e r than the yellow one'. 

b) i want the BLUE bag // 

Mid key choice i s a d d i t i v e suggesting ' I want the blue one 

as w e l l as the yellow one'. 

c) 1 want the 

BLUE bag // 

Low key choice i s equatlve suggesting 'the blue bag, the one 

I t o l d you about'. 

Key and t e r m i n a t i o n choices also have a s t r u c t u r a l s i g n i f i c a n c e 

i n the form of p i t c h sequences. 

P i t c h Sequences 

I n h i s work on spoken language, B r a z i l (1978) observed t h a t 

tone u n i t s seemed to occur i n sequences, which move from a 

high t o a low p i t c h . He c a l l e d them p i t c h sequences, and 

h i s observations l e d him t o define them by r e f e r r i n g t o t h e i r 

c l o s i n g p i t c h l e v e l : 
"It ia definedj therefore as any stretch of 
language which ends with low termination and 
has no other occurrences of low terminatton 
within it." 
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Examples of p i t c h sequences can be found i n B r a z i l ' s data 

such as: 

Ex.5 

NOW // FORE 1 came t o 
D p P be SCHOOL // R+ 

THIS MORNing // 

WHEN 
11) R and you're WORKing // P WHAT are you USlng //PaPART 

from your MUSCLES // 

Each of these sequences begins at a po i n t Immediately succeeding 

a tone u n i t w i t h a low t e r m i n a t i o n choice, which i d e n t i f i e s 

the c l o s i n g boundary of the previous sequence. The low t e r m i n a t i o n 

i s s l g n l f l c a n c because I c marks che end of Che sequence I n 

each of Che examples, but B r a z i l also a t t r i b u t e s s p e c i a l 

s i g n i f i c a n c e t o the high key choice at the beginning of the 

sequence. He describes i t as an i n t e r s e q u e n t l a l value: 

"Or to put it the other way round, if, at 
a given point, a speaker has a choice of 
high mid or low key, then the value of 
the term will depend on whether it is 
sequence initial or not. If it is, its 
value will be expressed in intersequential 
terms, indicating a relationship between 
the whole of one sequence and the whole of 
the next. If it is not, then the choice 
contributes to the intra-sequential value 
of the tone unit," 

This means t h a t the high key choice i n the second tone u n i t 

of Ex.5 1) 

FORE 1 came t o 
P be SCHOOL // 

i s a choice only r e l a t e d t o the tone u n i t I t s e l f . However, 

the high key choice I n the previous tone u n i t : 

NOW // 
P 

r e l a t e t o the whole of Che plcch sequence, because i c i s a 

sequence i n l c l a l choice. The c o n t r a s t l v e high key choice 

on: 



I I 

NOW // 

P 

im p l i e s t h a t the whole of t h i s p i t c h sequence has a c o n t r a s t l v e 

r e l a t i o n s h i p w i t h the whole of the preceding p i t c h sequence. 

In a d d i t i o n to the p i t c h sequences beginning w i t h a high key 

choice, B r a z i l observed that sequences may also begin w i t h 

a mid or low key choice. However, low key i n i t i a l choices 

are uncommon. The follorwing examples of mid key p i t c h sequences 

were found i n B r a z i l ' s data: 

Ex.6 
WHY do you 

1) P now TELL me // P . EAT // P a l l t h a t 

FOOD // 

11) R MY window // P opens onto a SIDEroad // a- //P the DIRT // 

P i s t r e -

MENDous // 

Again the i n i t i a l key choice has s t r u c t u r a l i m p l i c a t i o n s i n 

th a t i t determines the r e l a t i o n s h i p between t h i s p i t c h sequence, 

and the previous p i t c h sequence. B r a z i l c h a r a c t e r i s e d an 

i n i t i a l mid key choice as expounding an a d d i t i v e r e l a t i o n s h i p 

between the two sequences. I n the f o l l o w i n g example the a d d i t i v e 

and c o n t r a s t i v e i m p l i c a t i o n s of the p i t c h sequence i n i t i a l 

choices can be seen f u n c t i o n i n g together: 

Ex.7 
ANYthing i n the DYES // 

Doctor: P i s there P have 
DYES a l t e r e d do you t h i n k // 

the 

WELL // JUST got i n t h i s new c l o t h which 
P a t i e n t : P R we've 

i s p ortu 

GUESE // 

R+ YOU KNOW // R but WHETHer THIS has got anything t o do w i t h i t // 

R because i t DOESn't seem t o a f f e c t anyone (you know) 
ELSE // 
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Doctor: P NO // 

Pa t i e n t : R+ 
NO// 

I'M-// 
Doctor: P NO // P w e l l ALL w e l l R going 

RIGHT // 

GIVE you an 
to OINTment // P to apPLY // 

The f i r s t p i t c h sequence has a mid key choice which I n d i c a t e s 

t h a t t h i s sequence i s a d d i t i v e t o the previous sequence, where 

the p a t i e n t had i n d i c a t e d t h a t he worked i n a c l o t h i n g f a c t o r y . 

The question of dyes arose out of t h i s i n f o r m a t i o n and can 

th e r e f o r e be considered a d d i t i v e to i t . The Doctor's: 

P NO // 

and the p a t i e n t ' s : 

R+ 

NO // 

form the next p i t c h sequence. This sequence has a mid key 

i n i t i a l choice and i s d i r e c t l y r e l a t e d to the question of 

dyes i n the c l o t h i n g f a c t o r y . Again i t i s an a d d i t i v e sequence. 

The next p i t c h sequence spans only two tone u n i t s : 

P NO // P w e l l ALL 

RIGHT // 

Again i t has a sequence i n i t i a l mid key choice and an a d d i t i v e 

r e l a t i o n s h i p w i t h the previous p i t c h sequence. The f i n a l 

p i t c h sequence has a high key choice on: 

I'M-// 

w e l l 

Here c l e a r l y there i s a sense of a new beginning. The Doctor 

has f i n i s h e d discussing the l i k e l y causes of the rash, and 

i s announcing what he proposed to do about i t . The r e l a t i o n s h i p 

w i t h the previous sequence i s t h e r e f o r e c o n t r a s t i v e . 
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This example i s p a r t i c u l a r l y i n t e r e s t i n g becuase i t i l l u s t r a t e s 

t h a t the p i t c h sequence i s not t i e d to a s p e c i f i c utterance. 
> 

The p i t c h sequences i n the above example .span a whole exchange: 

Doctor: P NO // 

P a t i e n t : R+ 
NO // 

S i m i l a r l y more than one p i t c h sequence may occur i n only one 

utterance: 
I'M-// GIVE 

Doctor: P J;IO // P w e l l ALL w e l l R going t o 
RIGHT // 

you an 

OINTment ... 

I t seems from these examples that the p i t c h sequence i s not 

determined by an ut t e r a n c e , because there may be several p i t c h 

sequences i n one utternace, or a l t e r n a t e l y , a p i t c h sequence 

may span a whole exchange. I t seems th a t Che p i t c h sequence 

cannot be equated w i t h any formal s t r u c t u r a l f e a t u r e of spoken 

language. I t seems more l i k e l y that the p i t c h sequence i s a 

s t r u c t u r i n g o f . t h e communication between the speaker and the 

hearer as i t occurs. That i s , the p i t c h sequence does not 

coincide w i t h the utterance of a s i n g l e speaker, i t seems 

to s t r u c t u r e the flow of i n f o r m a t i o n between the p a r t i c i p a n t s . 

From B r a z i l ' s data i t has been demonstrated t h a t there i s a 

s t r u c t u r i n g of spoken language caking place which i s not r e l a t e d 

to the length of an utterance. The important question which 

t h i s r a i s e s i s : "Does t h i s kind of o r d e r i n g e x i s t when w r i t t e n 

language i s read aloud?" Are there any p i t c h sequences, and do 

they begin i n e i t h e r or both mid and high key? I s there a 

r e l a t i o n s h i p between mid key and high key sequences which i s 

comparable w i t h those found i n spoken language? F i n a l l y , i n 

spoken discourse B r a z i l d i s t i n g u i s h e s between d i r e c t and oblique 

o r i e n t a t i o n . 



D i r e c t and Oblique O r i e n t a t i o n 

B r a z i l observed t h a t speakers may make d i f f e r e n t decisions 

i n speech. On the one hand a speaker may o r i e n t a t e h i s speech 

d i r e c t l y towards a hearer, i f the perceived purpose f o r Che 

speech demands a sharing r e l a t i o n s h i p . A l t e r n a t e l y the speaker 

may o r i e n t a t e h i s speech o b l i q u e l y Cowards Che language I f 

he perceives a nonsharing r e l a c i o n s h i p i n Che purpose of Che 

speech. B r a z i l described i t i n t h i s way: 

"We must now, however, make a fundamental 
theoretical distinction between two modes 
of speaker orientation. The speaker may 
orientate towards the hearer in the sense 
that tone choices are made in the light of 
asswnptions he makes about the state of 
convergence; or he may orientate towards 
the language of the utterance, without 
regard to any such assimptionr.. A set 
towards the hearer we will call direct 
orientation; a set towards the language 
oblique orientation. " 

This does not imply t h a t a speaker w i l l adopt one form of 

o r i e n t a t i o n e n t i r e l y . I n the course of an utterance i t i s 

l i k e l y t h a t a speaker w i l l change from one kind of o r i e n t a t i o n 

to another i n h i s momenc by moment perception of the purpose, 

or purposes of discourse. 

I n speech we can describe the d i f f e r e n t kinds of o r i e n t a t i o n i n 

Che f o l l o w i n g ways: 

a) I f a speaker holds an everyday conversacion he o r i e n t a t e s 

towards h i s hearer. This i s dir e c c o r i e n c a t i o n . 

b) I f a speaker digresses from the conversation and, f o r 

example, quotes a poem, the qu o t a t i o n i s more l i k e l y t o be 

o r i e n t a t e d towards the language. This instance would be 

oblique o r i e n t a t i o n . 

So f a r we have seen how, i n speech, a speaker organises i n 

d e t a i l , and i n s t r u c t s Che hearer abouC Che *scate of play* i n 

the discourse. S i n c l a i r and Coulthard M975) i n t h e i r study 
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of classroom i n t e r a c t i o n suggested that even l a r g e r 'chunks' 

of discourse are organised by the speaker, and the hearer i s 

i n s t r u c t e d to pay a t t e n t i o n to them by means of 'Frames*. 

Frames 

Frames are p a r t i c u l a r l y i n t e r e s t i n g i n classroom discourse 

because they are always marked by a small group of l e x i c a l 

items: 

w e l l , now, r i g h t , good, O.K, 

These words are not normally stressed i n the i n t o n a t i o n f o r 

t h e i r i n f o r m a t i o n value. However, Coulthard obseves that t h i s 

i s not the case i n classroom i n t e r a c t i o n : 

"Their normal meaning is supprecsed -
*now* has no time reference 'right' or 
'good' have no evaluation function -
though at other places in the lesaon 
these same items are used normally," 

Coulthard suggests t h a t the meaning of these words i s suppressed 

because they are performing a completely d i f f e r e n t f u c t i o n to 

t h e i r normal l e x i c a l purpose. He described t h e i r f u n c t i o n as one 

of s t r u c t u r i n g the discourse. They inform the hearer t h a t one 

t r a n s a c t i o n i n the discourse has ended, and th a t a completely 

new one i s beginning. 

To summarise, we have an o v e r a l l p i c t u r e of a spoken discourse 

f u n c t i o n i n g on the basis of shared i n f o r m a t i o n between the 

speaker and the hearer. The speaker can h i g h l i g h t items cn which 

he wishes the hearer t o focus a t t e n t i o n , and he can mark 

items which are considered new or already e x i s t i n g i n the 

shared knowledge of the speaker and hearer. The speaker can 

s i g n a l r e l a t i o n s h i p s between l a r g e r sections of the discourse 

through h i s use of p i t c h sequences, and he can mark even l a r g e r 

'chunks' of discourse w i t h a frame marker. F i n a l l y , the speaker 

may o r i e n t a t e the discourse towards a hearer, or towards the 
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language of the discourse. Whichever decision the speaker 

makes, the discourse i s c l e a r l y organised, so that both the 

speaker and hearer know e x a c t l y what stage the discourse has 

reached, and are able t o a n t i c i p a t e what i s l i k e l y t o f o l l o w . 

The f a c t t h a t spoken discourse can be described i n terms of 

the decisions the speaker makes, rai s e s some i n t e r e s t i n g 

speculations about the way a reader may read a w r i t t e n t e x t . 

Does a reader make the same kind of discourse decisions t h a t 

a speaker makes? Does he work on the assumption of shared 

knowledge? Does a reader s t r u c t u r e h i s reading i n t o p i t c h 

sequences, and i f he does, how does t h i s compare w i t h the 

sentence s t r u c t u r e of the tex t ? Do frames e x i s t i n t e N C , 

and does a reader use them to s t r u c t u r e h i s reading of the 

te x t ? Does a reader make decisions about the o r i e n t a t i o n 

of h i s reading? I n what sense can a reader be described as 

i n t e r a c t i n g w i t h a t e x t , i n the same way th a t a speaker i n t e r a c t s 

w i t h a hearer? 

IV 

Does a reader i n t e r a c t w i t h a t e x t ? 

I n t r y i n g t o answer t h i s question we are faced w i t h a completely 

d i f f e r e n t dimension of communication, y e t , as we have seen 

from the e a r l i e r d i s c u s s i o n , i t does not seem unreasonable t o 

expect t h a t there w i l l be some s i m i l a r i t i e s i n the way speakers 

and readers make l i n g u i s t i c decisions to a r r i v e at an i n t e r p r e t a t i o n 

of meaning. 

Whilst i s i s Imposssible t o know what happens i n s i d e a reader's 

head when he reads, what happens when he reads aloud i s open 

to examination. The examination of reading aloud i s important 



17 

because i n reading aloud, a reader makes e x p l i c i t the decisions 

he has made about the t e x t . Examining i n t o n a t i o n patterns 

of reading aloud i s i n some measure a study of the reader's 

output of the decisions he has made mentally about the t e x t . 

As such i t can provide some very i n s t r u c t i v e i n s i g h t s i n t o 

the question of whether or not a reader I n t e r a c t s w i t h a t e x t . 

I n an attempt t o answer some of the questions we have r a i s e d , 

readers were asked t o reacL^aloud some s t o r i e s f o r c h i l d r e n 

and several a r t i c l e s fro^o^yhe newspaper. The i n t o n a t i o n p a t t e r n s 

were analysed according t o the system described by B r a z i l , 

and the f i n d i n g s were as f o l l o w s : 

Tone choice 

Examination of the tone choices made i n reading aloud showed 

c l e a r l y t h a t a reader used a f a l l i n g tone t o mark new i n f o r m a t i o n 

and a r i s i n g tone t o mark shared i n f o r m a t i o n . The dec i s i o n 

about which tone choice t o s e l e c t seemed to be made on the 

basis of shared i n f o r m a t i o n i n e x a c t l y the same way th a t a 

speaker and hearer operate. For example the reader may say: 

Ex.8 

R+ Father bear/P looked a f t e r the flowers / P i n the garden/ 

R+ MOTHer bear/ P kept the ROOMS / P NEAT and TIDY / 

I n t h i s example the reader read ' f a t h e r bear' I n a r i s i n g 

tone choice, because f a t h e r bear was an already e s t a b l i s h e d 

p a r t o f the shared area o f knowledge, ̂ he had already appeared 

e a r l i e r i n the s t o r y . The f a c t t h a t he looked a f t e r the flowers 

was new, and I s marked w i t h a proclaiming tone choice. S i m i l a r l y , 

the f a c t t h a t the flowers were I n the garden r a t h e r than a 

vase or flo w e r pot» I s also t r e a t e d as new i n f o r m a t i o n . As 

soon as reference was made to mother bear, who had also already 

appeared I n t h i s s t o r y , we see t h a t the reader's tone choice 
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i s t h a t of a r i s i n g tone. Again I n d i c a t i n g shared knowledge. 

The two f a c t s t h a t mother bear kept the rooms and kept them 

neat and t i d y , are t r e a t e d as new i n f o r m a t i o n . I n the assessment 

of t h i s reader, not even the male and female sex r o l e s are 

to be taken f o r granted. 

Examining the tone choices made by readers over longer s t r e t c h e s 

of t e x t , i t i s c l e a r t h a t a p a t t e r n emerges. As the reader 

comes across each Item i n the t e x t , he scans i t w i t h a view 

t o deciding whether he w i l l t r e a t i t as new or shared i n f o r m a t i o n . 

I n i t i a l l y e i t h e r a f a l l i n g or r i s i n g tone i s acceptable. The 

reader could equally have read: 

Ex.9 

P FATHer bear /P looked a f t e r the FLOWers // P i n the GARden // 

He can do t h i s be^^ase^ i t i s q u i t e acceptable to t r e a t ' f a t h e r bear' 

as new i n f o r m a t i o n i n the context of the garden. This i n t e r 

p r e t a t i o n of the t e x t would imply t h a t f a t h e r bear r a t h e r 

than mother bear looked a f t e r the f l o w e r s , and t h i s i s new 

i n f o r m a t i o n , l e g i t i m a t e l y t r e a t e d as such. Therefore, we 

can conclude t h a t the dec i s i o n made by the reader i s not simply 

as ' i s i t ' or ' i s n ' t i t ' new i n the t e x t d e c i s i o n . I n f a c t 

the reader does not make t h i s d ecision p u r e l y w i t h reference 

t o the t e x t , but t o h i s i n t e r p r e t a t i o n o f i t . I n e f f e c t the 

r i s i n g and f a l l i n g tones are an o u t l i n e sketch of the reader's 

i n t e r p r e t a t i o n of the t e x t a t th a t moment i n time, and t h i s 

may vary. I f the reader were t o read the t e x t again i t i s 

more than l i k e l y t h a t he would a l t e r some of the decisions 

made about tone choices, because i n the l i g h t o f a previous 

reading the reader aloud i s l i k e l y to make d i f f e r e n t assumptions 

about h i s hearer and the t e x t i t s e l f . I f we f o l l o w t h i s argument 

to i t s l o g i c a l conclusion, we must also assume t h a t the meaning 
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i n t e r p r e t e d by Che reader i s not nec e s s a r i l y Che meaning chac 
the w r i t e r inCended. 

A study of d i f f e r e n t readers reading the same passage aloud 

supported Chis view. Ic was c l e a r chac readers vary considerably 

not only i n chei r choice of Cone, buc also on which icem was Co 

be Che Conic s y l l a b l e . Even where readers aloud chose Che same 

t o n i c s y l l a b l e they d i d not make the same Cone choice. Some 

readers selecCed a r i s i n g Cone whilsc ochers chose a f a l l i n g 

Cone, buc each d e c i s i o n was i n compleCe accordance wich Che 

in c e r p r e c a t i o n being made of the t e x t , on a basis of new or shared 

knowledge between the speaker and the hearer. 

Prominence. 

B r a z i l described prominence as: 

"The incidence of prominence represents the 
speaker's assessment of the information load 
carried by the elements of his discourse ... 
Very informally we may say that the presence 
of a prominent syllable is a signal that the 
word must be attended to; absence of prominence 
inidcates that it is informationally superfluous," 

Thus prominence i s a device f o r i n d i c a t i n g t h a t an iCem i s imporCanC. 

B r a z i l r e l a t e d t h i s t o the concept of p r e d i c t a b i l i t y , whereby 

items which a l i s t e n e r i s u n l i k e l y t o be able t o predicc are 

made promlnenC. Conversely, icems which a lisCener i s l i k e l y 

t o be able Co pr e d i c c , are less l i k e l y Co be prominenC. 

I n Che sCudy of reading aloud chere were Che f o l l o w i n g examples 

from Che reading of newspaper icems: 

Ex.10 

JOHN PAGano // RESldenCial DIRECTor // of JOHN MICHael // of 

BLADES // HAIRdresslng SALon // has won FIRST PRIZE // i n a HAIR 

dressing COMpeCiCion // run by WOMan MAGazine // Co f i n d Che 

BEST ha i r d r e s s e r // i n BRITaln // 

From Chis example we can see Chac icems which would be d i f f i c u l C 

f o r Che lisCener t o predi c c , have-been made prominenC. I n Che 
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tone u n i t //HAIRdressing SALon // HAIRdressing i s prominent 

because i t i s new in f o r m a t i o n which the l i s t e n e r could not have 

been expected t o p r e d i c t about John Pagano. HAIRdressing i n 

the tone u n i t / / i n a HAIRdressing COMpetition // i s prominent 

because i t i s i n f o r m a t i o n which the l i s t e n e r might not have been 

expected t o p r e d i c t about the competition. However, i n the tone 

u n i t / / t o f i n d the BEST hairdresser // i n BRITain //, hairdresser 

I s not prominent because i n the sense context of the passage 

i t i s f a r more l i k e l y t o be pr e d i c t e d by the l i s t e n e r than i n 

the previous tone u n i t s . 

I n the s t o r y readings there were the f o l l o w i n g examples of use 

of prominence: 

Ex.11 

a) FATHer bear ALways SAT on h i s OWN VERY BIG CHAIR, SLEPT on 

hi s OWN VERY BIG BED AND ATE out of hi s OWN VERY BIG BOWL. 

b) MOTHer bear ALways SAT on her OWN MIDDLE-sized CHAIR, SLEPT 

on her OWN MIDDLE-sized BED AND ATE out of her OWN MIDDLE-

sized BOWL. 

c) BABY bear ALways SAT on h i s OWN TEENY-WEENY CHAIR, SLEPT 

on h i s OWN TEENY-weeny bed and ATE out of h i s OWN TEENY-

WEENY BOWL. 

This i s a ra t h e r d i f f e r e n t use of prominence from the f i r s t 

example, and from the many examples of t h i s type found i t was 

cl e a r t h a t s t o r y reading was very d i f f e r e n t from reading 

newspaper a r t i c l e s . 

I n s t o r y readings there are examples of items made prominent 

f o r t h e i r i n f o r m a t i o n value, j u s t as i n the newspaper items, 

but i n example 11 we are seeing a d i f f e r e n t use of prominence. 

I t might be described as prominence f o r the sake of the 

l i s t e n e r , p i c k i n g out the r e p e t i t i o u s and i n t e r e s t i n g features 
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of the language. We might calJ t h i s i n t e r a c t i v e use of 

prominence. When a reader uses prominence f o r i n t e r a c t i v e 

purposes. Items are not made prominenc simply on a *given' or 

'new' basis. I n B r a z i l ' s terms items are made prominenc f o r 

the i n f o r m a t i o n load t h a t they c a r r y . The in f o r m a t i o n load i n 

example 11 seems to be one of l i n g u i s t i c form, i n th a t the 

content of the prominent items was e a s i l y p r e d i c t a b l e by the 

l i s t e n e r , and as such i s not part of the i n f o r m a t i o n load. 

Here the i n f o r m a t i o n load i s concerned w i t h the form of the 

language. 

I n t e r a c t i v e use of prominence raises the question of how 

decisions made by the reader are in f l u e n c e d by the t e x t . 

Studies of three readers reading the same piece of texc 

produced the f o l l o w i n g examples: 

Ex. 12 

a) WHAT a STUPID CHAIR // GOLDilocks CRIED // now i t s ALL 

BROKen UP // 

b) WHAT a STUPID c h a i r // GOLDilocks CRIED II now ity. a l l 

BROKen UP // 

c) WHAT a STUPID c h a i r // GOLDilocks CKIKlJ // now i t s 

ALL broken UP // 

Cle a r l y readers have some freedom abouc cheir d e c i s i o n to 

make prominent s y l l a b l e s , and t h i s i n c l i n e s us to the view 

th a t readers do a c t u a l l y construct t h e i r own very i n d i v i d u a l 

i n t e r p r e t a t i o n of a t e x t . However, where the t e x t i s 

r e p e t i t i o u s and the i n f o r m a t i o n load i s concerned w i t h the 

l i n g u i s t i c features of the t e x t , the reader's freedom of 

choice i s severely l i m i t e d . I n short by producing very 

r e p e t i t i o u s t e x t a w r i t e r may be able to c o n s t r a i n the 

decisions a reader can make. On the face of i t , t h i s may 
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seem to be a d i s t i n c t advantage f o r the w r i t e r . I f he 

can c o n s t r a i n the decisions made by the reader, then perhaps 

he may have a greater change of conveying h i s intended 

meaning more s u c c e s s f u l l y . 

Experienced readers may dispute t h i s c l a i m , since 

r e p e t i t i o u s t e x t s are n o t o r i o u s l y d i f f i c u l t e s p e c i a l l y f o r 

beginning readers. They do not contain enough i n f o r m a t i o n 

f o r the reader t o p r a c t i c e s k i l l s of c o n s t r u c t i n g meaning, 

and beginning readers I n e v i t a b l y 'word c a l l ' when faced 

w i t h a r e p e t i t i o u s t e x t . Nevertheless, examples 11 and 12 

h i g h l i g h t the degree of freedom exercised by readers i n 

the decisions they make concerning prominent items i n the 

t e x t . 

P i t c h sequences 

B r a z i l described high key p i t c h sequences where the speaker 

began speaking at the upper end of h i s normal p i t c h range, 

i n d i c a t i n g t o the l i s t e n e r t h a t t h i s p a r t of the discourse 

was c o n t r a s t i v e , and separate form what had gone before. 

One of the many examples of high key p i t c h sequences found 

i n the samples of reading aloud was: 

(Square brackets have been used to i d i c a t e the sequence 

boundaries.) 

Ex.13 

[Father bear always sat on h i s own very b i g c h a i r , s l e p t on 

h i s own very b i g bed, and ate out of h i s own very b i g bowl.] 

(Mother bear always sat on her own middle-sized c h a i r , s l e p t 

i n her own middle-sized bed, and ate out of her own middle-

sized bowl.] 

The f i r s t p i t c h sequence begins w i t h the f i r s t high key 

choice 'Father bear', and ends w i t h the low t e r m i n a t i o n 
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choice 'bowl*. The piCch sequence immediacely preceding t h i s 

was concerned with' how the bears spent t h e i r t i m e , that i s , 

f a t h e r bear looked a f t e r the flowers w h i l s t mother bear kept 

Che rooms neat and t i d y , but t h i s f i r s t p i t c h sequence i s 

more concerned w i t h what f a t h e r bear possessed. This d i f f e r e n c e 

i s marked i n Che Inconacion by a high key piCch sequence 

in s c r u c c i n g Che hearer co creac chis pare of Che discourse 

as d i s c r e t e from what has gone before. The second p i t c h 

sequence i s concerned w i t h what mother bear possessed. This 

again i s a new departure from the previous sequence and i s 

marked as such w i t h a high key choice. I t i s as i f the readers 

c l u s t e r together items of knowledge which i n cheir incerprecacion 

belong Cogecher, and order chem inco a picch sequence. 

Exaccly Che same was Crue of the readings of newspaper a r t i c l e s , 

where, f o r economy, square brackets w i l l be used to show the 

p i t c h sequence boundaries: 

Ex. 16 

[Post o f f i c e c o n t r a c t o r s w i l l s h o r t l y be demolishing and 

r e b u i l d i n g a manhole and side shaft i n the road on the A628 

at Roxton H i l l ] [ t h e work i s scheduled to s t a r t on the 

t w e n t i e t h o f September and w i l l take approximately Cwo to 

three weeks to complete] [ s i n g l e l i n e working w i t h t r a f f i c 

l i g h t s w i l l be i n operation i n the area but duri n g peak 

business periods to keep delays to a minimum t r a f f i c w i l l be 

c o n t r o l l e d manually.) 

The whole of the f i r s t sequence i s concerned w i t h what i s 

going Co happen and where i c w i l l cake place. The second 

sequence i s concerned wich when the work w i l l begin and how 

long i t w i l l take. The f i n a l sequence i s concerned w i t h the 

emergency arrangements t h a t have been made to organise the 
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t r a f f i c d u r i n g peak periods. As I t happened, each of these 

p i t c h sequences coincided w i t h the sentence s t r u c t u r e of the 

news a r t i c l e , and i t could c l e a r l y be argued t h a t the 

sequences were produced as a r e s u l t of the way the w r i t e r 

wrote h i s t e x t . This may w e l l be the case, but t h a t argument 

i s f a r more d i f f i c u l t t o s u b s t a n t i a t e i n the f o l l o w i n g 

example, which compares the p i t c h sequence s t r u c t u r e of 

three readers reading the same piece of t e x t : 

Ex.15 

Square brackets i n d i c a t e c o n t r a s t i v e high key p i t c h sequences. 

Round brackets i n d i c a t e a d d i t i v e mid key p i t c h sequences. The 

f u l l sentence s t r u c t u r e of the w r i t t e n t e x t i s included. 

Rl Soon, the poor c h a i r began to creak and q u i t e suddenly two 

of i t s 

R2 [Soon, the poor c h a i r began to creak and q u i t e suddenly two 

of i t s 

R3 [Soon, the poor c h a i r began to creak and q u i t e suddenly two 

of i t s 

Rl legs broke r i g h t o f f . Up went Go l d i l o c k s ' f e e t i n t o the 

a i r and 

R2 legs broke r i g h t o f f . Up went Goldilocks' feet i n t o the 

a i r and 

R3 legs broke r i g h t o f f . Up went Goldilocks' feet i n t o the 

a i r and 

Rl then down she tumbled on to the f l o o r . ] ["What a s t u p i d c h a i r ! " 

R2 then down she tumbled on to the f l o o r . ] ("IVhat a s t u p i d c h a i r ! " 

R3 then down she tumbled on to the f l o o r . ] ("What a s t u p i d c h a i r ! " 
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Rl Goldilocks c r i e d . "Now i t ' s a l l broken up!" Then she made 

up her 

R2 Goldilocks c r i e d . ) ["Now i t ' s a l l broken up!" Then she made 

up her 

R3 Goldilocks c r i e d . ) ["Now i t ' s a l l broken up!") (Then she made 

up her 

Rl mind to go u p s t a i r s and see i f she could f i n d a comfortable 

bed to 

R2 mind to go u p s t a i r s and see i f she could f i n d a comfortable 

bed to 

R3 mind to go u p s t a i r s and see i f she could f i n d a comfortable 

bed to 

Rl l i e on. So u p s t a i r s she went.] (To her d e l i g h t , Goldilocks 

found 

R2 l i e on.] [So u p s t a i r s she went.) (To her d e l i g h t . Goldilocks 

found 

R3 l i e on.) [So u p s t a i r s she went. To her d e l i g h t . Goldilocks 

found 

Rl three beds i n a row. There was one very h i g bed and one 

R2 three beds i n a row. There was one very big bed and one 

R3 three beds i n a row.| [There was one very big bed and one 

Rl middle-sized bed and one teeny-weeny bed.] [ " I ' l l t r y them 

a l l , " 

Rl Goldilocks t o l d h e r s e l f . ] (And w i t h that she lay on the very 

R2 Goldilocks t o l d h e r s e l f . ) (And w i t h t h a t she lay on the very 

R3 Goldilocks t o l d h e r s e l f . ) (And w i t h t h a t she lay on the very 

Rl b i g bed which was Father bear's bed.) (But Father bear's 

bed was not 

R2 b i g bed)(which was Father bear's bed. But Father bear's 

bed was not 
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R3 b i g bed which was Father bear's bed.) [But Father bear's 

bed was not 

Rl r i g h t f o r Goldilocks.) 

R2 r i g h t f o r Go l d i l o c k s . 

R3 r i g h t f o r G o l d i l o c k s . ] 

From t h i s comparison.it i s evident that the p i t c h sequence 

boundaries do not occur i n e x a c t l y the same place f o r a l l of 

the three readers. 

Even i n places where the p i t c h sequences do c o i n c i d e , they are 

r a r e l y of the same type. That i s , where one reader aloud chose 

a high key p i t c h sequence another chose a mid key p i t c h sequence. 

This i s e s p e c i a l l y evident at the end of the above passage where 

each reader exercised a d i f f e r e n t o p t i o n . The f i r s t reader 

ended a mid key p i t c h sequence. The second reader d i d not end 

a p i t c h sequence at a l l , and the t h i r d reader ended a high key 

p i t c h sequence. 

I t seems that each of the readers was imposing an i n t e r p r e t a t i o n 

on t o the reading which was q u i t e I n d i v i d u a l to th a t reader, 

and none of the readers imposed q u i t e the same s t r u c t u r e of p i t c h 

sequences as e i t h e r of the other Cwo readers. These f i n d i n g s 

r e i n f o r c e the suggestion made e a r l i e r , chat Che p i t c h sequence 

i s n e i t h e r dependent upon, nor determined by the sentence 

s t r u c t u r e of the w r i t t e n t e x t . The p i t c h sequences are an 

or g a n i s a t i o n imposed upon the reading by the reader at the 

moment o f reading. 

Having reached t h i s conclusion about the i m p o s i t i o n of p i t c h 

sequences i n the reading of the s t o r i e s , i t i s i n s t r u c t i v e to 

consider the f o l l o w i n g example of three readers reading 

newspaper items aloud. The high key p i t c h sequences are 

marked w i t h square brackets. 
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Ex. 16 

Rl [Lloyds Bank are n e g o t i a t i n g f o r the lease of the old Dudeney and 

R2 [Lloyds Bank are n e g o t i a t i n g f o r the lease of the old Dudeney and 

R3 [Lloyds Bank are n e g o t i a t i n g f o r the lease of the old Dudeney and 

Rl Johnstone premises i n the High S t r e e t , a spokesman f o r the bank 

K2 Johnstone premises i n the High S t r e e t , j spokesman f o r the bank 

R3 Johnstone premises i n the High S t r e e t , a spokesman f o r the bank 

Rl confirmed t h i s week.] [Dudeney and Johnstone were taken over 

by C i v i l s 

R2 confirmed t h i s week.| [Uudeney and Johnstone were taken over 

by C i v i l s 

R3 confirmed t h i s week.] (Dudeney ,:in(l Johnstone were taken over 

by C i v i l s 

Rl of Northampton l a s t May, and the High Street shop closed 

i n June.] 

R2 of Northampton l a s t May, and the High Street shop closed 

i n June.] 

R3 of Northampton l a s t May, and the High Street shop closed 

i n June.] 

In t h i s example readers only chose high key p i t c h sequences, 

and a l l of the sequences i n each of Che readings conformed to 

the sentence s t r u c t u r e of the news item. 1 have so f a r argued, 

th a t the p i t c h sequences are an o r g a n i s a t i o n imposed by the 

reader, and that they are not determined hy any formal s t r u c t u r e s 

of Che w r i t t e n t e x t . 1 have f u r t h e r argued that p i t c h sequences 

are imposed by the reader at the moment of reading, and are a 

r e s u l t of the communication t a k i n g place between the reader and 

the l i s t e n e r . The d e c i s i o n to adhere to the sentence s t r u c t u r e 

of the newspaper a r t i c l e s seems to r e f l e c t the f a c t that there 

i s a change i n the r e a d e r / l i s t e n e r r e l a t i o n s h i p . 
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When reading the s t o r i e s , each of the readers communicated an 

i n t e r p r e t a t i o n of h i s own to the l i s t e n e r . However, when 

reading the newspaper e x t r a c t s , f a r from communicating an 

I n d i v i d u a l I n t e r p r e t a t i o n , the readers adhered very c l o s e l y 

t o the w r i t t e n t e x t . The emphasis was to communicate what 

was w r i t t e n on the page, whereas i n s t o r y reading the emphasis 

was on the communication of the reader, as an i n d i v i d u a l , and 

h i s l i s t e n e r . Thus i t i s t h a t we can see how reading 

behaviour changes according to the way the reader perceives 

the purpose of h i s reading. 

Frames 

A f u r t h e r discourse f e a t u r e r e l a t e d t o frames was observed i n 

the samples of aloud reading. Coulthard (1977) described 

frames c o n s i s t i n g of a small group of words : Right, now, 

good and O.K. These were words used by teachers I n t h e i r lessons, 

to i n d i c a t e t h a t one part of the discourse had ended and a new 

part was beginning. None of these words occurred I n the t e x t s 

read aloud, and t h i s was t o be expected, since the use of language 

was completely d i f f e r e n t . However, a s i m i l a r group of items 

was observed. 

In the samples of reading aloud. Items which would not normally 

have been made prominent f o r t h e i r I n f o r m a t i o n load appeared. 

I n the I n t o n a t i o n they were always given a r i s i n g tone choice, 

co n t r a r y t o Coulthard's f i n d i n g s t h a t frames always appeared 

w i t h a f a l l i n g tone choice. This f u r t h e r i n d i c a t e d t h a t the 

f u n c t i o n of the items observed i n the reading aloud was not 

i d e n t i c a l to the f u n c t i o n of Coulthard's frames. Further, 

u n l i k e Coulthard's frames they d i d have a semantic context, 

and t h e i r meaning was not e n t i r e l y suppressed. I n the readings 

of s t o r i e s examples such as the f o l l o w i n g were found: 
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Ex.17 

R+ ONce upon a TIME // R+ LONG AGO // R+ ONce // R+ SOON // 

R+ THEN // R+ NEXT // R+ AND // R+ MEANwhile // R+ i n the END // 

I t seemed i n each case t h a t readers were p i c k i n g out a time 

sequence i n t h e i r reading, and th a t t h i s o v e r a l l time sequence 

s t r u c t u r e d the whole discourse. Examination of several readers 

again showed t h a t w h i l s t a l l readers picked out a time sequence 

i n s t o r i e s , they d i d not pi c k out the same time sequence items. 

This confirmed e a r l i e r f i n d i n g s t h a t these are decisions made 

by i n d i v i d u a l readers about the t e x t , and t h a t the decision was 

made w i t h reference t o the speaker/hearer r e l a t i o n s h i p , r a t h e r 

than w i t h reference to the w r i t t e n t e x t . 

I n t e x t s other than s t o r i e s readers picked out the f o l l o w i n g 

items: 

Ex.18 

R+ to BEGIN w i t h // R+ HOWEVer // R+ NEver the LESS // R+ 

BEcause of THIS // R+ AND // R+ f o r t h i s REASon // R+ BUT // 

Here the readers seemed to be p i c k i n g out r e l a t i o n s h i p s between 

the d i f f e r e n t p a r t s of l a r g e r sections of the reading. Again, 

examination of several readers reading the same t e x t s showed, 

t h a t w h i l s t readers picked out some of the r e l a t i o n s h i p s between 

l a r g e r sections of t e x t , they d i d not pi c k out a l l of the 

p o s s i b i l i t i e s , and items selected v a r i e d form reader to reader. 

Again t h i s seemed to confirm e a r l i e r f i n d i n g s that these 

s e l e c t i o n s are re p r e s e n t a t i v e of decisions made by i n d i v i d u a l 

readers about the t e x t . The f a c t t h a t decisions varied from 

reader to reader i n d i c a t e d t h a t the decisions were again made 

w i t h reference t o the reader/hearer r e l a t i o n s h i p rather than 

w i t h reference to the w r i t t e n t e x t . The presence of these 
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items suggests t h a t a reader s t r u c t u r e s what he reads at a 

much higher l e v e l , and i n f a r greater d e t a i l than has so 

f a r been envisaged. I n order t o d i f f e r e n t i a t e these items 

from Coulthard's frames I s h a l l r e f e r t o them a Reading 

Discourse Markers. 

Reading Discourse Markers 

Although the markers observed i n reading were not i d e n t i c a l 

to those observed by Coulthard, i t seems important that they 

should not be dismissed out of hand, because they are 

performing a f u n c t i o n i n the reading process which has not 

so f a r been i d e n t i f i e d . 

I n the samples of reading aloud there were two kinds of 

reading discourse markers. There were those conjunctions 

which were simply prominent, as i n : 

Ex.19 

SOON // 

a f t e r THAT // 

In a d d i t i o n there were the same conjunctions but t h i s time 

expressed as both prominent and w i t h a t o n i c s y l l a b l e : 

Ex.20 

R+ SOON // 

R-H THEN // 

R+ a f t e r THAT // 

The tone choice was predominantly a r i s i n g tone choice. Those 

reading discourse markers which received prominence seemed 

l a r g e l y t o be r e l a t e d t o the sequence of events w i t h i n the 

st o r y but t h i s r a ised the question o f : "What was the f u n c t i o n 

of conjunctions which were both prominent and received a 

to n i c p i t c h movement?" 
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I n t h e i r work on temporal c o n j u n c t i v e cohesion Hasan and 

H a l l i d a y (1975) define two uses of the conjunction i n t e x t : 

the i n t e r n a l f u n c t i o n r e l a t e d t o what i s happening i n 

terms of r e a l time, and the e x t e r n a l f u n c t i o n r e l a t e d t o 

time i n terms of the content of the sentences ( i n t h i s 

case the s t o r y ) . The e x t e r n a l f u n c t i o n i s described as; 

"It is a relation between events - first one 
thing happens then another. The time 
sequence, in other words, is the thesis in 
the content of what is being said." 

The i n t e r n a l f u n c t i o n i s described as: 

.. here there are no events; or rather, 
there are only LINGUISTIC events, the time 
sequence is in the organisation of his 

. discourse." 

Here H a l l i d a y and Hasan i l l u s t r a t e the d i f f e r e n c e i n the use 

of the conju n c t i o n 'so': 

"a. She was never happy here. So she's leaving, 
b. She'll be better off in a new place - So 

she's leaving? 

In a, there is a causal relation between the 
two events - or two phenomena, let us say, 
since the first is a state rather than an 
event. The meaning is 'because she is 
not happy, she ic leaving'. In b. 
there is no causal relation - but it is 

^ within the communication process; the 
meaning is, 'because you refer to her 
about to be in a new place, I conclude 
she's leaving'. This is a typical 
parallelism we find between the two 
planes of conjunctive relations, the 
external and the internal, " 

I t seems t h a t conjunctions which receive prominence are 

performing the f i r s t e x t e r n a l f u n c t i o n , w h i l s t those which 

are prominent and receive a t o n i c s y l l a b l e are performing 

the second i n t e r n a l f u n c t i o n . Hasan and H a l l i d a y describe 

the i n t e r n a l and e x t e r n a l f u n c t i o n s of temporal 

conjunctions I n r e l a t i o n t o the discourse: 
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"It would be possible to describe the nature 
of the temporal relation in terms of speech 
actSj the time sequencing being a 
performative sequence^ * first I say one 
thing and then another'.., this is not so 
much a relationship between speech acts 
as a relationship between different stages 
in the unfolding of the speaker's 
communication role - the meaning he allots 
himself as a participant in the total 
situation ... it is a relation between 
meanings in the sense of representations 
of the speaker's own stamp on the situation 
- his choice of speech role and rhetorical 
channel^ his attitudes^ his judgements and 
the like." 

Placed i n the context of reading aloud the s i g n i f i c a n c e of the 

d i f f e r e n c e between a prominent c o n j u n c t i o n , and a prominent 

and t o n i c c o n j u n c t i o n i s a l i t t l e c l e a r e r . I t seems l i k e l y 

t h a t a prominent conjunction i s a dec i s i o n made about a t e x t 

w i t h respect t o the l i s t e n e r . That i s , i t i s made prominent 

because i t i s Important t o the s t o r y , and the reader wishes 

the l i s t e n e r t o attend t o i t . The de c i s i o n t o make a 

con j u n c t i o n t o n i c and prominent i s a ra t h e r d i f f e r e n t 

d e c i s i o n . I t i s a dec i s i o n about the s t a t e of knowledge 

between the reader and the l i s t e n e r . The former I s a 

de c i s i o n about the l i s t e n e r ' s s t a t e of knowledge about 

the s t o r y , w h i l s t the . l a t t e r i s a dec i s i o n about the s t a t e 

of convergence between the reader and the l i s t e n e r . 

At t h i s stage i t i s perhaps important t o note t h a t reading 

discourse markers were only prominent i n the samples of 

newspaper t e x t s read aloud. There were no reading discourse 

markers which were both prominent and t o n i c . This 

observation i n d i c a t e s yet again t h a t the r e l a t i o n s h i p 

betv^een the reader and hearer when s t o r i e s are being read 

i s very d i f f e r e n t from the reader and hearer when news

paper a r t i c l e s are read aloud. The f i r s t might be described 
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as a sharing r e l a t i o n s h i p , w h i l s t the second i s a non-

sharing r e l a t i o n s h i p . From t h i s point we are now i n a 

p o s i t i o n to discuss the i m p l i c a t i o n s of o r i e n t a t i o n 

more f u l l y . 

O r i e n t a t i o n 

Throughout the discussion so f a r 1 have d i f f e r e n t i a t e d 

between reading behaviour observed i n the reading of 

s t o r i e s and the reading behaviour observed i n the 

reading of newspaper items. We are now i n a p o s i t i o n to 

b r i n g these d i f f e r e n c e s i n t o a sharper focus under the 

heading of o r i e n t a t i o n . 1 argued e a r l i e r , that the 

behaviour of the reader varied according to h i s 

perception of the purpose of h i s reading task. Let us 

now see i f we can describe the purpose of the reading 

task i n greater d e t a i l . 

When readers read aloud, 1 demonstrated t h a t t h e i r 

decisions v a r i e d according to t h e i r i n t e r p r e a t i o n of 

the t e x t . This was tru e i n the case of p l a c i n g 

prominence, tone choice, placement of p i t c h sequences, 

choice of both high and mid key p i t c h sequences, choice 

and placement of reading discourse markers. When 

readers read newspaper items aloud, I demonstrated 

contrary e f f e c t s on the decisions made by readers. 

Prominence was r e s t r i c t e d to items which were 

p r e d i c t a b l y prominent f o r t h e i r i n f o r m a t i o n load. 

Tone choice was r e s t r i c t e d to proclaiming or zero 

tone choices. There were no r e f e r r i n g tone choices 

i n d i c a t i n g shared i n f o r m a t i o n . High key p i t c h sequences 

were coterminous w i t h the sentence s t r u c t u r e of the t e x t , 

i n d i c a t i n g an o r i e n t a t i o n towards t)ie language r a t h e r 
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than the hearer. C l e a r l y there i s a d i f f e r e n c e i n the 

o r i e n t a t i o n s of the two readings. 

Story reading seems to be d i r e c t l y o r i e n t a t e d towards 

the hearer, w h i l s t news item reading i s o b l i q u e l y 

o r i e n t a t e d towards the language. The only explanation 

we can give f o r t h i s d r a s t i c change i n behaviour i s 

t h a t readers perceive the two reading tasks to be q u i t e 

d i f f e r e n t . However, t h i s r a i s e s the question o f : "On 

what c r i t e r i a do readers perceive d i f f e r e n c e s i n reading 

tasks?" I t seems there may be two possible sources to 

which we may look f o r the answer, a general sources and 

a s p e c i f i c source. 

S p e c i f i c a l l y , i t seems l i k e l y t h a t the r e l a t i o n s h i p 

between the reader and l i s t e n e r must be r e l a t e d to the 

purpose f o r which the reader t h i n k s he i s c a r r y i n g out 

the task. I f f o r example, the reader saw the purpose 

of reading aloud as a sharing event f o r e n t e r t a i n i n g 

c h i l d r e n , i t i s l i k e l y t h a t he would make d i f f e r e n t 

decisions about the t e x t , from a reader who perceived 

h i s task as one of i n f o r m i n g the l i s t e n e r of the contents 

of the w r i t t e n t e x t . The perception of the purpose f o r 

reading i s t h e r e f o r e a very I n d i v d u a l matter. I t i s 

possible t h a t one reader would consider reading a s t o r y 

as a 'more sharing' a c t i v i t y than another reader, who 

may perceive h i s task as Informing the l i s t e n e r of the 

events of a s t o r y . I n t h i s way the task would be 

perceived as a 'less sharing' a c t i v i t y . I n t h i s way 

we can account f o r the i n d i v i d u a l d i f f e r e n c e s found 

i n the readings of s t o r i e s by d i f f e r e n t readers. 
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I n d i v i d u a l perceptions of reading purposes are also 

r e l a t e d t o a second general source, which must also be 

considered. Generally, purposes f o r reading are r e l a t e d 

at a much deeper l e v e l to our c u l t u r e . For example, i f 

two readers consider t h e i r purpose f o r reading a sto r y i s 

to e n t e r t a i n c h i l d r e n , the decisions about the t e x t s made 

by both readers are l i k e l y to vary, w i t h t h e i r perception 

of t h e i r r e l a t i o n s h i p w i t h the c h i l d r e n i n question. 

S i m i l a r l y , newspaper e x t r a c t reading may be explained w i t h 

reference to the same general and s p e c i f i c sources. I n 

a l l of the reading aloud samples 1 demonstrated that a l l 

of the readers perceived t h e i r r e l a t i o n s h i p w i t h the 

l i s t e n e r as a non-sharing r e l a t i o n s h i p . V^ith reference to 

the s p e c i f i c sources, each of the readers shared the same 

perception. However, as I showed i n the e a r l i e r discussion, 

a l t e r n a t i v e tone choices I n d i c a t i n g a sharing r e l a t i o n s h i p 

would have been q u i t e acceptable. Put another way, the 

readers, i f they had chosen, could have perceived the 

purpose f o r reading newspaper e x t r a c t s as a sharing 

a c t i v i t y , and could have made e n t i r e l y d i f f e r e n t decisions 

about the t e x t . To e x p l a i n the f a c t t h a t none of the 

readers perceived t h e i r task i n t h i s way we must r e f e r t o 

the general c u l t u r a l sources. 

T r a d i t i o n a l l y the reading of news has been t r e a t e d as a 

non-sharing a c t i v i t y by p r o f e s s i o n a l newsreaders serving 

the media of ra d i o and t e l e v i s i o n . I t i s only i n recent 

times t h a t d i f f e r e n t 'kinds' of news-reading have been 

produced by p r o f e s s i o n a l news*readers. I t i s possible 

t h a t t h i s very strong t r a d i t i o n of news reading influenced 
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the very s i m i l a r task of news e x t r a c t reading. I n other 

words, the very s i m i l a r readings produced by the readers 

aloud are i n d i c a t i v e of very strong c u l t u r a l I nfluences. 

The general p i c t u r e emerging from the study of the 

i n t o n a t i o n p a t t e r n s of aloud readers i n d i c a t e s the very 

great complexity of s k i l l e d reading. However, t h i s 

I n d i c a t i o n i n I t s e l f r a i s e s the question w i t h which I 

s t a r t e d : What i n s i g h t s i n t o reading can be gained by 

adopting a l i n g u i s t i c perspective? 

What I n s i g h t s i n t o reading are gained by adopting a 

l i n g u i s t i c perspective? 

I n order f o r the meaning of a t e x t t o be communicated, i t 

seems t h a t the reader has t o make i n t e r a c t i v e decisions 

about i t . That i s the process of c o n s t r u c t i n g meaning 

from a t e x t i s , i n p a r t at l e a s t , a process of the reader 

I n t e r a c t i n g w i t h the t e x t t o make i t meaningful. Adopting 

the view t h a t reading i s a process of i n t e r a c t i n g w i t h the 

t e x t allows i n s i g h t s about the nature of reading and the 

nature of the t e x t , and from these c o n s i d e r a t i o n s we can 

draw f u r t h e r I m p l i c a t i o n s f o r teachers of reading. 

1. The Nature of Reading 

From the discussion of the f i n d i n g s of what happens when 

readers read aloud, we can now define reading aloud as: 

the performing of decisions made about a t e x t w i t h respect 

to the s t a t e of convergence of knowledge between the 

reader and l i s t e n e r , as i t i s assessed by the reader at 

the moment of reading. Further, i f the p o i n t of view i s 
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adopted t h a t i t i s the i n t e r a c t i o n of the reader and the 

t e x t which makes the t e x t meaningful, then i t i s a l o g i c a l 

assumption t h a t readers also i n t e r a c t w i t h a t e x t when they 

read s i l e n t l y , and t h a t t h i s i s a general d e s c r i p t i o n of 

reading which does not j u s t apply when readers read aloud. 

Taking a l i n g u i s t i c p o i n t of view has enabled us t o be 

q u i t e s p e c i f i c about the kind of decisions according t o 
I 

t h e i r perceived purpose f o r reading, and t h i s i s a very 

i n d i v i d u a l d e c i s i o n . However, once the purpose of the 

task 1! reading s perceived readers are l i k e l y t o 

o r i e n t a t e t h e i r reading d i r e c t l y towards a hearer, or 

o b l i q u e l y towards the language of the w r i t t e n t e x t . The 

decision about o r i e n t a t i o n a f f e c t s the kind of decisions 

readers are l i k e l y to make from t h a t p o i n t onwards. We 

can now summarise these decisions d i a g r a m a t i c a l l y , however, 

the diagram does not imply a hierarchy,or order of dec i s i o n s , 

beyond the i n i t i a l d e c i s i o n concerning o r i e n t a t i o n . 

L i n g u i s t i c - decisions made i n the process of reading 

O r i e n t a t i o n | 

D i r e c t 

1. Prominence used f o r 
purposes other than 
h i g h l i g h t i n g i n f o r m a t i o n . 

2. Proclaiming tones. 

3. R e f e r r i n g tones. 

4. High key p i t c h sequences. 

5. Mid key p i t c h sequences. 

6. P i t c h sequences not r e l a t e d 
to sentence s t r u c t u r e . 

Oblique 

1. Prominence only used f o r 
h i g h l i g h t i n g i n f o r m a t i o n , 

l. Proclaiming and zero tones. 

3. High key p i t c h sequences. 

4. P i t c h sequences coterminous 
w i t h sentence s t r u c t u r e . 

7. Reading discourse markers 
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Further, I f we take the view that readers make moment 

by moment decisions about the t e x t , i n the l i g h t of t h e i r 

assessment of the s t a t e of knowledge between the reader and 

l i s t e n e r , we are also implying t h a t the reading process i s 

a l i n e a r process. That i s . the reader reads along the l i n e s 

of t e x t , and makes decisions as he goes along. 

Developing the f l e x i b i l i t y t o o r i e n t a t e reading d i r e c t l y or 

o b l i q u e l y i s extremely important i n t h i s model of reading. 

Experience w i t h beginning readers suggests t h a t e a r l y readers 

have no d i f f i c u l t y i n developing the s k i l l of word and 

sentence ' c a l l i n g ' , which i n l i n g u i s t i c terms may be described 

as oblique o r i e n t a t i o n . However, the a b i l i t y t o develop the 

s k i l l s of d i r e c t o r i e n t a t i o n seem much more d i f f i c u l t t o 

develop, and I t i s perhaps worthwhile to examine d i r e c t 

o r i e n t a t i o n i n greater d e t a i l at t h i s p o i n t . 

What e x a c t l y I s the sharing r e l a t i o n s h i p between the reader 

and l i s t e n e r ? I t might be described as the a b i l i t y to create 

a s o c i a l context f o r the language. Any reader who deviates 

from the minimal spoken form of tone u n i t s and high key p i t c h 

sequences i s c r e a t i n g a s o c i a l context f o r the language, i n 

t h a t they are t a k i n g a hearer i n t o account. This has 

important i m p l i c a t i o n s f o r the 'amount of meaning' I t i s 

possible to derive from a t e x t . We can I l l u s t r a t e t h i s p o i n t 

by t a k i n g a s i n g l e w r i t t e n sentence; 

Ex.21 

"The cat sat on the mat." 

I f the reader read t h i s sentence i n the minimal spoke form o f : 

Ex.22 

P t h e - ^ ^̂ P SAT on the 
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The semantic i m p l i c a t i o n s of t h i s reading might be: 

"A cat somewhere sat on some kind of mat." 

However, the reader might s i t u a t e t h i s sentence i n a s p e c i f i c 

s o c i a l context and read: 

Ex.23 

R the CAT // P SAT on the MAT / / . . . . 

Depending on the shared area of knowledge, the reading might 

imply: 

'*the c a t , you know the marmalade tabby who usua l l y 

s i t s on my garden w a l l , w e l l , on t h i s p a r t i c u l a r 

morning she sat on the mat, and do you know ..." 

The choice of r e f e r r i n g tone on CAT r e c a l l s a l l of t h i s 

p r e v i o u s l y established knowledge about the cat. The choice 

of mid key and t e r m i n a t i o n on 'SAT on the MAT' leads the 

l i s t e n e r t o expect more to f o l l o w . S i m i l a r l y a reader might 

have read: 

Ex.24 

CAT // 

R the R+ SAT on the MAT // 

Again depending on the shared area of knowledge between the 

reader and hearer, t h i s reading might suggest: 

"the c a t , you know the marmalade tabby who us u a l l y 

s i t s on my garden w a l l , w e l l on t h i s p a r t i c u l a r 

morning she sat on the mat, you know, the one I 

had j u s t cleaned and l e f t out i n the garden, and 

do you know ... " 

The r e f e r r i n g tones re-invoke the shared knowledge, and i n 

t h i s v;ay eve r y t h i n g t h a t has gone before i s reorganised and 

brought i n t o the s t a t e of play. 

There can be l i t t l e doubt that i n s i t u a t i n g the t e x t i n a 

s o c i a l context, the reader adds an ex t r a dimension of 
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meaning t o what was a c t u a l l y w r i t t e n . In c r e a t i n g a reader/ 

hearer r e l a t i o n s h i p the reader i s a c t u a l l y applying h i s 

s o c i a l s k i l l s , and knowledge"of language, t o recreate the 

t e x t as i t might have occurred i n a s o c i a l context i n r e a l 

time, and i n doing so, he creates a f u r t h e r dimension of 

meaning. 

Generally we may speculate t h a t when a mature reader reads 

aloud there are at l e a s t three processes t a k i n g place 

simultaneously. F i r s t l y the reader i s decoding the w r i t t e n 

language. From the general meaning the reader makes 

appropriate decisions about the s o c i a l context of the 

language. I n t h i s p a r t of the process the reader has a 

choice between a sharing and a non-sharing s o c i a l 

r e l a t i o n s h i p . F i n a l l y , the reader performs decisions he 

has made about the t e x t i n the appropriate organisations 

of spoken language. 

The Nature of Text 

From the previous discussion we have seen th a t a reader 

i n t e r a c t s w i t h the t e x t to construct h i s own meaning, and 

t h i s may vary from the meaning the w r i t e r intended. I t may 

also vary between consecutive readings by the same reader. 

This observation explains the o f t e n i n t u i t i v e sensation 

t h a t a t e x t 'meant* something d i f f e r e n t on second reading. 

This leads us to the view t h a t a t e x t i s a body of w r i t t e n 

language w i t h p o t e n t i a l meanings. Which meaning f i n a l l y 

emerges depends on the decisions made by the reader. 

This i s an important observation because i t has 

i m p l i c a t i o n s f o r those i n v o l v e d i n the study of l e v e l s of 

t e x t d i f f i c u l t y . Besides considering vocabulary l e v e l s . 
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sentence l e n g t h and s t r u c t u r e , perhaps a f u r t h e r dimension 

of t e x t d i f f i c u l t y i s on an e x p l i c l t n e s s / a m b i g u l t y continuum. 

By t h i s , I am Implying t h a t a t e x t , such as a r e p e t i t i v e 

t e x t , which i s very e x p l i c i t about the decisions the reader 

i s p ermitted t o make, may i n f a c t be one of the most d i f f i c u l t 

forms of t e x t t o i n t e r a c t w i t h . I n a d d i t i o n , as we have seen 

i n the discussion on prominence, a f u r t h e r dimension of t e x t 

d i f f i c u l t y may l i e i n the frequency and p r e d i c t a b i l i t y of 

infor m i n g items. Too much i n f o r m a t i o n I n a t e x t may sat u r a t e 

the reader's short term memory, w h i l s t too l i t t l e i n f o r m a t i o n 

may confuse h i s expectation t h a t there w i l l be something 

inf o r m i n g about a t e x t . 

The discussion of Reading discourse markers suggest t h a t the 

gross o r g a n i s a t i o n of w r i t t e n t e x t i s extremely important t o 

the reader's i n d i v i d u a l c o n s t r u c t i o n of meaning. Again, the 

use of the reading discourse markers may make the d i f f e r e n c e 

between a d i f f i c u l t and an easy t e x t . The f a c t t h a t a time 

sequence was observed i n s t o r i e s , and other r e l a t i o n s h i p s 

between large p a r t s of the t e x t were observed i n other 

readings, suggests t h a t d i f f e r e n t kinds of t e x t may have 

d i f f e r e n t kinds of i n t e r - t e x t u a l r e l a t i o n s h i p s . This may be 

of value to t e x t l i n g u i s t s i n t e r e s t e d i n Register. I t may 

be the case t h a t readers recognise d i f f e r e n t r e g i s t e r s by the 

kind of i n t e r - t e x t u a l r e l a t i o n s h i p s they perceive, and t h i s 

no doubt a f f e c t s t h e i r perceived purpose f o r reading. 

The discussion of d i r e c t o r i e n t a t i o n noted t h a t readers may 

se l e c t high or mid key p i t c h sequences, and t h a t these may 

or may not be coterminous w i t h the sentence s t r u c t u r e o f - t h e 

t e x t . The i m p l i c a t i o n of t h i s observation i s t h a t i n 
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c o n s t r u c t i n g discourse, a reader constructs higher 

l i n g u i s t i c u n i t s than a sentence. I n i t i a l observations 

suggest t h a t these u n i t s may be r e l a t e d t o the content of the 

t e x t as the reader perceives i t , but at present t h i s i s mere 

speculation. 

I m p l i c a t i o n s f o r teachers of reading 

At t h i s p oint we can r e a f f i r m the b e l i e f held by teachers and 

researchers t h a t a great deal of p r a c t i c e i n spoken language 

i s necessary, before a beginning reader can understand the 

I n t e r a c t i v e nature of the reading task. By the time a reader 

reaches the stage of needing to i n t e r a c t w i t h a t e x t , he must 

already be very competent i n h i s handling of spoken discourse. 

The r e s p o n s i b i l i t y of the reading teacher l i e s i n making the 

beginning reader aware th a t the task of reading i s an 

i n t e r a c t i v e process. Once a beginning reader i s aware of t h i s 

process he should be q u i t e capable of applying h i s l i n g u i s t i c 

resources to the task. 

Awareness of the reading process can be developed by l i s t e n i n g 

to experienced readers read aloud, not j u s t s t o r i e s , but a 

many d i f f e r e n t kinds of w r i t t e n t e x t as po s s i b l e . Not only 

does the beginning reader need to hear others reading aloud, 

but he also needs to see the t e x t w h i l s t i t i s being read. I n 

t h i s way a great deal can be l e a r n t from seeing the w r i t t e n 

t e x t and hearing the spoken discourse. 

However, asking a beginning reader t o read aloud f o r anything 

other than monitoring purposes i s probably unproductive. When 

a beginning reader i s asked to read aloud, he i s being asked 

not only to decode the w r i t t e n t e x t , but also t o produce i t i n 

spoken form. We have seen the complexity of t h i s task from our 
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e a r l i e r discussion. Aloud reading i s the performing of 

decisions made about a t e x t i n the l i g h t of the reader's 

assessment of the s t a t e of shared knowledge between 

himself and h i s hearer. In d i f f e r e n t s i t u a t i o n s the 

hearer may be the teacher, a large audience or an imaginary 

audience. I t i s th e r e f o r e not d i f f i c u l t to understand the 

reluctance of inexperienced readers to read aloud. A l t e r n a t e l y , 

s i l e n t reading may be described as a s i t u a t i o n i n which the 

reader makes l i n g u i s t i c decisions about a t e x t i n the l i g h t of 

hi s own s t a t e of knowledge, and t h i s would seem a much more 

r e a l i s t i c demand to make of inexperienced readers. 

Nevertheless, there are occasions when i t i s e s s e n t i a l t o ask 

beginning readers t o read aloud f o r m o n i t o r i n g purposes. I n 

t h i s case i t i s e s s e n t i a l f o r teachers t o be aware of the 

nature of the task they are s e t t i n g , and to allow the reader 

an o p p o r t u n i t y t o look through the t e x t before i t i s read aloud. 

This allows the beginning reader an o p p o r t u n i t y to rehearse the 

s o c i a l context of h i s reading. 

For more f l u e n t readers the s i t u a t i o n i s rather d i f f e r e n t . As 

we have seen from the e a r l i e r discussion, the s k i l l s of 

s i t u a t i n g a w r i t t e n t e x t i n an appropriate s o c i a l context are 

very desireable. The p o s s i b i l i t y t h a t a reader can construct 

e x t r a meaning by s i t u a t i n g the t e x t i n a s o c i a l context. Implies 

t h a t the reader himself has derived more, or a l t e r n a t i v e 

meanings, from h i s reading. The l o g i c a l i m p l i c a t i o n of t h i s 

p o i n t of view i s t h a t a reader's a b i l i t y to s i t u a t e a t e x t i n 

a s o c i a l context has a great e f f e c t on h i s comprehension of 

the t e x t . We can see from t h i s i m p l i c a t i o n how important s o c i a l 

and l i n g u i s t i c s k i l l s i n f l u e n c e our comprehension of a t e x t . 



Limited experience i n e i t h e r of these areas may r e s u l t 

i n a l t e r n a t i v e meanings i n a t e x t simply not being 

a v a i l a b l e . 

I n order to develop the necessary s k i l l s f o r s i t u a t i n g 

the t e x t i n a s o c i a l context, i t i s important t h a t as 

readers become more experienced, they have the 

op p o r t u n i t y of hearing themselves read aloud. I n t h i s 

way they can hear the decisions they have made about a 

given t e x t . I t i s also e s s e n t i a l that more f l u e n t readers 

are made aware, that t e x t s may have several i n t e r p r e t a t i o n s , 

and that they are taught through d i s c u s s i o n , to look f o r 

a l t e r n a t i v e i n t e r p r e t a t i o n s i n the t e x t s they read. 

F i n a l l y readers need t o be made aware of the way the content 

of d i f f e r e n t kinds of t e x t s i s organised. I t i s important 

t h a t teachers of more f l u e n t readers are aware of the need 

to teach readers to look f o r reading discourse markers. I t 

i s also important that readers are caught to recognise the 

r e l a t i o n s h i p s e x i s t i n g i n the d i f f e r e n t kinds of t e x t . At 

a l a t e r stage readers need to be aware of d i f f e r e n t 

purposes f o r reading, and how t h i s may a f f e c t t h e i r 

o r g a n i s a t i o n to the reading task. 

I n s h o r t , the r e s p o n s i b i l i t y of teachers of a l l stages of 

reading, i s to encourage p u p i l s to develop an awareness of 

t e x t , not merely as a l o t of words on a page, r a t h e r , as a 

body of communication of extremely dynamic dimensions. 

Sy l v i a Warham 

(c; 1985 
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A cross between a diary and a novel, this 
book makes riveting reading. The first 
chapter places the teaching of writing at 
Shoreham-Wading River Central School 
district in an historical context. Sub
sequent chapters take the form of case 
studies of teachers of writing working 
with different age groups. The case 
studies are based upon teachers' own 
journals, notes made by the researcher/ 
observer and comments from the pupils 
themselves. Good use is made of examples 
of the children's own work. Chapter two 
focuses on the writing of eleventh grade 
children, chapter three on first grade (sue 
year olds), chapter four on eighth grade 
pupils, chapter five on the twelfth grade, 
chapter six on the fourth and fifth grades, 
and chapter seven on the eighth grade. 
The case studies are wrritten sensitively 
and with great honesty. They present 
sympathetic insights into the problems 
faced by teachers of writing. Teaching is 
seen in its bewildering complexity, and 
the lasting image is one of teachers 
struggling to articulate and come to terms 
with inextricable problems. 

Although the book does not aim to 
produce a theory of teaching children to 
vmte, inevitable generalisations are 
drawn from the case studies and the final 
chapter includes a description of a tech
nique for encouraging children to write. 
The technique would undoubtedly be 
useful to teachers in many classrooms, 
although the case studies themselves 
highlighted the fact that it is far from a 
panacea for the problems of teaching 
writing skills. However, the teaching 

technique creates (for me) the unresoWed 
and irritating contradiction of this book. 

In each chapter teachers follow a tech
nique learnt at the Summer Institute 
course for teachers, which involves get
ting children to "invest themselves in 
their writing". Tune and again the 
children are encouraged to "write for 
themselves", and I personally could not 
see how developing the concept of writing 
for oneself could help the children under
stand the nature of writing. How could it 
help prepare them for the writing 
derrunds of their adult life? Afterall, very 
few adults are prone to dashing off a 
quick story or poem, or even attempting 
to express their deepest feelings in 
writing. For the most part adult writing is 
pragmatic writing, that is writing aimed 
at a specific audience to achieve a specific 
purpose. In adult life, perhaps the most 
important aspect of writing to be devel
oped is that of a ser\se of audience, and 
on the surface, this book pays very little 
attention to audience awareness. 

The contradiction is compounded by 
the inclusion of the teaching techiuque 
which requires readers to "share" and 
"give feedback" to the writer. Thus in 
their practice the writers acknowledge 
that the response of the reader is import
ant to the writing process, (and therefore 
the developing skills of the writer,) with
out actually including this in their descrip
tion of the writing process. On this point 
I began to mistrust the credibility of the 
authors. 

My overall reaction was that sbc case 
studies was too many. There was so 
much crammed into one book that many 
of the snippets of wisdom seemed to dis
appear in the voluminous text. It may 
have been better to divide the material 
into two shorter publications aimed at 
specific age groups. In terms of the use
fulness of this book credit must be given 
for the many valuable insights it contains 
for teachers of writing, and the fact that it 
faces some of the teaching problems, 
such as that of reluctant writers, without 
flinching. From this point of view, this is 
one of the most revealing books I have 
ever read, but its value lies in its descrip
tion of the teaching and learning process 
rather than the writing process. As an 
insight into the teaching and learning 
process this book should be on the bed
side bookshelf of all practising teachers 
and students in trairung. 

Sy/uifl Warham is a lecturer in Early Years 
Education urith a special interest in the 
teaching of writing skills at Rolle Faculty 
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Introduction 
In their article Ms Student Pedagogy "Progressive Educational Practice"?' 
(JFHE 12 (3) Autumn 1988) Bates and Rowland claim that there is a trend 
towards 'student centred learning* and the 'process curriculum' in Higher 
Education, but what is the process curriculum, and how does it affect the 
traditional role of the tutor? The process curriculum arises from a particular 
view of the nature of knowledge. I f we assume in a rapidly changing society 
that knowledge is also constantly changing, then immediately we have to con
sider the importance of the process curriculum, a curriculum concerned to 
equip students with the ability to cope with the constantly changing slate of 
knowledge. As Blenkin and Kelly (1981) put it: 

'Clearly, i f we accept the hypothetical and provisional nature of knowledge 
we are committed to recognising that all knowledge changes and develops, 
that in common with all natural phenomena it is subject to some kind 
of evolutionary process . . . The corollary of this is that teachers must 
concentrate on the process of education. Children must be assisted in the 
process of developing and structuring their own knowledge and thus of 
learning how to go on doing so, how to contribute to the continuous evolu
tion of knowledge'. 

The process curriculum therefore necessitates a move away from traditional 
transmitted knowledge curriculum, towards the development of personal 
knowledge, which will allow students to 'develop and structure their owrt 
knowledge*. However, in their article on student-centred learning Bates and 
Rowland (1988) argue that the nature of student-centred learning creates a 
dynamic tension between the role of the tutor and the needs of the student: 

'The tension arises . . . out of apparently contradictory sets of criteria 
upon which we base our teaching: th^ one concerned to work within 
students' frameworks of meaning, the other concerned to move the 
students beyond that framework or, at least, (o develop an awareness 
of other frameworks. This tension is bound to be fell more acutely when 
the gap between our students' frames of reference and our own seem to 
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be greatest'. 

But is it necessarily the case that there is a tension between the frames of 
reference of the tutor and students? At Rolle Faculty of Education. Polytechnic 
South West, the Educational Studies Section decided to carry out an Action 
Research Project to explore the role of the tutor in relation to the quality of 
student learning. The Educational Studies team decided to plan the work on 
the basis of a student-centred approach. The topic of 'assessment' would be 
explored by the students through a piece of research on assessment. Placing 
the students in the role of 'researcher' would make them active participants 
in the learning situation, would give them an opportunity to work on primary 
sources and gain first hand experience of the current professional discourse 
on assessment. The 'Assessment Project' for students took place in four one 
hour sessions over a period of four weeks. 

An Experiment to Explore the Role of the Tutor in a Student-Centred Learn
ing Situation 

During the first week the students were presented with questionnaires on 
assessment which had previously been sent to teachers in schools for comple
tion. The questionnaires were to be used as data for following up the students' 
own selected areas of interest. Initially the students divided into three self-
selected groups and began to try and identify areas of common interest. After 
initial discussions most groups had selected two or three questions of interest. 
However, it was clear f rom the responses that the students did not know how 
to extract the most interesting and valuable information from the question
naire because they did not understand how it had been constructed. At this 
point an explanation was given in the design and structure of the question
naire, as was a worked example of how to use i t . By the end of the session 
each of the three groups had isolated an area of interest, and took away the 
sample questionnaires, to work in small groups extracting any relevant infor
mation to be brought back for presentation to the main group during the next 
session. The students were encouraged to present their findings in any way 
they felt was appropriate. 

During the second week the first group presented their topic of Cross-
Curricular Assessment, Their findings were presented in the form of a radio 
'Does the team think' format. The whole episode was carefully scripted, and 
carried out with great humour, quickly involving the 'observer' members of 
the larger group who, once the 'scripted' activity ended, proceeded to ask and 
answer their own questions. 

During the third week the second group chose Testing for the English At
tainment Targets as their topic. They presented their findings to the rest of 
the group in the for of an unscripted play. Also in the fourth week the third 
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group selected as their topic Teacher attitudes to Testing and presented it in 
a 'play* format. This activity lasted for half an hour, and in the remaining 
half hour each group was asked to comment upon their presentation for the 
rest of the group. 

These sessions were followed by preparation for school practice, then school 
practice itself. Before school practice students were invited to negotiate the 
title of their assignment, which was an attempt to explore any aspect of assess
ment in their school practice schools. 

Discussion 
From the description of the four sessions what can be learnt about the pro

cess curriculum and the role of the student in relation to the role of the tutor? 
Perhaps the most appropriate place to begin thinking about this question is 
in the very early stages of a child's education, where the foundation is laid 
for work at higher levels. Infant teachers, who for many years have im
plemented a process curriculum, conceive their role, for example in the teaching 
of reading and writing, not in terms of teaching children (or encouraging 
children to learn about) language. Rather it is a question of encouraging 
children to become literate. That is. literacy in the widest sense of the word, 
not merely a question of being able to read and write, but being able to use 
written and spoken language appropriately in different social contexts. 

During the last decade concepts of Literacy have developed considerably 
from the narrow definition of simply being able to read and write. From the 
work of Vygotsky (1962), and Bruner (1983) and Meek and Mills (1988) 
Literacy has become defined as the ability to use language appropriately in 
different cultural contexts. Literacy functions in three different dimensions: 
social context, social discourse and culture. Bruner (1983) described the ac
quisition of language, or the process of becoming literate as: 

*So when we say that a child is acquiring language, we must account for 
another aspect of what is being acquired — that is, its function or com
municative intent or how to *get things done with words*. Here the 
criterion for judging progress is not so much well-formedness or sense 
and reference, but something more.like effectiveness. Can the child 
request, can he indicate, can he ingratiate or promise or support or show 
respect by the use of communicative means? And can he meet the condi
tions that the culture places on speakers who would do these things — 
conditions of preparation, sincerity, essentiality and affiliation?' 

Thus for any student the *end product' of the process curriculum is one 
of Professional Literacy, not just of processing knowledge about one's pro
fession, but also having the ability to use it and function effectively. Therefore 
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in the example of student teachers might not our attention be more ap
propriately focussed on how effectively students get professional things done 
in the cultural context of being teachersl It would be more appropriate to 
focus attention on interdependency of the cultural context of being a teacher, 
the interpersonal professional discourse that being a teacher engenders and 
the social context of being a teacher which controls what teachers do. A l l of 
these elements are present in the learning situation, indeed, they are the learn
ing situation. I f Bruner's analysis is correa, they are the tools by which human 
beings learn, and by which they become 'literate*. 

I f the aim of the process curriculum in the context of teacher education 
is one of professional literacy, this in turn raises questions of: what happens 
in a process curriculum, and what is it that students actually learn? 

What happens in a Process Curriculum, and what is it that students actually 
learn? 

In his work on mother/child interactions Bruner (1983) suggested that 
children develop literacy through formats of interaction with the mother. In 
effect the mother presented the child with a simple game (in this case peek-a-
boo). It was a highly selective and structured activity. The purpose of the game 
was to induct the child into two important aspects of becoming literate: 

'The mother's objective seems to be twofold and she is prepared to tune 
her responses to her child with great subtlety to achieve both of them. 
The first is linguistic in the sense that she is trying to get him to operate 
on a primitive semanticity hypothesis that vocalisation "stands f o r " 
something that the mother and child are sharing visually and to get him 
to appreciate that there is a standard vocalisation that is required. These 
are steps in the direction of becoming a standard speaker of language. 
But she also pursues a second cultural goal: communicating to the child 
that there is a canonical way of negotiating reference . . . The child is 
being "trained" not only to know language but to use it as a member 
of a cultural community'. 

In his description Bruner pointed out how in the early stages the partners 
in the discourse were very unequal, the mother knowing a great deal, and the 
child knowing very little. However, the mother responded to the child as i f 
he were an equal partner in the discourse. The mother for her part progressively 
handed over the responsibility for the game to the child as he became more 
competent. Bruneer describes this supporting and progressive handing over 
to the child as a process of scaffolding the child. 

What important insights might these descriptions hold for those of us who 
are concerned to encourage students to become professionally literate? First 
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of all we see the mother. She copes well with the tensions of encouraging her 
child to create personal meanings in a cultural context. She has a firm, but 
specific agenda in her mind about the social, cultural and linguistic conven
tions towards which the child must standardise his behaviour. But, within this 
framework she creates a space for the development of personal meanings. 
For her there is no tension in Bates* and Rowland's sense, between what she 
expects her child to learn, and the individual meanings that she encourages 
him to create. 

Next we see the child, at first a very unequal partner in the social discourse, 
but treated as though he were an equal partner. In many repetitions and varia
tions of the game he began to predict what might happen. He developed per
sonal knowledge within the confines of cultural conventions. He learnt the 
appropriate social discourse, and the appropriate linguistic responses, that 
is, those that were socially acceptable. In time the child took over the game 
himself, and developed different forms of it with other children, an interesting 
extension. The child did not only take on the values of the caring adult, but 
developed his own forms of the game, then extemporised his knowledge with 
other children. Thus in time, the child not only became literate, took on the 
literacy of his society, but developed that literacy into something quite dif
ferent. This is an important and timely reminder that becoming literate is not 
a once and for all process, it is an ongoing process in a society where the literacy 
is continually changing. 

This insight is particularly helpful when we are deciding exactly what we 
are trying to encourage students to do. In a sense, we are trying to induct 
students into a new culture, that of being a teacher in the current educational 
climate. But it is not just a process of induction, our ultimate aim, like Bruner's 
mother and child, is that students should function effectively within the culture, 
that they should be able to take on the culture for themselves, extend it and 
change i t . 

Drawing parallels between Bruner's description of the learning process, we 
can begin to address the question of what processes took place in the Assess
ment Project. To encourage students to become Professionally Literate, it 
is important for the tutor to have a firm and specific agenda about the social, 
linguistic and cultural conventions toward which students must standardise 
their behaviour, and the agenda must be presented in the form of format 
of interaction. In the Assessment Project the fdrmat o f interaction was con
tained in the questionnaire, and the students were required to standardise their 
behaviour in terms of extracting information f rom the questionnaire. Within 
this format of interaction a space was presented for students to create in
dividual meanings by responding in any way that was felt to be appropriate. 

The questionnaire in itself represented a highly scaffolded dLCiWMy, because 
the students had neither the time nor the experience to perform this part of 
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the activity for themselves. The nature of the scaffolding was interesting, the 
students were required to formulate their interests within the conventions of 
a research context. Their first attempts at formulating their interests within 
the appropriate conventions were unsuccessful because they were unfamiliar 
with the use of the questionnaire, its purpose and design. The activity had 
to be further scaffolded to help them understand what was required and what 
form an appropriate response might take, and further support was necessary 
when they returned to their small groups. But in terms of Professional Literacy, 
what did the students learn? 

What did the students learn? 
During the first week the students learnt about the construction of ques

tionnaires, and the techniques for extracting the most valuable information 
f rom them. They also had the opportunity to apply their new skills. In their 
own time between the sessions students extracted and assimilated the infor
mation contained in the questionnaires. During this process they familiarised 
themselves with the professional language used for discussing assessment. In 
formulating their presentation for the rest of the group they were encouraged 
to use the professional terms (such as SATS, cross<urricular assessment, norm-
assessment, criterion assessment). This process provided students with the op
portunity not only to become acquainted with new terms of reference, but 
also to have a chance to explore the different meanings in relation to their 
own personal knowledge. 

In their presentation to the main group students had an opportunity to ex
plore in their own ways the aspects of assessment that interested them most. 
This was an opportunity to explore the new knowledge on assessment in a 
classroom context. In contextualising the knowledge the students explored 
opinions and social roles which may have been 'd i f f icul t ' or 'dangerous' in 
a real-life situation. Role playing was a safe method of exploring the farthest 
limits of the social context. 

From this analysis it can be seen how the different kinds of learning situa
tion, from the formal tutor teaching to the informal role playing are processes 
which contribute to the professional context, the professional discourse, and 
the culture. But how well did the students learn? 

How well did the students learn? 
The concrete evidence of what students had learnt, and an indication of 

the depths of their understanding lay in their assignments. Their assignments 
differed considerably from previous assignments. The thinking and arguments 
sprang from the students' own understanding, and it was clear that they were 
still working through the process of answering their own questions. On the 
whole students had gathered a great deal of material f rom schools and had 
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incorporated it into their answers. This may have been an attempt to contex-
tualise their thinking. In the past students had particular difficulties relating 
theory to practice, but in this set of assignments the theory was no longer 
divorced from the practice. In this sense the students had learned well. 

The main emphasis of the assignments was practical. This was partly a con
sequence of the topic, which required analysis of a practical situation, never
theless, the assignments contained less theory than in the past. This might 
have been attributed to the fact that as one new skill is acquired, existing skills 
may suffer a temporary setback. Whatever the reason for the reduction in 
references to the literature, it was an indication that although students may 
have learnt the current lesson well, there was a great deal of learning still to 
be done. 

Conclusions 
In much of the recent literature the emphasis has been placed on the pro

cess model of education. From this discussion I would suggest that the pro
cess of education is one which involves becoming Professionally Literate. 
Whilst there can be no discussion that students need to develop their own mean
ings. Professional Literacy is a more sophisticated concept. Being able to 
develop personal meanings alone is inadequate, they have to be developed 
within an appropriate cultural context. Professional Literacy requires students 
to frame their personal meanings within a professional culture, that is, within 
the parameters of the ongoing professional debate. 

The implications of Professional Literacy for the role of the tutor are wide 
ranging. In order to foster Professional Literacy it is important to be con
scious of the social, Hnguistic and cultural dimensions of Miteracy'. Different 
kinds of learning experiences foster different aspects of Professional Literacy. 
Firstly, the focus of the learning, rather than being content oriented, must 
change to one that helps students acquire and present information in a mean
ingful manner, but also within specified cultural conventions. In order to 
achieve this, it is important that the tutor and the students are in a learning 
partnership. The apparent tension between the role of the tutor and the needs 
of the student should not exist where the tutor and the student are in an ac
tive partnership, the students developing personal meanings, and the tutor 
assisting students to frame their meanings within the conventions of the cultural 
context. 

Perhaps the most important skill of the tutor is the need to be finely tuned 
to the responses of students, which in the daily rush and external pressures 
on tutors, may not be easily achieved. The structuring of the learning event 
is important too. How far would it be possible for us to organise the learning 
in terms of an informal situation within a formal one, not sequentially as it 
has always been, but simultaneously! Thus the role of the tutor in the process 
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curriculum is an area which must present challenges to all of us. It is not 
something that can be lightly dismissed, or taken for granted, since it is crucial 
to the quality of the students' learning. 
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I n t r o d u c t i o n 

The Writing Process and the Role of the Teacher 

I n B r i t a i n i n 1985, the SCDC National Writing P r o j e c t 
demonstrated how a l l over the country t e a c h e r s were 
i n v o l v i n g c h i l d r e n i n s u c c e s s f u l w r i t i n g p r o j e c t s -
These ranged from four year o l d c h i l d r e n w r i t i n g about 
baking cakes i n Newcastle, to top j u n i o r c h i l d r e n i n 
Handsworth w r i t i n g a book about Hinduism. I n America 
too. Graves (1983) o u t l i n e s the importance of emergent 
w r i t i n g . P e r l and Wilson (1986) d e s c r i b e how through 
the process of conferencing c h i l d r e n develop i n t o w e l l -
motivated e f f e c t i v e w r i t e r s . During the 1980's the 
emphasis was r i g h t l y placed upon c h i l d r e n as w r i t e r s , 
meaning makers and n e g o t i a t o r s of meaning. 

However, as t e a c h e r s we cannot escape the f a c t t h a t 
w r i t i n g i s always produced f o r an audience, even i f 
t h a t audience i s the w r i t e r him or h e r s e l f . Writing 
i s p a r t of a shared meaning making pro c e s s which i s 
negotiated between the reader and the w r i t e r and t h i s 
has important i m p l i c a t i o n s f o r t e a c h e r s . I t means 
t h a t although w r i t e r s are meaning makers i n w r i t t e n 
form, they must a l s o l e a r n to express t h e i r meanings i n 
a p u b l i c l y accepted code so t h a t a reader w i l l be able 
to i n t e r a c t with i t and understand i t . W r i t e r s not 
only negotiate meaning, they n e g o t i a t e meaning with a 
reader. Writing i s not only a meaning making 
process, i t i s a l s o the development and maintenance of 
a r e l a t i o n s h i p with the reader. I n r e c e n t times, one 
of the most neglected a s p e c t s of being a w r i t e r has 
been t h a t of the r e a d e r / w r i t e r r e l a t i o n s h i p , the 
expression of meaning i n a p u b l i c l y accepted code with 
which a reader can e a s i l y i n t e r a c t . 

Therefore, the process of becoming a w r i t e r does not 
simply i n v o l v e the a b i l i t y to express meanings i n 
w r i t i n g , i t i s f a r more complex. I t i s a process of 
becoming l i t e r a t e , l e a r n i n g to express meanings i n a 
code which i s accepted by every other member of a 
l i t e r a t e community. One of the n e g l e c t e d questions 
of the 1990's i s : How do t e a c h e r s help c h i l d r e n to 
become l i t e r a t e ? 
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How do t e a c h e r s help c h i l d r e n to become l i t e r a t e ? 

I n the e x t r a c t which f o l l o w s a t e a c h e r i s conducting a 
l i t e r a c y l e s s o n . She t a l k s to seven year o l d S a l l y 
whose mother tongue i s E n g l i s h and Mia whose f i r s t 
language i s I t a l i a n . S a l l y and Mia are planning to 
make a c o f f e e cake. They are looking a t a cookery 
book to f i n d out which i n g r e d i e n t s they w i l l need to 
include on t h e i r shopping l i s t : 

Extract 1 -

Teacher: Could you erm - . . well, how do you make 
coffee cake? 
Mia: J t ' s what you have with your coffee - . . 
S a l l y : ( Reads from the cookery book) You put . . . 
Teacher: Go on then, read i t . . . Take it in turns to 
read the recipe to each other to decide if you are 
going to be able to do it, 
Mia: Well, - . but where is the recipe? Whereas the 
recipe? 
Teacher: Well where i s the recipe? 
S a l l y : There . . . Cpoints to the l i s t of i n g r e d i e n t s . ) 
Mia: Oh. . . J thought i t was here, . . ( p o i n t s to the 
p i c t o r i a l i n s t r u c t i o n s on the lower h a l f of the page). 
Teacher: Well it is . . . 
S a l l y : I t ' s there as v e i l . . . 
Teacher: M-mmm, . -That's . . . What does the word 
RECIPE mean? 
Mia: i?ecipe? (Smiles a t the t e a c h e r embarrassed). 
Teacher: M 
Mia: Recipe! ( b e w i l d e r e d ) . 
Teacher: Weil i t t e i i s you first of all what you need 
(Points to l i s t of i n g r e d i e n t s ) and then it tells you . 
. - ( P o i n t s to i n s t r u c t i o n s ) . 
Mia: (Misunderstanding, reads from the book) You will 
need. . . 
Teacher: (More i n s i s t e n t l y ) Mia, vhat do these pictures 
tell you? 
S a l l y : I t tells you what to do, 
Mia: What to do (The g i r l s say t h i s t o g e t h e r ) . 
Teacher: What do , . . Both these things are in a 
recipe, what you need and how to cook i t . . . so read 
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t h a t through to each other f i r s t , bef, . . before you 
r e a l l y make up your minds, and then write down the 
shopping list. All right? 

I n t h i s example of a l i t e r a c y l e s s o n we can see how the 
teacher draws on and extends the e x i s t i n g c u l t u r a l and 
l i n g u i s t i c knowledge of the c h i l d r e n . She s a y s : 

Teacher; M-mmin. - .That's . . . What does the word 
RECIPE mean? 
Mia; Recipe? (Smiles a t the te a c h e r embarrassed). 
Teacher; M-hmmm. . . 
Mia; Recipe! ( b e w i l d e r e d ) . 

When the c h i l d r e n have put forward t h e i r own l i m i t e d 
understanding of the word r e c i p e , the teacher proceeds 
to e x p l a i n the p u b l i c l y accepted v e r s i o n : 

Teacher: Well it tells you first of all what you need 
( P o i n t s t o l i s t of i n g r e d i e n t s ) and then it tells you . 
. . ( P o i n t s t o i n s t r u c t i o n s ) . 
Mia: (Misunderstanding, reads from the book) You will 
need. . . 
Teacher: (More i n s i s t e n t l y ) Mia, what do these pictures 
tell you? 
S a l l y ; J t t e l i s you what to do. 
Mia: What to do (The g i r l s say t h i s t o g e t h e r ) . 
Teacher; What do . . . Both these things are in a 
recipe, what you need and how to cook i t . . . s o read 
that through to each other first, bef. . . before you 
really make up your minds, and then write down the 
shopping list. All right? 

Here we see the teacher encouraging the c h i l d r e n to 
work out f o r themselves what a r e c i p e might be and what 
form i t t a k e s i n the book, but she does not leave the 
c h i l d r e n to work out a s o l u t i o n f o r themselves, she 
a l s o e x p l a i n s the p u b l i c l y accepted understanding of 
both the word r e c i p e , what a r e c i p e does and i t s 
p u b l i c l y accepted p r e s e n t a t i o n i n a book-

During the l a s t decade concepts of l i t e r a c y have 
developed c o n s i d e r a b l y from the narrow d e f i n i t i o n of 
simply being able to read and w r i t e . From the work of 
Vygotsky (1962), Bruner(1983) and Meek and M i l l s 
(1988) l i t e r a c y has become defined as the a b i l i t y to 
use language a p p r o p r i a t e l y i n d i f f e r e n t c u l t u r a l 
c o n t e x t s . What we are beginning to see i n t h i s 
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example i s t h a t : 

* L i t e r a c y draws on three interdependent elements: 
the social context, the language and culture, 

Newman (1985) e x p l a i n e d the importance of these t h r e e 
i n t e r - r e l a t e d a s p e c t s of l i t e r a c y : 

"As more pieces of the puzzle have fallen into place we 
have come to appreciate the extent to which learners 
themselves create meaning out of their experiences with 
language, both oral and written. We've learned to 
recognize the importance of the social nature of 
learning, the role which language plays in creating the 
learning environment, and the extent to which language 
is itself determined by the social situation 
We've learned that readers need to supply knowledge 
about how language works, knowledge about the world, 
knowledge about what strategies to try in order to 
create meaning as they read," 

From t h i s comment we begin to see something of the 
complexity of l i t e r a c y , how language expresses the 
c u l t u r e , and how the c u l t u r e i s i t s e l f d efined by the 
language used. Bruner(1983) demonstrated i n h i s 
s t u d i e s of e a r l y l e a r n i n g t h a t t e a c h e r s draw on the 
c u l t u r a l and l i n g u i s t i c knowledge of the c h i l d r e n -
During t h i s process the teacher i n t e r a c t s with the 
c h i l d r e n t o broaden t h e i r l i n g u i s t i c and c u l t u r a l 
knowledge and understanding. 

T h i s i n t e r a c t i o n with the c h i l d r e n i s an extremely 
important p a r t of the process of becoming l i t e r a t e . 
I n h i s work on mother/ c h i l d i n t e r a c t i o n s Bruner(1983) 
emphasised the importance of interaction between the 
c h i l d and a c a r i n g adult- Bruner(1983) claimed t h a t 
the o b j e c t i v e of such i n t e r a c t i o n s with c h i l d r e n was 
twofold: 

. . The child is being "trained" not only to know 
language but to use it as a member of a cultural 
community." 

In t h i s example of a l i t e r a c y l e s s o n we see these 
c h i l d r e n undergoing the same twofold l e a r n i n g process. 
F i r s t l y , under the guidance of t h e i r t e a c h e r : 

* The children learnt the conventions of the culture 
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aj2d the Jajiguage in a specific social situation, 

and secondly: 

* The children explored and extemporised their own 
meanings within that social context. 

Both Bruner's study of e a r l y l e a r n i n g and t h i s example 
of a l i t e r a c y l e s s o n suggest t h a t the c a r i n g adult has 
a very important r o l e to play i n the l i t e r a c y process. 
Perhaps a t t h i s point i t would be h e l p f u l , i n 
c o n s i d e r i n g what i t i s t h a t s u c c e s s f u l l i t e r a c y 
t e a c h e r s do, to ask: What i s the r o l e of the teacher 
i n the process of becoming l i t e r a t e ? 

3. 

What i s the r o l e of the teacher i n the process of 
becoming l i t e r a t e ? 

T h i s example of a l i t e r a c y l e s s o n i l l u s t r a t e s one of 
the fundamental i s s u e s r a i s e d i n the c u r r e n t r e s e a r c h 
i n t o l i t e r a c y . For example when the teacher says: 

Teacher: yes. you put thi n g s i n i t to get the lumps 
out. 
S a l l y : you put i t i n e r . . . so you don't have lumpy 
f l o u r , or sugar, or lumpy Jbutter. . . 
Teacher: you don't put jbutter i n . . . ( s m i l e s ) 
S a l l y : (Laughs). . . lumpy-y-y f l o u r . 
Teacher: F l o u r . . . t h a t ' s i t . . . g o on. 

The teacher draws on and extends S a l l y ' s e x i s t i n g 
c u l t u r a l and l i n g u i s t i c knowledge. However, w h i l s t 
the teacher may t e l l S a l l y t h a t i t i s not normal to 
s i e v e b u t t e r , i t i s up to S a l l y to l e a r n and remember 
these d i f f e r e n c e s f o r h e r s e l f . She must take the 
r e s p o n s i b i l i t y f o r i n c o r p o r a t i n g t h i s new knowledge 
i n t o her e x i s t i n g knowledge. I n the l a s t decade one 
of the main f i n d i n g s of l i t e r a c y r e s e a r c h (Cazden 
1983,Tizard and Hughes 1984, Wells 1985) has been t h a t 
the i n i t i a t i v e f o r becoming l i t e r a t e r e s t s mainly with 
the c h i l d . I n the language t h a t t h i s t e acher uses, we 
can see t h a t she c l e a r l y r e c o g n i s e s the importance of 
the c h i l d ' s own i n i t i a t i v e s . She s a y s : 
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Teacher: Go on then, read it. . . Take it in turns to 
read the recipe to each other to decide if you are 
going to be able to do it. 

and l a t e r : 

Teacher: What do . . . Both these things are in a 
recipe, what you need and how to cook i t . . . s o read 
that through to each other first, bef. . . jberore you 
r e a l l y make up your minds, and then write down the 
shopping list. All right? 

As Hall(1987) puts i t : 

Weils (1985) claims that adults 'are intuitively 
aware that the major responsibility for actually 
mastering the resource of their language rests with the 
child rather than with themselves and that their role 
is essentially one of sustaining and encouraging the 
child's self-activated learning," 

The point H a l l makes i s t h a t c h i l d r e n have a n a t u r a l 
d i s p o s i t i o n to l e a r n about and c o n t r o l t h e i r 
environment. Therefore, 

* The r o i e of the caring adult or teacher in the 
child's process of becoming literate is one which 
encourages and facilitates the child's desire to learn, 

* The role of the caring adult or teacher is to draw on 
and extend the child's existing cultural and linguistic 
knowledge, 

* The r o i e of the teacher is to help children express 
their meanings in the accepted code of the literate 
community, 

A f u r t h e r o b s e r v a t i o n we might make about t h i s example 
of a l i t e r a c y l e s s o n i s t h a t the c h i l d r e n would have 
had g r e a t d i f f i c u l t y i n coping with the r e c i p e i f the 
teacher had not helped them. Mia f o r example, did not 
know what c o f f e e cake was, d i d not know what a r e c i p e 
was, and did not know anything about s i e v e s or s i f t i n g . 

What we begin to see i n t h i s l e s s o n i s t h a t the teacher 
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and the c h i l d r e n were unequal p a r t n e r s i n the 
i n t e r a c t i o n , the teacher knowing a g r e a t d e a l , and the 
c h i l d r e n knowing r e l a t i v e l y l i t t l e . However, the 
teacher responded to the c h i l d r e n a s if they were equal 
p a r t n e r s i n the i n t e r a c t i o n . The t e a c h e r f o r her p a r t 
p r o g r e s s i v e l y handed over the r e s p o n s i b i l i t y f o r 
w r i t i n g the shopping l i s t t o the c h i l d r e n as they 
became more competent. Bruner d e s c r i b e s t h i s 
supporting and p r o g r e s s i v e handing over t o the c h i l d as 
a process of scaffolding the c h i l d . He suggests t h a t : 

* Scaffolding the child is a process of supporting the 
c h i l d ' s ijicojnpetencies, and r e c t i f y i n g thein by 
intervention. 

The teacher i n t h i s example has a f i r m , but s p e c i f i c 
agenda i n her mind about the s o c i a l , c u l t u r a l and 
l i n g u i s t i c conventions towards which the c h i l d r e n must 
st a n d a r d i z e t h e i r behaviour. Yet w i t h i n t h i s framework 
she c r e a t e s a space f o r the development of personal 
meanings and the c h i l d r e n were e v e n t u a l l y allowed to 
c r e a t e h e i r own r e c i p e s f o r rijbena cake, and teacher 
cake. There can be no doubt, t h a t here we are seeing a 
twofold o p e r a t i o n : 

* There are some thi n g s which the teacher expects the 
children to learn 

but i n a d d i t i o n : 

* There a r e individual meanings which she encourages 
the children to create for themselves. 

With plenty of scaffolding the c h i l d r e n began to 
p r e d i c t what might happen. They developed personal 
knowledge w i t h i n the c o n f i n e s of c u l t u r a l conventions. 
They l e a r n t the appropriate s o c i a l behaviour with 
s i e v e s and s i f t i n g , and the appropriate language f o r 
d e s c r i b i n g such operations- But they probably would 
not have managed to do t h i s without the help of t h e i r 
t e a c h e r . 

T h i s b r i n g s us to the second major point of agreement 
a r i s i n g from l i t e r a c y r e s e a r c h t h a t c h i l d r e n are 
u n l i k e l y to become l i t e r a t e without some kind of 
a s s i s t a n c e . L i t e r a c y i s not a process which can be 
achieved unaided. T h i s point was s t r e s s e d by Garton 
and P r a t t (1989) : 
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"For both spoken and written language the child 
requires assistance - usually adult assistance. 
Although the mechanisms for development may be 
different, we contend that one vital ingredient for 
facilitating literacy development is an interested 
adult, prepared to help the child's spoken and written 
language development by interacting with the child," 

We might f u r t h e r i n f e r then, t h a t : 

* The r o l e of a caring adult or teacher is to interact 
with and assist the child. 

The i n t e r a c t i v e nature of the a d u l t a s s i s t a n c e was a l s o 
s t r e s s e d by Meek and M i l l s (1988). The a d u l t i s 
important because: 

* The child learns about the forms and uses of language 
in particular social situations, 

* The child learns how his world is mediated by 
language, 

Bruner(1983) emphasised the i n t e r a c t i o n of the l e a r n e r 
and the t e a c h e r , but he s p e l l e d out the teaching r o l e 
i n a more d e t a i l e d way: 

If the 'teacher' in such a system were to have a motto, 
it would surely be "where there was a spectator let 
there now be a participant", One sets the game, 
provides a scaffold to assure the child's ineptitudes 
can be rescued or rectified by appropriate 
intervention, and then removes the scaffold part by 
part as the reciprocal structure can stand on its own," 

Here we can see where the theory and the p r a c t i c e 
d e s c r i b e the same important p o i n t s . They d e s c r i b e f o r 
us how the t e a c h e r : 

* S e t s the context of the interaction in a very 
structured way, 

* Provides a scaffold to assure the child's ineptitudes 
can be rescued or rectified by appropriate 
intervention, 

* Then removes the scaffold part by part as the 
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r e c i p r o c a l s t r u c t u r e can stand on i t s own. 

Neverthless, these a c t i v i t i e s r a i s e important questions 
f o r t e a c h e r s . W h i l s t w r i t e r s must be encouraged to 
express t h e i r own meanings i n w r i t i n g , what i s i t t h a t 
they need to know about the puJDlic code i n order to 
communicate with a reader? Furthermore, what do 
t e a c h e r s themselves need t o know about the p u b l i c 
system i n order to encourage the development of w r i t i n g 
i n t h e i r p u p i l s ? 
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Chapter One 
D i f f e r e n t W r i t i n g s i t u a i - i n n c i , 

I n the National Curriculum document Attainment t a r c e i : 
t h r e e l e v e l f i v e s t a t e s t h a t w r i t e r s should be able to: 

Write i n a v a r i e t y of forms for a range of 
purposes and audiences, in ways which attempt 
to engage the interest of the reader. 

Example: Write notes letters instructions 
stories and poems in order to plan, inform, 
explain, entertain and express attitudes or 
emotions,(Page 13) 

T h i s means t h a t a w r i t e r should be abl e to w r i t e f o r a 
v a r i e t y of d i f f e r e n t purposes, and f u r t h e r , i t i m p l i e s 
t h a t a w r i t e r must be able to take on d i f f e r e n t r o l e s 
appropriate to the purpose of the communication. But 
one of the f i r s t q u e s t i o n s any t e a c h e r needs to be able 
to answer i s : What do the c h i l d r e n a l r e a d y know about 
d i f f e r e n t w r i t i n g s i t u a t i o n s ? 

Looking c a r e f u l l y a t c h i l d r e n ' s w r i t i n g can h e l p us to 
answer t h i s q u e s t i o n . The examples of w r i t i n g which 
follow were samples of s e l f - i n i t i a t e d w r i t i n g taken 
during the course of a s i n g l e day, from a group of s i x 
year o l d s . They can be d i v i d e d i n r o two d i f f e r e n t 
w r i t i n g s i t u a t i o n s , l e t t e r w r i t i n g and adverrisements. 

What can they t e l l us about the c h i l d r e n ' s knowledge 
of d i f f e r e n t w r i t i n g s i t u a t i o n s ? 

L e t t e r W r i t i n g . 

What do the c h i i d r e j i know already, and what do they 
need to learn? 

The f i r s t l e t t e r from Mandy to her tea c h e r i s noz l a i d 
out i n a c o n v e n t i o n a l way. Iz i l l u s r r a r e s Mandy's 
understanding t h a t w r i t i n g i s used ro communicate a 
message from one person to a n o t h e r . Mandy a l s o knows 
t h a t l e t t e r s have t o be addressed t o the person f or 
whom they were intended, and they ^.Eve to ir.dicaT;e zo 
who has sent the l e t t e r . She a l s o understands t h a t 
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w r i t i n g can be used for communicating f e e l i n g s . 

Sarah has w r i t t e n a l e t t e r to L o u i s e , a s k i n g i f she may 
go to L o u i s e ' s house a t seven o'clock. Here again 
Sarah has c l e a r l y understood the purpose of sending a 
l e t t e r to L o u i s e , but she has not i n d i c a t e d who has 
s e n t i t . T h i s l e t t e r d i f f e r s from Mandy's l e t t e r to 
her t e a c h e r , because Sarah wants a response. She 
understands t h a t w r i t i n g can be used f o r e l i c i t i n g 
information from another person. 

Below Sarah's l e t t e r we see the response from L o u i s e . 
Lo u i s e has addressed her l e t t e r d i r e c t l y to Sarah, but 
has ommitted her own name. She c l e a r l y understood 
t h a t Sarah's l e t t e r was seeking information and needed 
a response, and Louise has responded. 

David's l e t t e r , l i k e Sarah's, i s addressed to s p e c i f i c 
people, and i t too r e q u i r e s a response. T h i s time the 
response w i l l not take the form of w r i t i n g , but w i l l 
c o n s i s t of an a c t i o n , t h a t of v i s i t i n g the shop. 
I n t e r e s t i n g l y David has not seen the need to put h i s 
name on the l e t t e r e i t h e r . These c h i l d r e n probably 
did not see the need to i n c l u d e t h e i r own names, 
because they may have thought t h a t the person who 
r e c e i v e d the l e t t e r would know who had w r i t t e n i t . 
Here we see a d i f f e r e n c e i n the understanding of these 
c h i l d r e n , and a d u l t l e t t e r w r i t e r s . 

Stacey s e n t a g r e e t i n g c a r d to Suzanne. The g r e e t i n g 
t h i s time c o n t a i n s the names of both the w r i t e r and the 
r e c i p i e n t . I n a d d i t i o n we see a d i f f e r e n t purpose f o r 
w r i t i n g . Stacey demonstrates here t h a t she has 
understood t h a t w r i t i n g i s a means of simply 
maintaining c o n t a c t with another person. 

Next we can see the p r a c t i c e s i g n a t u r e s of Andrew and 
Laura. Although many of the c h i l d r e n who wrote 
l e t t e r s d i d not see the need to s i g n t h e i r l e t t e r s , or 
t o i n d i c a t e who had w r i t t e n them, these c h i l d r e n kr.ew 
th a r t h e i r names were important i n w r i t i n g , even thcug'n 
they d i d not know when i t was a p p r o p r i a t e t o produce a 
s i g n a t u r e . 

These c h i l d r e n ' s l e t t e r s show t h a t they have a l r e a d y 
understood t h a t i n spoken and w r i t t e n language t h e r e 
are two r o l e s . For example, i n her l e t t e r Sarah took 
on the r o l e of the i n i t i a t o r , because she i n i t i a t e d the 
communication, but i n t a k i n g on t h i s r o l e she has 
a l l o t t e d L o u i s e the r o l e of respondant, 

The respondant i s the r o l e of the person who responds 
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t o what h a s gone b e f o r e . T h i s r e s p o n s e may be i n 
t e r m s o f doing something, s u c h a s D a v i d ' s l e t t e r 
r e q u i r e d , o r p r o d u c i n g a w r i t t e n r e s p o n s e , s u c h a s 
S a r a h ' s l e t t e r r e q u i r e d . The r o l e adopted by t h e 
w r i t e r i s i m p o r t a n t , b e c a u s e , a s S a r a h ' s l e t t e r shows, 
t h e i n i t i a t o r o f t h e i n t e r a c t i o n h a s a f r e e c h o i c e of 
t o p i c s w i t h w h i c h t o b e g i n t h e c o m m u n i c a t i o n . But t h e 
r e s p o n d a n t , i n t h i s c a s e L o u i s e , i s w r i t i n g t o a 
s p e c i f i e d t o p i c and making comments upon t h e w r i t i n g o f 
a n o t h e r w r i t e r . 

I n t h e r o l e o f t h e r e s p o n d a n t t h e w r i t e r u s e s q u i t e 
d i f f e r e n t w r i t i n g s k i l l s . L o u i s e , f o r example, h a s 
l e s s freedom about t h e t o p i c upon w h i c h s h e w i l l w r i t e , 
and h e r comments have t o be c l o s e l y r e l a t e d t o what h a s 
gone b e f o r e . T h i s k i n d o f w r i t i n g p r o b a b l y p u t s more 
demands upon t h e w r i t e r t h a n w r i t i n g i n t h e i n i t i a t o r 
r o l e , b e c a u s e t h e w r i t e r i s f a r more r e s t r i c t e d i n 
t e r m s o f what i t i s , o r i s n o t a p p r o p r i a t e f o r him o r 
h e r t o w r i t e . 

From t h e l e t t e r s w r i t t e n by t h e s e c h i l d r e n we can s e e 
t h a t Mandy, L o u i s e , S a r a h , and D a v i d a l r e a d y have q u i t e 
a sound u n d e r s t a n d i n g o f l e t t e r w r i t i n g . W h i l s t 
L o u i s e and S a r a h have u n d e r s t o o d t h e i r s o c i a l r o l e s i n 
t h e i n t e r a c t i o n t h e y have n o t y e t l e a r n t t o s t a n d a r d i s e 
t h e i r l e t t e r w r i t i n g t o a d u l t c o n v e n t i o n s . 

The c h i l d r e n a l r e a d y know a g r e a t d e a l a b o u t w r i t i n g 
l e t t e r s , b u t t h e r e a r e s t i l l some t h i n g s t h a t t h e y need 
t o l e a r n . They have n o t r e a l i s e d t h a t l e t t e r s may be 
a d d r e s s e d t o more t h a n one p e r s o n , o r may be w r i t t e n t o 
someone who i s n o t p e r s o n a l l y known t o them. I n t h e i r 
own l e t t e r s t h e c h i l d r e n have s i m p l y a d d r e s s e d e a c h 
o t h e r by t h e i r names, o r a s 'you'^" b u t p e r h a p s now i s 
t h e t i m e t o c r e a t e a s i t u a t i o n where t h e y w i l l i n t e r a c t 
w i t h someone who c a n n o t be a d d r e s s e d i n t h i s i n f o r m a l 
way way. They w i l l need t o l e a r n t h a t t h e r e a r e 
d i f f e r e n t ways o f a d d r e s s i n g p e o p l e who a r e known and 
p e o p l e who a r e not known. They w i l l need t o l e a r n 
t h a t d i f f e r e n t k i n d s o f l a n g u a g e a r e u s e e when i e : : r e r s 
a r e w r i t r e n t o p e o p l e who a r e nor known zo rr.ern. 

Thus, i f we l o o k c a r e f u l l y a t whar a c h i l d w r i t e s , i t 
i s n o t d i f f i c u l t t o p i c k o u t b o r h t h e s t r e n g t h s and 
w e a k n e s s e s i n t h e c h i l d ' s knowledge a b o u t a p a r t i c u l a r 
w r i t i n g s i t u a t i o n . 

How could a teacher encourage these children to e:<Lend 
their knowledge? 
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As we saw i n t h e i n t r o d u c t i o n , l i t e r a c y l e a r n i n g t a k e s 
p l a c e i n a m e a n i n g f u l c o n t e x t , and i t i s t h e 
r e s p o n s i b i l i t y o f t h e t e a c h e r t o be c e r t a i n t h a t t h e 
c h i l d h a s t h e o p p o r t u n i t y t o w r i t e i n t h e w i d e s t 
p o s s i b l e v a r i e t y o f l e t t e r w r i t i n g s i t u a t i o n s . B u t 
how c a n t e a c h e r s t e l l t h e d i f f e r e n c e between one l e t t e r 
w r i t i n g s i t u a t i o n and a n o t h e r ? How c o u l d t h e y e n s u r e 
t h a t t h e y a r e a c t u a l l y p r o v i d i n g o p p o r t u n i t i e s w h i c h 
would make demands upon, and e x t e n d c h i l d r e n ' s 
l i n g u i s t i c and c u l t u r a l knowledge? 

F o r t e a c h e r s , i t i s h e l p f u l t o draw on J o o s ' 
d e s c r i p t i o n o f d e g r e e s o f f o r m a l i t y and i n f o r m a l i t y i n 
l a n g u a g e . W i l k i n s o n ' s ( 1 9 7 1 ) summary p r o v i d e s t e a c h e r s 
w i t h a c l e a r framework of d i f f e r e n t w r i t i n g s i t u a t i o n s 
w i t h i n w h i c h c h i l d r e n need t o be competent- T h i s 
C h i l d r e n need, f o r example, t o w r i t e l e t t e r s w h i c h a r e : 

* Intimate: letters to close friends or relatives. 

* Casual: letters to friends or colleagues, people who 
are personally known, 

* Consultative: letters to people who the children may 
have met, but with whom they do not have regular 
contact. 

* F o r m a i ; l e t t e r s t o people who are not known to the 
children. 

* Frozen: letters of a literary nature. 

F o r t e a c h e r s i t i s h e l p f u l t o remember t h e v a r i e t y o f 
s i t u a t i o n s w h i c h may g i v e c h i l d r e n e x p e r i e n c e o f a 
p a r t i c u l a r c o m m u n i c a t i v e r o l e . I n t h e g e n e r a l 
e v e r y d a y work o f t h e c l a s s r o o m , i t i s i m p o r t a n t t o t r y 
t o i n c l u d e a c t i v i t i e s w h i c h w i l l e n c o u r a g e c h i l d r e n o 
f u r t h e r d e v e l o p t h e i r u n d e r s t a n d i n g o f t h e d i f f e r e n t 
c ommunication r o l e s . F o r example t a s k s deniar.iir.c an 
i n i t i a t o r might be: 

1 . I n v i t a t i o n s . 
2. G i v i n g D i r e c t i o n s . 
3. L e t t e r s r e q u e s t i n g h e l p o r i n f o r m a t i o n . 
4. D e s i g n i n g programmes. 
5. D e s i g n i n g Q u e s t i o n n a i r e s . 
6. D e s i g n i n g i n t e r v i e w s c h e d u l e s . 
7. G i v i n g i n s t r u c t i o n s . 
8. H o l d i n g a b a l l o t . 
9 . S t o r i e s . 
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10. Poems. 
11. P l a y s . 

A c t i v i t i e s r e q u i r i n g t h e w r i t e r t o t a k e on t h e r o l e o f 
r e s p o n d a n t a r e : 

1. G i v i n g e x p l a n a t i o n s . 
2. G i v i n g c o n f i r m a t i o n of e v e n r s . 
( R e c e i p t s , m e m o r a n d a , l e t t e r s e t c . ) 
3. F i l l i n g i n q u e s t i o n n a i r e s . 
4. R e p o r t i n g on i n t e r v i e w s . 
5 - G i v i n g w r i t t e n f e e d b a c k on any c l a s s r o o m 
a c t i v i t y . 
6 . L e t t e r s o f acknowledgement and t h a n k s . 

But i t i s i m p o r t a n t t h a t t h e s e a c t i v i t i e s a r i s e o u t o f 
a m e a n i n g f u l c o n t e x t . T h e r e a r e many i n t e r e s t i n g and 
o r i g i n a l o p p o r t u n i t i e s c r e a t e d by t e a c h e r s f o r r a i s i n g 
t h e s o c i a l and c u l t u r a l a w a r e n e s s o f young w r i t e r s . 
Some t e a c h e r s have f e l t t h a t t h i s i s a good o p p o r t u n i t y 
i n w h i c h t o i n v o l v e p a r e n t s , r e l a t i o n s and o t h e r 
i n t e r e s t e d a d u l t s i n c o m m u n i c a t i n g w i t h w r i t e r s , and 
t a k i n g on t h e d i f f e r e n t w r i t i n g r o l e s . 

One c l a s s I t a u g h t , had been l o o k i n g a t t h e r o l e of t h e 
e x t e n d e d f a m i l y i n d i f f e r e n t c u l t u r e s . The c l a s s had 
become v e r y much aware o f t h e p l i g h t o f o l d p e o p l e , 
t h e i r i s o l a t i o n , and, owing t o f a i l i n g f a c u l t i e s , t h e i r 
i n a b i l i t y t o p e r f o r m t a s k s r e q u i r i n g good v i s i o n o r 
h e a r i n g . The c l a s s d e c i d e d t o s e t up a t a l k i n g 
newspaper f o r o l d p e o p l e i n t h e community. T h i s 
r e q u i r e d a g r e a t d e a l o f w r i t i n g i n a newspaper f o r m a t . 

The a r t i c l e s , p u z z l e s and j o k e s t h e n had t o be r e c o r d e d 
r e a d y t o be s e n t o u t t o t h e l o c a l Age C o n c e r n group. 
Making a r r a n g e m e n t s f o r t h e t a p e s t o be d e l i v e r e d and 
h e a r d r e q u i r e d t h e w r i t i n g and a n s w e r i n g o f many 
l e t t e r s , and i n t h i s way t h e young w r i t e r s had a r e a l 
o p p o r t u n i t y t o communicate i n w r i r i r . c , w i t h r e a l 
p e o p l e , f o r a r e a l p u r p o s e . 

I n a n o t h e r s c h o o l , I saw a c o l l e c r i o n o f w r i t i n g 
c a l l e d : "A Day i n t h e l i f e of t h e p e o p l e a t o u r 
s c h o o l " . T h i s i n v o l v e d i n t e r v i e w i n g k i t c h e n s t a f f , 
c a r e t a k e r , d i n n e r l a d i e s , s e c r e t a r y , t e a c h e r s , head 
t e a c h e r , p u p i l s i n d i f f e r e n t c l a s s e s , and t h e l o l l i p o p 
l a d y . F i r s t of a l l t h e c h i l d r e n had t o d e s i g n 
q u e s t i o n s f o r i n t e r v i e w i n g . T h i s i n i t s e l f r e q u i r e d 
them t o t a k e on t h e r o l e of i n i r i a t c r . When t h e 
c h i l d r e n t h e m s e l v e s were i n t e r v i e w e d zhey took on t h e 
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r o l e o f r e s p o n d a n t . T h i s f r e q u e n t r o l e c h a n g i n g made 
d i f f e r e n t demands upon t h e c h i l d r e n ' s l i n g u i s t i c 
r e s o u r c e s . 

A n o t h e r v e r y s u c c e s s f u l t e a c h e r I saw, had been 
c a r r y i n g o u t a h i s t o r i c a l p r o j e c t on r e c e n t h i s t o r y 
w i t h a group o f t e n y e a r o l d s . She wanted t o have some 
p r i m a r y s o u r c e m a t e r i a l f o r t h e c h i l d r e n t o work on, s o 
a p l e a went o u t t o t h e p a r e n t s . W i t h i n a m a t t e r o f 
d a ys s h e had a p a r e n t s group w o r k i n g i n s c h o o l . At 
f i r s t t h e y t e n t a t i v e l y b r o u g h t i n p h o t o g r a p h s , c l o t h i n g 
and o b j e c t s from t h e i r own c h i l d h o o d . Some of t h e 
p a r e n t s a l s o w r o t e s h o r t p a s s a g e s d e s c r i b i n g t h e i r 
f e e l i n g s and e v e n t s i n t h e i r own c h i l d h o o d . As t i m e 
went on, i t was c l e a r t h a t t h e p a r e n t s were e n j o y i n g 
t h e m s e l v e s , and g e t t i n g a g r e a t d e a l o u t o f h e l p i n g 
w i t h . t h e i r c h i l d r e n ' s e d u c a t i o n . Some o f t h e p a r e n t s 
v o l u n t e e r e d t o g i v e t a l k s t o s m a l l g roups o f c h i l d r e n , 
and t h e y began s u g g e s t i n g how t h e m a t e r i a l s t h e y had 
b r o u g h t i n c o u l d be u s e d w i t h t h e c h i l d r e n . Soon t h e 
p r o j e c t e s c a l a t e d r i g h t t h r o u g h t h e s c h o o l , and t h e r e 
were p a r e n t s i n n e a r l y e v e r y c l a s s w r i t i n g f o r and w i t h 
t h e c h i l d r e n . 

A n o t h e r way o f e n c o u r a g i n g c h i l d r e n t o d e v e l o p t h e i r 
l i n g u i s t i c r e s o u r c e s i n t h e i n i t i a t o r and r e s p o n d a n t 
r o l e s i s t o l e t t h e c h i l d r e n make c o l l e c t i o n s o f 
p u z z l e s and c a r t o o n s , t o be u s e d a s a l i b r a r y book by 
o t h e r c h i l d r e n . The a c t u a l w r i t i n g o f t h e p u z z l e 
p u t s t h e w r i t e r i n t h e r o l e o f i n i t i a t o r . Once 
c h i l d r e n ' s work i s c o l l e c t e d i t c a n be u s e d a s an 
e x e r c i s e f o r l a y o u t , and d i s c u s s i n g t h e needs of t h e 
r e a d e r . When c h i l d r e n s o l v e t h e p u z z l e s and c a r t o o n s 
t h e y a r e b e i n g e n c o u r a g e d t o t a k e on t h e r o l e of t h e 
r e s D o n d a n t . 

W r i t i n g A c v e r t i s e m e n t s 

Whav do t h e children know a l r e a d y , and what do thev 
need to learn? 

D u r i n g t h e day on w h i c h t h e s e s e l f - i n i t i a t e d s a m p l e s 
were c o l l e c t e d s e v e r a l c h i l d r e n had w r i t t e n t h e i r own 
a d v e r t i s e m e n t s . C h a r l e s ' a d v e r r i s m e n t s t a t e s : J u^ant 
t o jbuy a teddy bear. At t h e age o f s i x C h a r l e s has a 
w e l l formed n o t i o n o f w r i t i n g s i t u a t i o n s . He knows 
r h a t he can u s e w r i t i n g t o communicate w i t h o t h e r 
p e o p l e , and he u n d e r s t a n d s how t o u s e w r i t i n g to g e t 
something done. C h a r l e s d e m o n s r r a t e s q u i t e c l e a r l y 
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t h a t he knows t h a t he must s t a t e c l e a r l y what he wants 
t o do, he must t e l l t h e p e r s o n r e a d i n g t h e a d v e r t i s m e n t 
who he i s , and he i n c l u d e s h i s t e l e p h o n e number so t h a t 
any r e s p o n d a n t s w i l l know where t o c o n t a c t him. He i s 
c l e a r l y h o p i ng f o r a p o s i t i v e r e s p o n s e . 

L i s a ' s and Zoe's a d v e r t i s e m e n t s a r e i n t e r e s t i n g , 
n e i t h e r o f t h e g i r l s h a s m a s t e r e d t h e c o n v e n t i o n s o f 
w r i t i n g an a d v e r t i s m e n t , b u t b o t h of them c l e a r l y 
u n d e r s t a n d what i s r e q u i r e d s o c i a l l y . L i s a a t t e m p t s an 
'f a t t h e b e g i n n i n g o f ' f o r ' , and an ' s ' a t t h e 
b e g i n n i n g o f ' s a l e ' . She knows t h a t t h e r e i s a 
s t a n d a r d way o f w r i t i n g h e r message, a l t h o u g h she 
c a n n o t y e t produce i t . The f o r m a t o f h e r message: 
'Tor sale: a crashed toy bus. 20p, And my number is 
259255. Lisa, ' i l l u s t r a t e s j u s t how much she has 
l e a r n t about t h e s o c i a l l y a p p r o p r i a t e way of c a r r y i n g 
o u t t h i s i n t e r a c t i o n . She s t a t e s t h e p u r p o s e of t h e 
w r i t i n g : 

For sale, t h e n s h e s t a t e s e x a c t message: a c r a s h e d t o y 
bus, f o l l o w e d by t h e p r i c e , h e r t e l e p h o n e number and 
h e r name. She c l e a r l y u n d e r s t a n d s a g r e a t d e a l about 
t h e k i n d o f i n f o r m a t i o n t h a t a r e a d e r of an 
a d v e r t i s m e n t n e e d s . 

T h e s e c h i l d r e n know a g r e a t d e a l a b o u t w r i t i n g 
a d v e r t i s m e n t s a l r e a d y , but what do t h e y s t i l l need t o 
l e a r n ? I f we l o o k a t an a d u l t v e r s i o n o f what t h e 
c h i l d r e n were d o i n g we c a n s e e how t h e c h i l d r e n ' s 
c u l t u r a l , l i n g u i s t i c and s o c i a l a w a r e n e s s d i f f e r s from 
t h a t of t h e i r a d u l t c o u n t e r p a r t s . 

CLOSING DOWN SHOE SALE 
- NOW ON -

H u r r y l t o s a v e on 
MEN'S - LADIES - CHILDREN'S 

UNREPEATABLE BARGAINS 
Many HALF- PRICE 

Handbags - Slippers - Wellinczons 
Trainers for all the Familv 

P E N N Y L O C K 

28, The A r c a d e , B e l g r o v e . T e l : 3 7 8 5 
Open: Mon-Fri 9-5 ( C l o s e d 1-2 l u n c h ) 
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We c a n s e e i m m e d i a t e l y t h a t t h e r e a r e s e v e r a l 
d i f f e r e n c e s . W h i l s t C h a r l e s , L i s a and Zoe s i m p l y 
announced t h a t t h e y wanted t o buy o r s e l l s omething, 
t h e a d u l t c o u n t e r p a r t i s f a r more s o p h i s t i c a t e d . The 
a d u l t who has w r i t t e n t h i s a d v e r t i s m e n t r e a l i s e s t h a t 
a d v e r t i s i n g i s n o t s i m p l y a m a t t e r o f making an 
announcement. I t i s a l s o a q u e s t i o n o f s t i m u l a t i n g 
t h e r e a d e r ' s i n t e r e s t , and p e r h a p s more i m p o r t a n t l y , 
p e r s u a d i n g him/her t h a t t h i s i s a w o r t h w h i l e r e a s o n f o r 
p a r t i n g w i t h h i s o r h e r money 1 

We c a n s e e t h i s g r e a t e r s o p h i s t i c a t i o n of t h e a d u l t 
w r i t e r ' s s o c i a l u n d e r s t a n d i n g r e f l e c t e d i n t h e language 
o f t h e a d v e r t i s m e n t . F o r example, t h i s w r i t e r had 
s e v e r a l d i f f e r e n t p u r p o s e s f o r w r i t i n g . One of t h e 
w r i t e r ' s p u r p o s e s i s t o r e p o r t t h e c l o s i n g down s a l e , 
b u t t h e w r i t e r i s a l s o t r y i n g t o p e r s u a d e t h e r e a d e r 
t h a t t h e r e would be b a r g a i n s i n t h e s a l e . F u r t h e r , he 
p r e s e n t s t h e r e a d e r w i t h an i n v i t a t i o n t o come a l o n g t o 
t h e s a l e . So he r e p o r t s , i n f o r m s , p e r s u a d e s and 
i n v i t e s s i m u l t a n e o u s l y . 

Here a g a i n , t h e c h i l d r e n ' s w r i t i n g makes p l a i n t h e 
s t r e n g t h s and w e a k n e s s e s i n t h e i r knowledge about t h i s 
p a r t i c u l a r w r i t i n g s i t u a t i o n , and t e a c h e r s must c o n c e r n 
t h e m s e l v e s w i t h s t r e n g t h e n i n g and e x t e n d i n g t h a t 
knowledge. T h e r e f o r e , f o r t e a c h e r s i t i s h e l p f u l t o 
know about speech acts. I n h i s work on s p e e c h a c t s 
A u s t i n ( 1 9 6 9 ) showed how any c o m m u n i c a t i o n may have 
s e v e r a l s i m u l t a n e o u s i n t e n t i o n s . F o r w r i t e r s t h e s e 
i n t e n t i o n s c a n be most s i m p l y d e s c r i b e d i n t h e form o f 
t h r e e q u e s t i o n s : 

1. What i s my purpose i n w r i t i n g ? 
2. What i n f o r m a t i o n do I need t o g i v e ray r e a d e r ? 
3. What e f f e c t am I t r y i n g t o a c h i e v e on my r e a d e r ? 

From t h e s e q u e s t i o n s we can d e v e l o p a more s p e c i f i c 
framework f o r t h i n k i n g a b o u t t h e s t r e n g t h s and 
w e a k n e s s e s of t h e w r i t i n g we a r e a s s e s s i n g . I n t h e 
c a s e of t h e c h i l d r e n whose w r i t i n g we have examined, we 
c a n b e g i n t o s e e e x a c t l y where a t e a c h e r might have 
e x t e n d e d t h e c h i l d r e n ' s e x i s t i n g knowledge, and what 
s/he might have had t o t e a c h thera. 

I f t h e t e a c h e r had t a l k e d t o C h a r l e s , L i s a and Zoe when 
t h e y were w r i t i n g t h e i r a d v e r t i s e m e n t s , t o e x p l o r e the 
purpose of the writing, the information needed and t h e 
effect upon the listener, t h e c h i l d r e n ' s d e e p e r s o c i a l 
and c u l t u r a l u n d e r s t a n d i n g would have made g r e a t e r 
demands upon t h e i r l i n g u i s t i c r e s o u r c e s . F o r example 
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t h e t e a c h e r may have had t o h e l p them t h i n k o f words 
f o r d e s c r i b i n g t h e t h i n g s t h e y were w i s h i n g t o s e l l i n 
a more a p p e a l i n g way. She may have e n c o u r a g e d them t o 
p r o v i d e more d e t a i l s and u s e more p e r s u a s i v e 
v o c a b u l a r y . S u p p o r t from t h e t e a c h e r a t t h i s p o i n t 
would have e x t e n d e d t h e c h i l d r e n ' s c u l t u r a l and 
l i n g u i s t i c knowledge, and t h e y may have produced even 
more c o n v i n c i n g a d v e r t i s e m e n t s . 

T h i s s o c i a l , c u l t u r a l and l i n g u i s t i c a p p r o a c h h e l p s 
t e a c h e r s t o s e e e x a c t l y where, and i n what ways t h e 
c h i l d r e n ' s a t t e m p t s a t w r i t t e n c o m m u n i c a t i o n may need 
h e l p . I t p r o v i d e s t e a c h e r s w i t h a framework f o r 
d r a w i n g upon and e x t e n d i n g t h e c h i l d r e n ' s c u l t u r a l and 
l i n g u i s t i c knowledge of t h e d i f f e r e n t w r i t i n g 
s i t u a t i o n s . I t w i l l h e l p t e a c h e r s t o e n s u r e t h a t 
c h i l d r e n a r e p r o v i d e d o p p o r t u n i t i e s t o w r i t e i n a wide 
v a r i e t y o f w r i t i n g s i t u a t i o n s . 

I t f u r t h e r e m p h a s i s e s t h e p o i n t t h a t t e a c h e r s need t o 
be v e r y s p e c i f i c when s e t t i n g w r i t i n g t a s k s f o r 
c h i l d r e n . T h i s k i n d o f a n a l y s i s makes h i g h l i g h t s t h e 
p o i n t , t h a t w r i t i n g t a s k s i n t h e c l a s s r o o m a r e made 
more d i f f i c u l t i f t h e w r i t e r does n o t f u l l y u n d e r s t a n d 
t h e s o c i a l s i t u a t i o n o f t h e w r i t i n g s/he i s about t o 
p e r f o r m . A t t h e v e r y l e a s t w r i t e r ' s need t o know: 

* F o r whom they are writing, 

* Why they are writing. 

* What kind of effect this writing is intended to have 
upon the person who reads it. 

The s o c i a l s i t u a t i o n i n w h i c h t h e w r i t i n g i s t a k i n g 
p l a c e i s c r i t i c a l t o t h e e f f e c t i v e n e s s o f t h e w r i t i n g . 

* W r i t i n g should be thought of in terms of a 
relationship between the reader and the writer. 

* Writing is a negotiation of meaning between the 
reader and the writer in a particular social situation. 

* Writers have to anticipate the needs of the reader in 
the process of negotiating meaning. 

As t h e s a m p l e s of t h e c h i l d r e n ' s a d v e r t i s e m e n t s 
i l l u s t r a t e , young w r i t e r s may need t o p a r t i c u l a r l y 
t h i n k a b o u t t h e e f f e c t t h a t t h e i r w r i t i n g w i l l have 
upon t h e i r r e a d e r . 

W r i t i n g az Key S t a g e Two/1 
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How could a teacher help these children to extend their 
knowledge. 

T e a c h e r s a r e v e r y s k i l f u l a t p r o v i d i n g o p p o r t u n i t i e s 
f o r c h i l d r e n t o a c q u i r e t h e s e i n s i g h t s i n t o w r i t i n g 
s i t u a t i o n s . A c l a s s o f e i g h t y e a r o l d s I saw, had 
been t h i n k i n g about s i g n s and s y m b o l s a s a means of 
f i n d i n g t h e i r way a b o u t . T h i s p r e s e n t e d a good 
o p p o r t u n i t y t o l a y a t r a i l a r o u n d t h e s c h o o l and i t s 
g r o u n d s . The c h i l d r e n t h e m s e l v e s d e c i d e d t h a t i t would 
be more i n t e r e s t i n g i f i t was a t r e a s u r e t r a i l . 

T h i s was an e x c e l l e n t o p p o r t u n i t y t o p r a c t i s e 
c o m m u n i c a t i n g w i t h a r e a d e r who was n o t p r e s e n t , but 
t h i s a r r a n g e m e n t had t h e a d v a n t a g e o f h a v i n g some 
d i r e c t f e e d b a c k a t t h e end, s o t h a t t h e w r i t e r s c o u l d 
s e e how s u c c e s s f u l t h e i r c o m m u n i c a t i o n " had been. I t 
was a l s o a good 'problem s o l v i n g ' a p p r o a c h t o 
c o m m u n i c a t i o n , w h i c h made t h e c h i l d r e n t h i n k about 
a l t e r n a t i v e s o l u t i o n s t o t h e problems t h e y were f a c e d 
w i t h . 

I saw a n o t h e r group o f e i g h t y e a r o l d s who had been 
l o o k i n g a t maps, and g i v i n g d i r e c t i o n s . They d e c i d e d 
t o w r i t e l e t t e r s i n code, i n v i t i n g t h e i r f r i e n d s t o 
meet them a t a s e c r e t v e n u e s on t h e maps t h e y had drawn 
o f t h e s c h o o l . The code was worked o u t by p e r f o r m i n g 
a d d i t i o n and s u b t r a c t i o n sums, w h i c h h e l p e d t h e i r maths 
• c o n s i d e r a b l y . The c h i l d r e c e i v i n g t h e l e t t e r had t o 
work o u t t h e code, and d e c i d e w h e t h e r he would meet t h e 
w r i t e r i n t h e s p e c i f i e d p l a c e . He t h e n had t o r e p l y 
i n code c o n f i r m i n g t h a t he would o r would n o t be a t 
t h e s p e c i f i e d p l a c e . 

Sometimes t h e work i n s c h o o l l e n d s i t s e l f t o p a r t i c u l a r 
forms of w r i t i n g . I once watched a s t u d e n t t a k e a 
c l a s s o f s e v e n y e a r o l d s f o r RE. I t was " C h i l d r e n i n 
Need Day", and many o f t h e c h i l d r e n had come t o s c h o o l 
w i t h ' r e d n o s e s ' . They were v e r y e x c i t e d and t h e 
s t u d e n t drew on t h e i r e x c i t e m e n t t o d i s c u s s d i f f e r e n t 
r e l a t i o n s h i p s , f o c u s i n g on what makes a k i n d , 
t h o u g h t f u l p e r s o n , a s opposed t o a s e l f i s h p e r s o n . 
A f t e r t h e d i s c u s s i o n some o f t h e c h i l d r e n s e t about 
making a. game f o r 'r e d nose day'. 

3, 

Summary 

From l o o k i n g a t o n l y two d i f f e r e n t w r i t i n g s i t u a t i o n s 

W r i t i n g a t Key S t a g e Two/1. 
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i t i s c l e a r t h a t by t h e t i m e c h i l d r e n a r e s i x , t h e y may 
a l r e a d y u n d e r s t a n d a g r e a t d e a l about how w r i t e r s h e l p 
r e a d e r s i n t h e s h a r e d p r o c e s s o f n e g o t i a t i n g meaning 
t h r o u g h w r i t i n g . 

* They understand that writing is a communication from 
themselves to another person, or several people, 

* They are aware that they have a personal identity in 
the interaction, and that they can take on different 
roles. 

* They are aware that writing can be used to 
communicate feelings and information, and that it can 
be used for getting things done. 

* They a r e a v a r e t h a t t h e r e a r e standard requirements 
for social actions such as writing a letter and 
producing an advertisment, although they may not yet 
be able to standardise their communication to adult 
conventions. 

* They are aware of some of the different purposes for 
writing, and the different uses of written language. 

* They are aware that different kinds of information 
may be important in different writing situations. 

From t h e s e e x a m p l e s o f c h i l d r e n ' s w r i t i n g we c a n s e e 
t h a t i t i s i m p o r t a n t t h a t c h i l d r e n have o p p o r t u n i t i e s 
t o w r i t e i n d i f f e r e n t w r i t i n g s i t u a t i o n s . The 
d i f f e r e n c e s i n w r i t i n g s i t u a t i o n s l i e i n : 

* The social and cultural context of the writing. 

* The relationship between a writer and his or her 
reader(s). 

* The purpose of the writing. 

* The information needed by the reader. 

* The effect that the writing is likely to have upon 
the reader. 

* The i n i t i a t o r and r e s p o n d a n t r o i e s a d o p t e d by the 
writer. 

W r i t i n g a t Key S t a g e Two/1 
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Chapter Two 

Meeting the Needs of the Reader 

The National Curriculum f o r English Attainment Targer 
three l e v e l two s t a t e s t h a t c h i l d r e n should be able t o : 
a;produce, independently, pieces of writing using 
complete sentences, some of them demarcated with 
capital letters and full stops or question marks, 

b) st2ructure sequences of real or imagined events 
coherently in chronological accounts. 

c) write stories showing an understanding of the 
rudiments of story structure by establishing an 
opening, characters, and one or more events. 

Examples: An account of a family occasion, a practical 
task in mathematics, or an adventure story. 
A story with an opening which suggests when or where 
the action takes place and which involves more than one 
character. (Page 12) 

What can the w r i t i n g of seven year olds t e l l us abou* 
the c h i l d r e n ' s growing knowledge of the needs and 
expectations of a reader? 

Hoping t o stimulaus rhe c h i l d r e n ' s c r e a r i v s 
imagination, the teacher had brought i n t o schcoi a 
ra i n c o a t which had supposedly been 'found' on the way 
to school. She had brought our of- the pockers of the 
ra i n c o a t some coloured t i s s u e s , some s h e l l s , and a 
piece of screwed up paper. I n an i n i t i a l d i scussion 
she prompted the c h i l d r e n t o t h i n k why the raincoaz was 
not w i t h i t s owner, and what the s i g n i f i c a n c e of tr.e 
contents of the pockets might have been, then she asked 
the c h i l d r e n t o w r i t e a s t o r y about i t . The 
c h i l d r e n ' s w r i t i n g has been d i v i d e d i n t o three croups 
f o r ease of di s c u s s i o n . 

W r i t i n g at Key Stage Two/2. 



33 

Group 1: Emergent discourse structure, 

E l i s e wrote: 
the r a i n c o a t had got shells in too and the raincoat had 
tissues in the pokets and the raincoat is yellow and 
the raincoat has splits 

C l e a r l y E l i s e has l i s t e n e d c a r e f u l l y t o the teacher's 
preparatory d i s c u s s i o n , and she i s able t o reproduce 
some of the f a c t s f o r a reader. Beyond t h i s we can 
see t h a t she has some d i f f i c u l t i e s . For example, 
there are no c a p i t a l l e t t e r s or f u l l stops, and there 
i s a m i s s p e l l i n g . . However, these are o n l y s u p e r f i c i a l 
comments. I f E l i s e had been able t o s p e l l 'pockets' 
c o r r e c t l y , and even i f she had punctuated her work 
c o r r e c t l y , t h e r e are s t i l l some serious d i f f i c u l t i e s i n 
her w r i t i n g . I n order t o be able t o understand 
E l i s e ' s d i f f i c u l t i e s we need t o be able t o understand 
what her w r i t i n g i s t e l l i n g us about her s t a t e of 
s o c i a l awareness. 
E l i s e has severa l problems, but perhaps the most 
obvious i s the lack of any k i n d of d i r e c t i o n i n her 
w r i t i n g . The ideas are not very w e l l organised, and 
f o r t h i s reason i t i s d i f f i c u l t f o r a reader t o work 
out e x a c t l y what she i s t r y i n g t o do, and wha* kind of 
e f f e c t she was t r y i n g t o achieve. Her w r i t i n g does 
not seem t o have a d e f i n i t e beginning or end. There 
i s no recognisable s t r u c t u r e which the reader can i a t c h 
into. I n terms of the r e l a t i o n s h i p between the reader 
and the w r i t e r , the reader i s l e f t not knowing q u i t e 
'where s/he is up to.' 
Christopher decided t h a t the r a i n c o a t belonged t o a 
'queen^s soldier'. His o l d e r b r o t h e r had j u s t j o i n e d 
the army, and 'queen's s o l d i e r s ' were a pernanenz 
fea t u r e of h i s work at t h i s time. I n acdiwicn he had 
been out f o r a p i c n i c w i t h h i s grar.cparenrs ar z'r.e 
weekend, and had g r e a r l y enjoyed i~. Cnriszcchsr 
experienced d i f f i c u l t i e s i n c o n c e n t r a r i n g and d i d no-
f i n d w r i t t e n work easy. Wirh a crea- deal cf help and 
encouragement he wrote: 

Once there was a queen's soldier. He went to a 
picnic. He eat cook. f a t e cake) ne had ja.7i cares. 
He eat sausages. It was a good picnic. 

In s p i t e of h i s obvious d i f f i c u l t i e s Chris"ocr.er' s 

W r i t i n g a t Key Stage Two/2. 
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w r i t i n g i l l u s t r a t e s t h a t he knew a considerable amount 
about s t o r y w r i t i n g . His s t o r y has a d e f i n i t e 
beginning, and uses the a p p r o p r i a t e s t o r y language 
'O/ice there was'. I n terms of the r e a d e r / w r i t e r 
r e l a t i o n s h i p , Christopher c l e a r l y understood more about 
s t o r y t e l l i n g and the needs of h i s reader than E l i s e . 
I n Christopher's w r i t i n g we see something of a 
developing discourse s t r u c t u r e . According t o the 
work of Hoey (1979), we might have expected t o see a 
discourse s t r u c t u r e o f : s i t u a t i o n , projbJem, s o l u t i o n , 
e v a l u a t i o n . Christopher has in c l u d e d a s u b s t a n t i a l 
and recognisable part, of t h i s s t r u c t u r e i n h i s s t o r y . 
There i s a c l e a r s i t u a t i o n a t the beginning: 
Once th e r e û as a gueen's s o l d i e r . He went to a 
p i c n i c . He eat cook, (ate cake) He had jam tarts. 
He eat sausages. 
and a t the end an e v a l u a t i o n : 
J t was a good picnic, 
Michael's s t o r y , although i t seems t o c o n t a i n more than 
Christopher's, lacks some of Christopher's 
understanding. Notice h i s use of I throughout the 
s t o r y , w i t h o u t g i v i n g the reader any i n d i c a t i o n 
about the importance of t h i s person. 
I n Michael's w r i t i n g t h e r e are some d e t a i l s about the 
r a i n c o a t and the t i s s u e s i n the pocket, but they leave 
the reader wondering: What kind of bag? What raincoat? 
Whose bag or raincoat? This i s something we s h a l l 
r e t u r n t o i n Chapter Four. 
Further, we can see'that Michael d i d not understand the 
need f o r a s t r u c t u r e i n h i s discourse. He presents 
only a s i t u a t i o n , w i t h o u t any problem, s o l u t i o n or 
e v a l u a t i o n . I n terms of a r e a d e r / w r i t e r r e l a t i o n s h i p , 
t h i s w r i t i n g i s less e f f e c t i v e than Christopher's 
w r i t i n g , because i t presents so many d i f f i c u l r i e s f o r 
the reader. The reader i s unsure of the purpose of 
the w r i t i n g , and t h e r e f o r e unsure about what kin d of 
a c t i o n i s r e q u i r e d . I t i s very d i f f i c u l t f o r the 
reader t o understand 'where this writing is going.' 

Group 2: Established discourse structure, 

Roberta's w r i t i n g demonstrates a c l e a r e r understanding 
of the needs of the reader. Her s t o r y has a d e f i n i t e 

W r i t i n g a t Key Stage Two/2. 
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38 

The mystery o-f tKe 

S o m e b OLSS 9 f ^ ^ ^ e r T 1^"^ ' 1 ^ ^ / '' 

(^oWrick's i^rvivao^- {7) 



39 

beginning, and she uses c o n v e n t i o n a l s t o r y language t o 
s i g n a l t h i s beginning. She introduces t h e ' r a i n c o a t 
and f u r t h e r t e l l s the reader t h a t ' J t was l y i n g i n 
somebody's garden'. As w i t h the other w r i t e r s we can 
see Roberta's emerging awareness o f the s t r u c t u r e of 
the discourse. Her w r i t i n g c o n s i s t s mainly of a 
s i t u a t i o n , and i s concluded w i t h an e v a l u a t i o n : 
And i t ended up being a very useful raincoat. 
Sometimes when we look a t c h i l d r e n ' s w r i t i n g , i t i s 
tempting t o t h i n k t h a t because a c h i l d has perhaps not 
w r i t t e n a gre a t deal, t h i s i s because the c h i l d " does 
not l i k e w r i t i n g , or i s not very c o n f i d e n t about 
w r i t i n g , or perhaps i s not able t o w r i t e very w e l l . 
However, i n the case of Toby's w r i t i n g , t h i s would 
c e r t a i n l y be a mistaken assumption. Toby was a very 
able c h i l d , who was e a s i l y d i s t r a c t e d , but whose sense 
of humour was sharp and w i t t y . He never missed an 
o p p o r t u n i t y t o make humorous comments. Although he 
has not w r i t t e n very much, what he has w r i t t e n 
i l l u s t r a t e s t h a t he i s an able w r i t e r . 
He makes the purpose f o r h i s w r i t i n g c l e a r i n the 
opening phrase 'Once upon a time', and he continues 
using s t o r y language 'there was a coat all alone. . .' 
Already and q u i t e s k i l f u l l y he i s moving the discourse 
s t r u c t u r e from a s i t u a t i o n t o a problem, because the 
reader already suspects t h a t the reference t o the coaz 
being ' a i i alone' i s going t o be important t o the 
s t o r y . He confirms the reader's s u s p i c i o n w i t h : 
He had no little boy to look after him or to wear him. 

Toby's w r i t i n g e x p l o i t s the readers expectations i n an 
o r i g i n a l way. I t i s q u i t e o r d i n a r y t o t a l k abour 
l i t t l e boys who do not have a coat t o wear, but i t i s 
very o r i g i n a l t o create personhood and character f o r a 
r a i n c o a t who does not have a l i t t l e boy t o wear him. 
Toby introduces the d e t a i l s and characrers c a r e f u l l y . 
His discourse s t r u c t u r e achieves what none cf z'r.e orher 
w r i t e r s have so f a r achieved, i n t h a t he creates a very 
p l a u s i b l e s i t u a t i o n and a very unusual problem. The 
w r i t i n g i s c l e a r l y u n f i n i s h e d . Toby had found other 
matters of i n t e r e s t t o d i s t r a c t him before he could 
conclude h i s w r i t i n g w i t h a s o l u t i o n and an eva l - j a t i o n , 
but he was q u i t e capable of f i n i s h i n g the s t r u c t u r e i n 
the conventional manner. 

W r i t i n g a t Key Stage Two/2 
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Group 3: Extended discourse structure, 
Anthony's w r i t i n g about the mystery of the pot 
demonstrates a c l e a r grasp of t h e r e a d e r / w r i t e r 
r e l a t i o n s h i p . Notice how he c a r e f u l l y introduces 
d e t a i l s only when the reader r e q u i r e s them, and only 
d e t a i l s t h a t the reader w i l l need t o make sense of the 
s t o r y . 

Anthony creates a c a r e f u l and l o g i c a l time sequence so 
t h a t one event i n the s t o r y f o l l o w s the next i n a 
l o g i c a l manner. He uses h i s knowledge of s t o r y 
language and s t o r y s t r u c t u r e t o c r e a t e an impressive 
e f f e c t on h i s reader. We can e a s i l y p i c k out h i s 
intended discourse s t r u c t u r e : 

S i t u a t i o n : 
One day David found a pot, , . 
Problem: 
When David got home he looked very well and he saw some 
writing . . . 

S o l u t i o n : 
And he s a i d them out allowed, . . 
Evaluation: 
David was very pleased , . , 

With one or two minor adjustments, t h i s s t o r y could 
e a s i l y have been w r i t t e n by a much o l d e r and 
experienced w r i t e r , 
Marcus c a r e f u l l y introduces the r e l e v a n t d e t a i l s as the 
reader needs them. He also has a complete discourse 
s t r u c t u r e which we can see i n : 
S i t u a t i o n : 
One day I was digging in the garden, . . 

Problem 1: 
then my mummy told me to come in for lunch. . . 

S o i u t i o n 1: 
I asked my mum if I could go outside and she said yes. 

W r i t i n g ar Key Stage Two/2. 
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At t h i s p o i n t we see Marcus d i v e r t from the expected 
e v a l u a t i o n , t o create a second problem: 

Problem 2: 
J t s t a r t e d t o rain . . 

S o l u t i o n 2: 
J picked up the box and raced into the garage, , . 

Projbiem 3: 
I waited in there until the rain stopped, . . 

S o l u t i o n 3 

I had to open the box in the garage . , . 

Evaluation: 
when I opened the box I found out that there was gold 
in there, . . 

Analysing the s t o r y i n t h i s way we can see how w e l l 
Marcus not only understands the needs of h i s reader, 
but also knows how t o achieve p a r t i c u l a r e f f e c t s i n the 
shared n e g o t i a t i o n of meaning w i t h h i s reader. He 
knows very w e l l how t o manipulate the expectations of 
the reader. He has used the s t r u c t u r e of the 
discourse here t o create suspense by not immediately 
s a t i s f y i n g the reader's c u r i o s i t y t o know what was i n 
the box. This example i l l u s t r a t e s j u s t how much some 
c h i l d r e n have l e a r n t about the r e l a t i o n s h i p between the 
reader and the w r i t e r a t the age of seven. They not 
only understand how t o manipulate the s o c i a l 
e xpectations, but are aware of the c u l t u r a l and 
l i n g u i s t i c convenricns f o r achieving p a r t i c u l a r e f f e c r s 
i n the r e l a t i o n s h i p between the reader and the w r i t e r . 

These samples of w r i t i n g i l l u s t r a t e how a t the very 
young age of seven c h i l d r e n ' s s o c i a l , c u l t u r a l and 
l i n g u i s t i c knowledge v a r i e s enormously. I f there were 
space w i t h i n t h i s chapter we couid also look a t 
examples of c h i l d r e n of e i g h t , nine and ten years o l d 
who s t i l l have, and have not, taken the needs of t h e i r 
reader's i n t o account. 

W r i t i n g a t Key Stage Two/2 
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2. 

What does the discourse s t r u c t u r e do? 
Before we can answer t h i s q u e s t i o n , i t i s important t o 
be c l e a r about what t h e discourse s t r u c t u r e i s , and t h e 
p a r t i t plays i n t h e r e l a t i o n s h i p between the reader 
and t h e w r i t e r . Perhaps one of the most important 
p o i n t s i s t h a t d i s course s t r u c t u r e i s not found o n l y i n 
c h i l d r e n ' s s t o r i e s . I t occurs i n most a d u l t w r i t i n g 
s i t u a t i o n s such as l e t t e r w r i t i n g : 

Q O I N a ON THE PILL 
/ am s/xtet/1 and would like to have details 
about going on the PHI. CouJd you tell 
mo what I have to do ? ANNE 

Consull eithftf ywt fanuly doaor or your 
local (amily p(anrMng clinic, eittief of 
whom will b« cb(« to adviaa you. 

You are right to have thought seriouriy 
about cho risk of pregnartcy, but hav« you 
thought aqualty Mooujly about ih« wisdom 
oi pra-marital sexual Mtercourse? Please 
don't just assume this is an aJmon auto-
mauc part of a romance. 

I n i t i a t o r : 
S i t u a t i o n 
Problem; 

I am s i x t e e n 
Could you t e l l me what I have t o do 

J?espondant: 
S o l u t i o n ; 
£vaJuation; 

Consult your d o c t o r 
You are r i g h t . . 

I n t h i s example t h e i n i t i a t o r of the correspondence 
produced a s i t u a t i o n and 
respondant i n no doubt about 
C o r r e c t l y a n t i c i p a t i n g the 
produced a s o l u t i o n and 
discourse s t r u c t u r e helped 

a problem, l e a v i n g the 
the a n t i c i p a t e d response. 
response t h e respondant 

e v a l u a t i o n . So the 
the respondant t o know how 

s/he was t o respond t o the s i t u a t i o n . 
I n the r e t u r n of thanks (below) we see how t h e 
s i t u a t i o n , problem and s o l u t i o n have already occurred 
and t h i s n o t i c e i n the newspaper i s an e v a l u a t i o n . 

W r i t i n g a t Key Stage Two/2 
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P A N K H U R S T . Mis . 
Rosemarv PankJu^st and' 
lamiiy wish to express ther 
sirxxfe thanks for jtv lei-
cers. cards and extmsskx^s 
of sympiTtrTy recerved duing 
their sad toss. To evcrvone 
who helped Ron in itvw own 
special way. to al wr« ai-
ter^ed the hr^ersi servce 
and sem flowere. A special 
thanks to the duty doctor. . 

The u n d e r l y i n g p a t t e r n o f s i t u a t i o n , prohlem, s o l u t i o n , 
and e v a l u a t i o n helps the reader here t o understand the 
purpose o f the r e t u r n of thanks, and t o understand t h a t 
no f u r t h e r a c t i o n i s r e g u i r e d . 
F i n a l l y , we see the same u n d e r l y i n g p a t t e r n i n t h i s 
n o t i c e i n a d e n t i s t ' s w a i t i n g room: 

NOTICE nsl A DENTIST'S WAITINGROOM. 

If you are a new paiieni we would like to lake this opportunity of welcoming 
you to this practice. It is our practice philosophy to promote dental health at 
all times. Therefore we recommend regular check-ups. These will also 
help lo keep down the cost of your treatment. Some people feel a deep-
sealed anxiety about dentistry. We understand. Please discuss your fears 
with us and we will do everything we can to help. 

S i t u a t i o n ; I f you are a new p a t i e n t . . . 
Problem; Some people f e e l a deep-seated a n x i e t y 
about d e n t i s t r y . . . 
S o l u t i o n ; Please discuss your f e a r s w i t h us. 
f V a l u a t i o n ; We w i l l do e v e r y t h i n g we can t o help. 
Here the discourse s t r u c t u r e i s complete, and the 
reader can t h e r e f o r e be c e r t a i n t h a t t h i s n o t i c e i s f o r 
i n f o r m a t i o n purposes and t h a t no f u r t h e r a c r i o n i s 
r e q u i r e d . The complete d i s c o u r s e s t r u c t u r e here helps 
the reader t o understand t h a t t h e purpose of t h i s 
n o t i c e i s 'for information' T h e r e f o r e , the discourse 
s t r u c t u r e : 

* helps the reader to understand where s/he is up to' 
in the communication 

* helps the reader understand the purpose of the 

W r i t i n g a t Key Stage Two/2. 
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cojTiiTiu n i ca t i 0/3 
and 
* i t s e t s up expectations about the ̂ i n d of action (or 
otherwise) that might be required. 

The c h i l d r e n ' s s t o r i e s a t the beginning o f t h i s chapter 
show how the discourse s t r u c t u r e begins t o emerge a t a 
very e a r l y stage i n the process o f l e a r n i n g t o 
ne g o t i a t e meaning i n w r i t i n g s i t u a t i o n s . I t i s 
c l e a r l y an important p a r t of the process o f n e g o t i a t i n g 
meaning between the reader and the w r i t e r . 

3. 

How can teachers help c h i l d r e n t o extend t h e i r 
knowledge of the discourse s t r u c t u r e i n w r i t i n g 
s i t u a t i o n s ? 
The discourse s t r u c t u r e i s very i m p o r t a n t , but what 
k i n d of w r i t i n g s i t u a t i o n s would encourage c h i l d r e n t o 
develop a discourse s t r u c t u r e i n t h e i r w r i t i n g ? This 
may seem a d i f f i c u l t q u estion, but i t i s made much 
easier by the f a c t t h a t c h i l d r e n already have an 
i n t u i t i v e understanding of discourse s r r u c t u r e , because 
they use i t i n t h e i r speech- This i n t u i t i v e 
knowledge i s something which teachers can draw upon. 
Any a c t i v i t y which i s very close t o speech w i l l draw 
upon the c h i l d r e n ' s l i n g u i s t i c knowledge of discourse. 
For example, s c r i p t i n g a play can be a very u s e f u l 

w r i t i n g s i t u a t i o n f o r developing and extending t h i s 
knowledge. 
I n D e l i a and C l a i r e ' s s e l f - i n i t i a t e d p l a y we can see 
the s t a t e of t h e i r knowledge about the discourse 
s t r u c t u r e a n t i c i p a t e d by the reader: 
Situation: H e l l o C l a i r e , Hello Delia 
Problem: How are you 
Solution: 1 am f i n e . 
Evaluation: Thank you. 
Situation: 1 know what 
Problem; Let's f r i g h t e n Mike Reson and our teacher 
Miss Grise and Mrs. L 
Solution: Yes 
Evaluation: We w i l l 

W r i t i n g az Key Stage Two/2 
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Situation: We w i l l meet t o n i g h t 
Problem: What time 
S o l u t i o n ; 10 O'clock 
E v a l u a t i o n ; So they d i d 

Any w r i t i n g s i t u a t i o n which draws h e a v i l y on the 
c h i l d r e n ' s knowledge of n e g o t i a t i n g meaning with a 
l i s t e n e r i n speech i s l i k e l y to encourage the 
development of a d i s c o u r s e s t r u c t u r e i n w r i t i n g . The 
kinds of a c t i v i t i e s t h e r e f o r e might i n c l u d e : 

1 . S c r i p t e d p l a y s 
2. Reports of i n t e r v i e w s 
3. Q u e s t i o n n a i r e s 
4. Surveys 

However, i t i s important t h a t the t a s k s s e t by t e a c h e r s 
do not simply make demands upon the c h i l d r e n ' s 
l i n g u i s t i c r e s o u r c e s to produce a d i s c o u r s e s t r u c t u r e . 
T h i s would c r e a t e r e p e t i t i v e s i t u a t i o n s i n which 
c h i l d r e n would not have an opportunity to extend t h e i r 
knowledge of d i s c o u r s e s t r u c t u r e i n w r i t i n g . Teachers 
need to be able t o provide c h i l d r e n with a wide v a r i e t y 
of o p p o r t u n i t i e s t o be c e r t a i n t h a t e x i s t i n g knowledge 
i s developed and extended. But what kind of 
o p p o r t u n i t i e s would produce the v a r i e t y t h a t c h i l d r e n 
need? 

For t e a c h e r s i t i s important to be conscious t h a t 
c h i l d r e n need to be able to produce d i f f e r e n t p a r t s of 
the p a t t e r n . C h i l d r e n need o p p o r t u n i t i e s to produce 
simply a s i t u a t i o n , or a s i t u a t i o n and a proJblem, or a 
s o l u t i o n and e v a l u a t i o n . T h i s w i l l extend t h e i r 
knowledge of the d i f f e r e n t purposes f o r w r i t i n g i n 
d i f f e r e n t w r i t i n g s i t u a t i o n s , and t h e i r knowledge of 
the kind of e x p e c t a t i o n s t h e i r w r i t i n g i s s e t t i n g up i n 
a reader. 

One group of c h i l d r e n were p u t t i n g on an evening 
entertainment f o r t h e i r p a r e n t s . The p r e p a r a t i o n 
included w r i t i n g i n v i t a t i o n s , making t i c k e t s and a 
programme. I n terms of the d i s c o u r s e s t r u c t u r e each 
of these d i f f e r e n t w r i t i n g s i t u a t i o n s had provided 
o p p o r t u n i t i e s f o r the c h i l d r e n to produce d i f f e r e n t 
p a r t s of the d i s c o u r s e . The d i f f e r e n t w r i t i n g 
purposes s e t up d i f f e r e n t e x p e c t a t i o n s about the kind 
of a c t i o n r e q u i r e d by the reader. The w r i t i n g of the 
i n v i t a t i o n r e q u i r e d the reader to accept or r e j e c t the 
i n v i t a t i o n . The purchase of a t i c k e t committed the 
reader to a t t e n d i n g the performance, but the programme 
was ' f o r information purposes only^. At l e a s t i t 
would have been, had i t not been for the i n s p i r a t i o n of 
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a very c r e a t i v e teacher who encouraged the c h i l d r e n to 
present t h e i r f i s c a l accounts as a p a r t of the 
programme. 

Here the c h i l d r e n had produced the s i t u a t i o n , problems 
and s o l u t i o n s , and had presented t h e i r accounts f o r 
e v a l u a t i o n . T h i s was perhaps the most i n n o v a t i v e 
aspect of the w r i t i n g s i t u a t i o n , because the 
p r e s e n t a t i o n of the accounts i n the programme for the 
rea d e r ' s e v a l u a t i o n , now s e t up exp e c t a t i o n s f o r a c t i o n 
on the p a r t of the reader. 

I n another school I saw some c h i l d r e n c a r r y i n g out a 
w r i t i n g survey. These c h i l d r e n were nine y e a r s o l d , 
but surveys are a very u s e f u l w r i t i n g s i t u a t i o n f o r a l l 
c h i l d r e n a t Key stage two. F i r s t l y the c h i l d r e n had 
to decide on the s i t u a t i o n , and they decided t o s e t up 
a survey about w r i t i n g . Another group decided on a 
survey about school uniform. 

The c h i l d r e n then had to s e t up the problem, t h a t i s , 
they had to d e v i s e the que s t i o n s f o r t h e i r 
q u e s t i o n n a i r e . A f t e r t h i s each group asked members 
of other groups to f i l l i n the q u e s t i o n n a i r e . Faced 
with a s i t u a t i o n and problem, the c h i l d r e n now had to 
be the 'reader' and produce some s o l u t i o n s , or answers 
to the q u e s t i o n s . Some of the ques t i o n s were q u i t e 
hard, and some of the c h i l d r e n complained t h a t they 
could not read the handwritten q u e s t i o n s . T h i s 
provided immediate feedback f o r the w r i t e r about the 
e f f e c t of the w r i t i n g on the reader. T h i s i s an 
important point, because i t underscores the importance 
of d e t a i l e d feedback f o r w r i t e r s . 

* When learning to think about writing as a 
relationship between the reader and the writer, 
feedback about the effects of the writing upon the 
reader is essential, 

When a l l of the w r i t i n g q u e s t i o n n a i r e ' s were completed, 
and had been d i s c u s s e d with those who wrote them, the 
r e s u l t s were c o l l a t e d . Then each group produced a w a l l 
c h a r t , p r e s e n t i n g the c o n c l u s i o n s of t h e i r survey f o r 
the r e s t of the c l a s s , or any p a s s i n g reader to 
e v a l u a t e . 

From the samples of w r i t i n g by seven year olds we have 
seen how i n any kind of spoken or w r i t t e n communication 
there i s an underlying communicative s t r u c t u r e which i s 
a n t i c i p a t e d by a l l of the p a r t i c i p a n t s . T h i s i s the 
d i s c o u r s e s t r u c t u r e . The d i s c o u r s e s t r u c t u r e helps 
the p a r t i c i p a n t s t o understand the purpose of the 
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G, Ulhot tb you Utc oiiotd: lorltingl \ ilvji. w>tUi\^ îCouuS^e ^ Coja 
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communication, and s e t s up e x p e c t a t i o n s about the kind 
of a c t i o n t h a t may be r e q u i r e d . 

The d i s c o u r s e s t r u c t u r e i s p a r t i c u l a r l y important i n a 
w r i t i n g s i t u a t i o n , where the reader and the w r i t e r are 
not both present a t the same time. I n a w r i t i n g 
s i t u a t i o n the w r i t e r can help the reader to understand 
the purpose of the w r i t i n g by s e t t i n g out the d i s c o u r s e 
s t r u c t u r e c l e a r l y . I n order t o l e a r n how s u c c e s s f u l 
the d i s c o u r s e s t r u c t u r e has been, w r i t e r s need feedback 
about the e f f e c t of t h e i r w r i t i n g on the reader. For 
te a c h e r s , who f r e q u e n t l y a r e 'the r e a d e r ' i t i s 
important to remeraJDer t h a t the feedback given to a 
w r i t e r needs to i n c l u d e : 

* J / i format ion ajbout how clear the purpose of the 
writing is 

* J/ i forinat ion ajbout the clarity of expectations the 
writing set up in the reader 

and where c h i l d r e n are only j u s t beginning to in c l u d e a 
di s c o u r s e s t r u c t u r e i n t h e i r w r i t i n g : 

* Encouragement, by careful questioning and prompting: 

Why did you write this? 
What effect did you want to have on your reader? 
What did you want your reader to do? 

I t i s a l s o important t h a t c h i l d r e n have o p p o r t u n i t i e s 
to w r i t e i n s i t u a t i o n s which r e q u i r e a v a r i e t y of 
combinations of the b a s i c d i s c o u r s e s t r u c t u r e . That 
i s : ' 

* Opportunities to write in situations with any 
combination of: Situation^ Problem, Solution and 
Evaluation, 

Writing a t Key Stage Two/2. 
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Chapter Three 

Helpinc the Reader 

The National Curriculum Attainment t a r g e t t h r e e l e v e l 4 
s t a t e s t h a t p u p i l s should: 

* produce independently, pieces of writing showing 
evidence of a developing ability to structure what is 
written in ways that make the meaning clear to the 
reader; demonstrate in their writing generally accurate 
use of sentence punctuation. 

* Begin to use structures of written Standard English 
and begin to use some sentence structures different 
from those of speech. 

As c h i l d r e n grow and l e a r n during t h e i r primary y e a r s , 
how capable are they of c a r r y i n g out these requirements 
i n the National Curriculum. I f we look a t the 
f o l l o w i n g samples of w r i t i n g of c h i l d r e n a t e i g h t y e a r s 
ol d , what kinds of t h i n g s have they l e a r n t ? 

Context of the writing 

These samples were taken from a complete group of e i g h r 
year old c h i l d r e n who were r e p o r t i n g on a school t r i p 
to the beach. On the t r a i n the t e a c h e r had 
encouraged the c h i l d r e n to count the t u n n e l s and 
bridges under which the t r a i n passed. For ease the 
samples are grouped according t o how much they can t e l l 
us about the c h i l d r e n ' s s t a t e of s o c i a l , c u l t u r a l and 
l i n g u i s u i c awareness. 

Group 1: Emergent chronological sequences. 

The f i r s t group of samples c o n t a i n s the w r i t i n g of 
A l i s o n and Jonathan. From t h e i r w r i t i n g we can see 
t h a t the e a r l y use of the word 'you' which we saw i n 
the l e t t e r s of the s i x year o l d s has noc yez 
disappeared. A l i s o n w r i r e s : 

yesterdav we went to the docks. . . . 
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She does not attempt to e x p l a i n f o r her reader who 've' 
a r e and which docks were v i s i t e d - There i s very 
l i t t l e of the a n t i c i p a t e d s t r u c t u r e i n t h i s w r i t i n g , 
but one i n t e r e s t i n g development may have taken p l a c e . 
The w r i t i n g begins: 

Yesterday . . . 

Here we are p o s s i b l y s e e i n g the f i r s t i n d i c a t i o n s of an 
emerging c h r o n o l o g i c a l sequence. The c h r o n o l o g i c a l 
sequence simply t e l l s the reader ' t h i s happened first, 
then that, and in the end, . I t i s a way of 
h e l p i n g the reader 'know where he is up to ' i n the 
communication. At t h i s stage we cannot be c e r t a i n 
t h a t A l i s o n used t h i s word d e l i b e r a t e l y , or whether i t 
occurred n a t u r a l l y i n her speech, and was then 
t r a n s f e r r e d to the w r i t i n g -

S i m i l a r l y with the sample of Jonathan's w r i t i n g . He 
w r i t e s : 

We went to Exmouth on the train . • . 

Again he uses 've' without attempting to e x p l a i n who 
've' a r e , but h i s opening words suggest t h a t he i s 
beginning t o understand t h a t h i s r e a d e r may need some 
kind of p r e l i m i n a r y e x p l a n a t i o n about t h i s w r i t i n g . 

As w r i t i n g becomes more complex and s o p h i s t i c a t e d the 
w r i t e r needs to help the reader to understand why the 
w r i t i n g i s being produced, and how the main ideas are 
organised- Jonathan attempts a t the beginning of h i s 
w r i t i n g t o do t h i s . We cannot t e l l . w h e t h e r t h i s was 
i n t e n t i o n a l or u n i n t e n t i o n a l , because t h e r e are no 
other attempts i n Jonathan's w r i t i n g to help the reader 
to understand how the main ideas a r e organised- So a t 
t h i s point we can only suggest i n a very s p e c u l a t i v e 
manner t h a t Jonathan's opening phrase may p o s s i b l y be 
construed as an emerging c h r o n o l o g i c a l sequence. 

Group2: Established chronological sequence. 

The second group of samples c o n t a i n s c l e a r e r evidence 
of a c h r o n o l o g i c a l sequence. For example E l a i n e 
w r i t e s : 

yesterday we went on a trip . . . 

E l a i n e s t i l l has not f u l l y r e a l i s e d t h a t the reader 
w i l l need to know who 'we' a r e , but her opening words 

Writing a t Key Stage Two 



W V t / e ^ ^ t " ^ ^ ^ w S o m e 
pub 

w e n 

S c . 

S y i s end 
on J 

w 

hubs c 

s o 

3 d w 

S a w So e. 

w e t 

rv-1 LA a 

Sc*, v v 

l a d y 

vA / a S 

/ our 

u a n cl 

c o 0 1*̂  S 

1.^ 

She WaS 

voU InaNebo l o o k ^ 
' hn I P r \ n .̂ 1 11 

i 

o 



6i 

r ^4- \ n l i & o o (Ti?) 

v v 

.^a.ac.^ o f 
0 J i J - , 

(-'\n^.cf :c\ ccA S t ' c - l i 



62 

suggest t h a t she i s beginning to r e a l i s e t h a t the 
reader may need some help to understand her w r i t i n g . 
A f t e r the i n i t i a l b u r s t of i d e a s , she i n d i c a t e s a 
s t r u c t u r e to the reader i n : 

and then we stopped . . . 

then f o l l o w s the next group of i d e a s . 

S i m i l a r l y i n C h r i s t i n e ' s w r i t i n g we see the opening 
c h r o n o l o g i c a l sequence: 

On Tuesday we walked to St,James^ Park. - . 

followed by: 

First we went in a really long dark tunnel . . . 

Concluding w i t h : 

then we were at Exmouth. 

Here we see a f i r s t r e a l i n t e n t to g i v e the reader some 
idea of the chronology of t h e day. 

We see t h i s again i n the w r i t i n g of David and Geoffrey. 
David w r i t e s : 

yesterday we went on a schooi t r i p . . . 
And then I saw a crane. . . 

And then I went for a paddle in the s e a . . . 

and Geoffrey w r i t e s : 

yesterday we went to Exmouth by train. . . 
And then we got to Exmouth 
And then we went on the beach. . . 
Here we are beginning to get a sequence of ide a s , wirh 
an i n t e n t i o n a l i n d i c a t i o n from the w r i t e r of how the 
ideas are oraani s e d . 

Group 3: Extended chronological sequence. 

By f a r the l a r g e s t group of w r i t e r s a t ei g h t years o l d , 
was the group which had an extended c h r o n o l o g i c a l 
sequence i n t h e i r w r i t i n g . C a r l f or example, takes 
h i s o r g a n i s a t i o n of ideas a l i t t l e f u r t h e r than the 
w r i t e r s i n group 2. He w r i t e s : 

On Tuesday we went to Exmouth for a trip. . . 
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And we went back, . . 
And the t r a i n had d i f f e r e n t s e a t s when we went back. . 

Here C a r l i n d i c a t e s f o r the rea d e r a d e f i n i t e beginning 
and a d e f i n i t e end to h i s t r i p - Edward s i m i l a r l y 
understands t h a t i t i s h e l p f u l to s i g n a l a beginning, 
middle and end to the reader when he w r i t e s : 

y e s t e r d a y we went to Exmouth by train, . . . 
and then we had dinner, , , 
after that we went to a different beach, . . 
Then we went home on the train, , , , 

And Hazel w r i t e s : 

y e s t e r d a y we went to Exmouth on a train, , , 
and- then we had are crisb, . . 
and then we had a paddel in the sea. , . 
and then we had a padel 
and then we went home. . . 

Here t h e r e i s a s t r a i g h t f o r w a r d sequence: beginning 
event, middle events, ending event. Some c h i l d r e n 
have a w e l l developed sense of o r g a n i s a t i o n of t h e i r 
i d e a s . Barry f o r example w r i t e s : 

y e s t e r d a y we went on a train to Exmouth , , ', 
During the day. . . 
And after we had to go to the station to go home, , . 

Although Barry has not w r i t t e n a grea r d e a l i n terms of 
q u a n t i t y , what he has w r i t t e n i l l u s t r a t e s a w e l l 
developed sense of the r e a d e r ' s needs. T h i s might be 
d e s c r i b e d as a s h o r t , but e f f e c t i v e communication. 

Notice how c a r e f u l l y Nigel s t e e r s rhe reader through 
the events of the t r i p to Exinouth. He w r i t e s : 

y e s t e r d a y we went to Exmouth on the train, , . 
When we got there, , , 
Then we took our shoes and socks off. . . 
Then we went on to the mud , . . 
When we were having our lunch, , . 
After we had our lunch, . . 

I n t e r e s t i n g l y Nigel provides the reader with an 
e v a l u a t i o n : 

I d i d n ' t like the smell in the docks. 

Here we are beginning to see t h i s yo'ung w r i t e r bring 
together d i f f e r e n t a s p e c t s of h i s s o c i a l awareness. He 
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has provided a s i t u a t i o n and an e v a l u a t i o n f or the 
reader. I n time to come he w i l l a l s o understand the 
need to provide a problem and a s o l u t i o n . 

Although Brenda has not w r i t t e n as much as many of the 
other c h i l d r e n , her w r i t i n g i s immature and not as easy 
to read, n o t i c e how c a r e f u l l y she guides the reader 
through the events of the day: 

We went on a school trip to Exmouth by train. . . 

Here i n the opening few words we have the purpose f o r 
w r i t i n g , and most of the endophoric r e f e r e n c e s t h a t the 
reader i s going to need. She c o n t i n u e s : 

When we got there. . . 
And then we went on to some grass. . . 
And then Mrs.Davey. . . 
And then we jumped down. . . 
And on the last beach. . . 
And when we had finished digging. . 
we went home on the train. . • 

I n the space of ten l i n e s of l a r g e w r i t i n g Brenda has 
provided f o r the reader no l e s s than seven i n d i c a t o r s 
of how her i d e a s a r e organised. She i s v e r y 
conscious of the needs of her reader. 

Michael's w r i t i n g demonstrates an even g r e a t e r sense of 
the reader's needs when he w r i t e s : 

On Tuesday we went to Exmouth on a train. . . 
And we saw . . . 
And we went on the beach. . . 
And we paddled In' the sea. . . 
Then we went home on the train. . . 

Here there i s a beginning and an end, but a l s o a 
seguence of events between the beginning and the end, 
i n d i c a t i n g t h a t Michael has developed an awareness of 
the needs of h i s reader. But Micr.ael's w r i t i n g i s 
a l s o i n t e r e s t i n g because i t c l e a r l y i l l u s t r a t e s rhe use 
of 'and' i n s t e a d of a f u l l stop ar.d new senrencs. 
T h i s i s a common f e a t u r e of c h i l d r e n ' s w r i t i n g c u r i n g 
the primary y e a r s . 

Many t e a c h e r s and parents complain when c h i l d r e n use 
t h i s continuous 'and . . . and. . . and. . .', and of 
course, from a s t y l i s t i c p oint of view i r i s d e f i n i t e l y 
a problem. However, i n terms of r s l l i n g us accu- z'ne 
c h i l d ' s s t a t e of s o c i a l , c u l t u r a l and l i n g u i s r i c 
awareness i t i s a p o s i t i v e i n d i c a t o r zhaz the c h i l d has 
some understanding that: the reader needs guidance zc 
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f o l l o w complex sequences of eve n t s . The 'and' i n t h i s 
case i s a s i g n a l from the w r i t e r t h a t ' t h i s i s the next 
t h i n g t h a t happened. . .' For t e a c h e r s t r y i n g to 
monitor the progress of c h i l d r e n ' s w r i t i n g , i t i s an 
important and p o s i t i v e i n d i c a t o r t h a t the c h i l d has 
made c o n s i d e r a b l e progress i n understanding the 
d i f f i c u l t i e s of h i s reader. 

T h i s f e a t u r e i s a l s o e v i d e n t i n Dawn's w r i t i n g , but 
c a r e f u l examination of the way she uses 'and'^ i n 
co n j u n c t i o n with the other f e a t u r e s of reader awareness 
evident i n her w r i t i n g , would suggest t h a t t h i s i s not 
a cause f o r concern. Dawn has a c l e a r o r g a n i s a t i o n of 
i d e a s : 

y e s t e r d a y we went on a t r a i n to Exmouth. . 
When we got there. . 
then we had our lunch. . . 
And we went to the harbour. . . 
then we went on to the beach . . . 
then J paddled i n the water. . . 
And we went home. 

Here Dawn produces a c l e a r sequence of events. She 
i s showing t h a t she as grasped two major a r e a s of 
knowledge important to w r i t e r s . F i r s t l y she i s 
showing t h a t she understands needs of her reader to 
have some kind of i n d i c a t i o n of how the ideas are 
organised. Secondly she i s showing t h a t she 
understands the systems how to use the systems of the 
t e x t to do t h i s . T h i s i s an i n d i c a t i o n of the l e v e l 
of her s o c i a l and l i n g u i s t i c understanding. She i s 
using language not j u s t t o expr e s s her own meaning, but 
a l s o to a n t i c i p a t e the needs of her re a d e r . 

F e l i c i t y shows j u s t how con s c i o u s she i s of the needs 
of her re a d e r . Her o b s e r v a t i o n s are more 
s o p h i s t i c a t e d . She does not simply w r i t e the t h i n g s 
t h a t the reader might have expected, but a l s o i n c l u d e s 
personal i n s i g h t s . She w r i t e s : 

Mrs. B r i s t o l ' s c i a s s vent with us 
I saw some cows and some horses 
We were nearly there and I could just see the s t a t i o n 
t h e . t r a i n was slowing down and it stopped and we where 
at Exmouth 

These o b s e r v a t i o n s make the w r i t i n g more i n r e r e s c i n g 
because they help the reader to experience zhe day out 
as F e l i c i t y experienced i t . But as the d e r a i l 
i n c r e a s e s , the r e p o r t would be i n c r e a s i n g l y d i f f i c u l t 
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f o r a reader t o understand i f F e l i c i t y had not 
c a r e f u l l y o r g a n i s e d her i d e a s , and s i g n a l l e d her 
o r g a n i s a t i o n i n the t e x t : 

y esterday we went to Exmouth on the train. . . 
We were nearly there. . , 
We sat on a rock and took our shoes and socks off, , , 
Then we had to go to a beach, . . 
When we finished our dinner. . . 
A few minutes later we had to go home, , , 

F i n a l l y , P e t e r ' s w r i t i n g t e l l s us a g r e a t d e a l about 
h i s s t a t e of reader awareness. P e t e r d i s p l a y s g r e a t 
panache. His c h r o n o l o g i c a l sequence begins: 

y e s t e r d a y when me and class four went on a school trip 
by train to Exmouth. . . 

I n h i s opening few words he has provided the purpose 
f o r w r i t i n g and a l l of the inf o r m a t i o n t h a t the reader 
w i l l need. Notice how c a r e f u l l y he guides the reader 
through the events of the day: 

yesterday vhen me and class four went on a school trip 
by train to Exmouth. . . 
When we got to Exmouth, . . 
After that we went on the beach and I found a pipe, . . 

Then something i n t e r e s t i n g happens. Peter breaks 
i n t o and d i g r e s s e s from the c h r o n o l o g i c a l sequence. 

And J have got 38 cockles altogether . 
ate them all, 

but Daddy 

T h i s may or may not have been an i n t e n t i o n a l break i n 
the n a r r a t i v e . Conscious t h a t he has moved out of the 
sequence of the day's events and given the reader a 
flashback, P e t e r then s i g n a l s a r e t u r n from the 
d i v e r s i o n : 

shall we get on with the trip now 

Although t h i s i s perhaps not the mosr 
e f f e c t i v e attempt a t 
a t t e n t i o n to another, 

conventional or 
s h i f t i n g from one focus of 
and then back again, Peter 

understands t h a t metalanguage can be used i n t h i s way, 
and i s experimenting with i t . The sequence of the 
t r i p then c o n t i n u e s : 
A f t e r t h a t . . 
And a f t e r t h a t t^e went on another beach. 
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A f t e r t h a t the train came. - . 

F i n a l l y P eter provides an e v a l u a t i o n f o r the reader: 

and I wish we can go there again. . . 

Peter i s a t a growth point i n h i s w r i t i n g . He i s j u s t 
beginning to r e a l i s e e x a c t l y how much help the reader 
w i l l need as h i s o b s e r v a t i o n s , and t h e r e f o r e h i s 
w r i t i n g , become more s o p h i s t i c a t e d . He i s j u s t 
beginning to experiment w i t h d i f f e r e n t ways of 
p r e s e n t i n g a c h r o n o l o g i c a l sequence and using 
metalanguage to help h i s rea d e r f o l l o w what i s 
happening. 

For t e a c h e r s t h i s i s an important p o i n t . We need to be 
able to recognise the many and v a r i e d ways i n which a 
w r i t e r may use a c h r o n o l o g i c a l sequence to help the 
reader t o understand how the i d e a s i n the t e x t are 
organised. 

2. 

HQw could a t e a c h e r encourage c h i l d r e n to extend t h e i r 
Khowji^edge of c h r o n o l o g i c a l sequences? 

I t i s only when we t h i n k of w r i t i n g i n terms of the 
reader / w r i t e r r e l a t i o n s h i p , t h a t we begin to 
understand something of the demands of the National 
Curriculum to t h i n k of language as a decision making 
process. 

* Being a writer entails the ability to make accurate 
decisions about the reader. 

Once we t h i n k about language as a decision making 
process t h e r e are immediately s e v e r a l important points 
to be considered. Knowing when and how to use a 
c h r o n o l o g i c a l sequence means t h a t the w r i t e r nusz know 
i n advance what form the main l i n e of thought i n the 
communication i s going to take - where i t w i l l s t a r t 
and where i t i s going to, and where the reader i s 
l i k e l y to need guidance. A l l of these points imply 
t h a t : 

* young w r i t e r s need d e t a i i e d feedback about how 
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effective their writing has been, 

* Young writers need opportunities to talk about their 
writing with their readers. 

And here we can begin to understand why the process of 
conferencing i s ' so b e n e f i c i a l f o r young w r i t e r s . 
F u r t h e r , we can a l s o a p p r e c i a t e the need f o r planning. 

* Writers need to plan their writing very carefully. 

Planning writing 

Many young w r i t e r s develop i d i o s y n c r a t i c techniques f o r 
planning t h e i r w r i t i n g . Angela and A l i s t a i r developed 
a t o p i c web to org a n i s e the main i d e a s f o r t h e i r 
w r i t i n g about 'Being Sad'. C a t h e r i n e p r e f e r r e d t o 
plan her s t o r y i n note form. James planned h i s 
computer game through a s e r i e s of cartoon drawings, and 
Eleanour was t h i n k i n g about c h a r t s and diagrams as she 
planned her d i s c u s s i o n on school uniform. These 
techniques are very h e l p f u l i n o r g a n i s i n g the i d e a s 
which w i l l go i n t o the w r i t i n g , but they c l e a r l y do not 
plan to take the needs of the reader i n t o account. I t 
i s t h e r e f o r e very important t h a t c h i l d r e n a r e given 
time to plan w r i t i n g c a r e f u l l y , but are supported 
through some of the more complex s t a g e s of planning the 
ways i n which t h e i r w r i t i n g w i l l h e lp t h e i r reader-

I n one classroom, I saw a very e f f e c t i v e method of 
helping c h i l d r e n to understand the importance of 
planning t h e i r w r i t i n g c a r e f u l l y . The teacher 
c a r r i e d out a very c a r e f u l planning process by guiding 
the i n i t i a l d i s c u s s i o n with the c h i l d r e n . She 
focused the c h i l d r e n ' s t h i n k i n g i n s e v e r a l s t a g e s : 

D i s c u s s i / i g the main ideas to be communicated. 

Putting the ideas in an order which will help the 
reader, 

Picking ouc the ideas which will be mosz helpful for 
the reader. 

Leaving out ideas which are interesting but perhaps not 
particularly helpful to the reader. 

Thinking about the effects different ideas may have on 
the reader. 

Thinking about the places where it would help the 
reader to provide a summary or further e:-:planations 
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e t c . 

Planning writing so that it will be easy for the reader 
to follow and understand. 

The c h i l d r e n ' s i n i t i a l attempts were thus c a r e f u l l y 
guided by the s t a g e s of t h i n k i n g through, and planning 
the w r i t i n g . However, once the c h i l d r e n were co n f i d e n t 
and a b l e to take on the i n t e r a c t i o n with the reader by 
themselves, the te a c h e r handed over to the c h i l d r e n , 
and a s s i s t e d them i n developing p e r s o n a l meanings 
w i t h i n the framework she had s e t out f o r them. 

Summary. 

These samples of w r i t i n g by e i g h t year o l d s i l l u s t r a t e 
some of the ways i n which a w r i t e r h e lps the reader. 
The main p o i n t s a r i s i n g from examining these samples of 
e i g h t year o l d s w r i t i n g are t h a t : 

* The writer helps the reader to know where s/he is 'up 
t o ' in the communication by indicating a sequence of 
events. 

*• Teachers can encourage children to use a 
chronological sequence in their writing by encouraging 
to think about how far their writing will help the 
reader. 

* Teachers can extend children's awareness of the 
reader/writer relationship by providing assistance 
with: 

a. Planning writing, 
jb. By giving detailed feedback about the effect that 
their writing has had upon the reader, 

* Children can be encouraged to evaluate the effect of 
their writing upon the reader. 

W r i t i n g a t Key Stage Two 
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Chapter Four 

The Writer, the Reader and the Information 

I n the l a s t two chapters of t h i s book we have explored 
d i f f e r e n t a s p e c t s of the r e a d e r / w r i t e r r e l a t i o n s h i p and 
how a w r i t e r might use the language i t s e l f to help the 
reader. However, we have not y e t looked a t one of the 
most important a s p e c t s of n e g o t i a t i n g meaning, t h a t i s , 
the s t a t e of knowledge of the reader-

I n spoken c o n v e r s a t i o n s , i f the speaker makes comments 
which the l i s t e n e r does not understand, then i t i s 
qu i t e easy f o r the l i s t e n e r to ask the speaker to 
repeat, or to e x p l a i n what s/he meant. T h i s i s not 
p o s s i b l e i n w r i t i n g s i t u a t i o n s where the reader and the 
w r i t e r are not l i k e l y to be present a t the same time. 

One of the most important assumptions a w r i t e r may make 
about the reader r e l a t e s to the reader's s t a t e of 
knowledge. The w r i t e r must understand the information 
needs of the reader i f the shared process of 
n e g o t i a t i n g meaning i s t o succeed. 

The National Curriculum programme of study f o r 
attainment t a r g e t t h r e e l e v e l two s t a t e s t h a t p u p i l s 
should: 

* produce simple, coherent non-chronological writing; 

L e v e l t h r e e s t a t e s t h a t p u p i l s should: 

* write more complex stories with detail beyond simple 
events and with a defined ending; 

* produce a range of types of non-chronological 
writing; 
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L e v e l 4 s t a t e s t h a t p u p i l s should: 

* w r i t e s t o r i e s which have an opening, a setting, 
characters, a s e r i e s of events and a resolution and 
which engage the interest of the reader; produce other 
kinds of chronologically organised writing; 

L e v e l 5 s t a t e s t h a t p u p i l s should: 

* asseinbie i d e a s on paper or on a VDU, individually or 
in discussion with others, and show evidence of an 
ability to produce a draft from them and then to revise 
and redraft as necessary; 

* show i n d i s c u s s i o n the a b i l i t y to recognise 
v a r i a t i o n s i n vocabulary according to purpose, topic 
and audience and whether language is spoken or written, 
and use them appropriately in their writing; 

What can the w r i t i n g of nine y e a r o l d s t e l l us about 
the amount and kind of information t h a t they are 
supplying to t h e i r r e a d e r s ? Again the samples of 
w r i t i n g are d i v i d e d i n t o t h r e e s e p a r a t e groups for ease 
of d i s c u s s i o n . 

Group 1: Emergent understanding of references 

C a r o l i n e w r i t e s : 

The haunted house is very spokey and if you are very 
caurfull BIG - BIG spiders will c r e p . i n the 
midnight I am aslep all I can hear i s - . . noi. 
.noi. - .noi - no i s e very spokey Whons to if you are 
cuerus Ccurious?; then cuerus noies aper out of nowher 
and out of nowher is in the cupboard cuerus isunt it. 

C a r o l i n e s t i l l has a gre a r d e a l to l e a r n about w r i t i n g 
and w r i t i n g s i t u a t i o n s . One of zhe areas where she 
needs help i s i n the k i n d of information t h a t she 
s u p p l i e s to her reader. She w r i t e s about 'the 
haunted housed ^ spiders ^, and 'the cupboard ^ without 
attempting to t e l l the reader anything about them. 
The reader i s t h e r e f o r e l e f t wondering: Which haunted 
house? Which spiders? Which cupboard? and Why are 
they important to this piece of writing? 

Writing a t Key Stage Two/ 
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The haunted house, the spiders and the cupJboard a l l 
r e f e r to o b j e c t s i n the w r i t i n g s i t u a t i o n , and for t h i s 
reason^ l i n g u i s t s c a l l them l?ererej3ces. So i n 
language terms, C a r o l i n e has a problem of r e f e r e n c e . 
There are s e v e r a l d i f f e r e n t kinds of r e f e r e n c e 
d e s c r i b e d by l i n g u i s t s , but two of them are 
p a r t i c u l a r l y u s e f u l i n diagnosing C a r o l i n e ' s 
weaknesses. 

F i r s t l y t h e r e are r e f e r e n c e s of the kind t h a t C a r o l i n e 
has used. As r e a d e r s we cannot understand e x a c t l y 
what she meant by the haunted house, the spiders and 
the cupboard j u s t by reading her w r i t i n g . I n order t o 
t r y and guess what she meant a reader must draw on 
h i s / h e r own knowledge of haunted houses, s p i d e r s and 
cupboards. So i n C a r o l i n e ' s r e f e r e n c e s a l l of the 
information needed by the reader i s not contained i n 
the w r i t i n g . The reader must look beyond the w r i t i n g 
to h i s / h e r own knowledge t o understand what i s meant. 
T h i s kind of r e f e r e n c e i s c a l l e d an Exophoric 
(situation-dependent) reference. We can a l s o see 
the same weakness i n Kevin's d e s c r i p t i o n of a bean 
growing experiment- He wrote: 

We got paper in the jar and beans in the jar and water 
in the jar. We went outside and soil in the jar and 
beans. 

The reader i s l e f t wondering: What paper? What Jar? 
Which beans? Where is outside? (Where is inside!) 
Which soil? Why put them all in the jar? C l e a r l y 
Kevin has not y e t begun to t h i n k about the kind of 
information t h a t the reader may need to understand h i s 
w r i t i n g . He needs t o be more e x p l i c i t . Paul a l s o 
has the same weaknesses. He w r i t e s : 

We chose some beans and planted and later they might of 
grown and they might of into beans. And then we did a 
experiment. And we got some soil and put some beans 
in. 

Here again, even with a g r e a t d e a l of imagination, i t 
i s d i f f i c u l t f o r a reader to be c e r t a i n about e x a c t l y 
what Paul i s d e s c r i b i n g . His w r i t i n g leaves the 
reader wondering: Who are 'we'? Which beans 
and why were they 'chosen'? Why only 'might' they 
have grown? Did something go wrong that they did 
not grow? Who were 'they'? Why did 'they' do 
an experiment? What was the experiment? What 
were 'they' trying to find out, and why? These 
d i f f i c u l t i e s a re c r e a t e d f o r the reader because Paul 
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has used t o o many exophoric re/erej3ces. 
F i n a l l y i n Tom's s t o r y we see the same d i f f i c u l t i e s , 
but here t h e r e are signs of growth. Tom w r i t e s : 

Spot's Christmas 
"Supper time Spot Where are you Sot Come on Spot" 
"I am looking for my presents" here they are come on 
it is Christmas eve" "alright mum" "Spot has had 
supper im goes to bed. 

Father Christmas is coming at last and Father Christmas 
gave Spot a INTERNATIONAL GRAND PRIX PACE CAR RACING 
and a cat 
the end 

Here the w r i t i n g begins w i t h exophoric references which 
assume t h a t the readers knows who 'Spot' i s , and t h a t 
i t i s 'mum' who i s t a l k i n g t o him. But the w r i t i n g 
does have a t i t l e : Spot's Christmas which gives the 
reader some idea of what may be about t o f o l l o w . I n 
the second paragraph, perhaps by accident, Tom t e l l s us 
t h a t Father Christmas brought Spot: 
a INTERNATIONAL GRAND PRIX PACE CAR RACING and a cat, . 
Here t h e r e are three references, the t i t l e and both of 
the Christmas presents, whose meaning i s completely 
contained i n the w r i t i n g . The reader only needs t o 
read them t o understand them and i s not l e f t asking t o o 
many unanswerable questions. This i s the second k i n d 
of reference which i t i s important t o know about when 
assessing the st r e n g t h s and weaknesses of a c h i l d ' s 
w r i t i n g . I t i s c a l l e d an Endophoric reference, 
Endophoric references are references t h a t can be 
understood be reading the t e x t (text-dependent), and 
they do not r e q u i r e the reader t o look beyond the 
w r i t i n g and draw on h i s or her own knowledge t o 
understand them. 

Group 2: Established understanding of references 

At nine years o l d many c h i l d r e n have q u i t e a good 
understanding of the reader's need f o r i n f o r m a t i o n . 
I n Maria's w r i t i n g we can see how there are f a r more 
endophoric (text-dependent) than exophoric ( s i t u a t i o n -
dependent) references. I n her n o t i c e i n a newspaper 
Maria w r i t e s : 
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Mr. and Mrs. Bake chuck there son out of there house 
the child Is ten years old and living in dirty 
alleyways and is begging other people for food if he 
find money on the floor he takes it. he eats bread 
thats on the floor and drinks rainwater he wears black 
teashirt and black trowsers with black and white shoes 
if anyone can find him can they take him to Cedda Lodge 
Green St. London 

Thankyou. 

Although Maria i s beginning t o supply most of the 
in f o r m a t i o n t h a t the reader needs t o understand the 
w r i t i n g , t h e r e are s t i l l one or two p o i n t s t h a t might 
be improved. The reader does not know f o r example, 
who Mr. and Mrs. Bake are, or what Cedda Lodge i s , and 
why i t i s important t h a t the boy should be taken t h e r e . 

Alec's newspaper a r t i c l e also shows a c l e a r 
understanding of the k i n d of i n f o r m a t i o n t h a t the 
reader needs. Notice how c o n c i s e l y he introduces the 
main character i n h i s w r i t i n g : 

BOY LIVING IN A SHACK 

12 year old Sam lives in a shack in glasgo used to have 
2 pets a rabbit and a Dog The rabbit got shot by his 
stepfather Brase the dog got ran over also by Bracie 
(?) Very unhappy lives on stolen food There is a 
tap which has not been disconeded Has been handed over 
to the police once but he escaped. 

The weakness i n Alec's w r i t i n g i s t h a t he has not 
supplied q u i t e enough i n f o r m a t i o n . We have here the 
barest o u t l i n e of a s t o r y , and the reader i s l e f t t o 
supply the d e t a i l s f o r him or h e r s e l f . Alec needs t o 
be encouraged t o understand what k i n d of e f f e c t t h i s 
lack of i n f o r m a t i o n w i l l have upon the reader. 
Nevertheless, economy of d e t a i l can be a very good 
a t t r i b u t e i n a w r i t e r . I n Colin's w r i t i n g we can see 
how economy of i n f o r m a t i o n c o n t r i b u t e s t o the 
e f f e c t i v e n e s s of the w r i t i n g . I n Colin's 'i?uJes f o r 
Snakes and Ladders'- He w r i t e s : 

Out the dice i n the shaker the youngest starts. If 
you get three on your dice you move on 3 spaces if you 
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get 5 you move on 5 spaces i f you land a t the bottom 
of a ladder then you can go up i t . If you land on a 
snaJce's head then you have t o go down if you get a 6 
on the dice then you have another go the first one to 
get to 100 is the winner. 

Here we have q u i t e a good l o g i c a l explanation of the 
game of snakes and ladders. There i s enough 
i n f o r m a t i o n here f o r the reader t o go away and play the 
game.* The only weakness i s t h a t C o l i n has not 
punctuated h i s w r i t i n g , which makes i t d i f f i c u l t f o r 
the reader t o work out where one p a r t of the 
explanation ends and the next begins. However, i n 
terms of Colin's understanding of the k i n d of 
i n f o r m a t i o n , and the amount o f i n f o r m a t i o n needed by 
the reader, t h i s piece i s q u i t e good. 

Group 3: Extended understanding of references 

The f o l l o w i n g f o u r samples of w r i t i n g i l l u s t r a t e how 
w e l l some c h i l d r e n i n the Primary school understand the 
i n f o r m a t i o n needs of the readers. I n her s t o r y of 
'Peter's P a r t y ' Teresa begins by i n t r o d u c i n g and 
naming her main characters and t h e i r context: 

Once there l i v e d a little girl and a boy there names 
were Peter and Deborah, One day it was school tonight 
there was a party at Peters, So in the morning Peter 
got dress and made his bed and went to his desk sat 
down opened his draw took out his invitations and shut 
his draw again. 

By the time Peter gets t o the p o i n t of i n v i t i n g h i s 
guests t o the p a r t y the reader i s f a m i l i a r i s e d w i t h the 
context and the main p a r t i c i p a n t s . S i m i l a r l y i n 
Rachel's s t o r y of The Plover with the red Stem', she 
begins by g i v i n g the reader very e x p l i c i t d e t a i l . She 
w r i t e s : 

Once upon a time there l i v e d a princess, She was a 
pretty princess, Her name was Emma, She was a 
good girl. She was never naughty. 

She introduces the reader immediately t o her main 
character and the d e t a i l s about the character which are 
W r i t i n g a t Key Stage Two/4 
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going t o be important t o the s t o r y . Then she 
continues t o describe the c o n t e x t and main problem i n 
her s t o r y : 
Once the princess went for a walk in the wood and saw a 
sad flower it was weeping. 

There then f o l l o w s an expansion of the problem: 
She s a i d , 'What is the matter?' 'Oh no one likes me 
because I have got a red stem,' 

Then f o l l o w s t h e s o l u t i o n : 
The princess was kind to the flower. She said 'Wait a 
minute.' She ran home to get her paint box. Then 
she- was back with her paint box with the flower. 'This 
is my plan, I will paint your red stem green.' So the 
flower agreed. So the princess painted the flower 
stem green. 

Then t h e f i n a l e v a l u a t i o n : 
A i i h i s o l d friends like him they said 'how did you get 
a green stem?' 'It a secret', he said. They all 
lived happily ever after. 

I n t h i s s t o r y Rachel c a r e f u l l y s t r u c t u r e s the events, 
and w i t h each development: of the s t r u c t u r e of the s r o r y 
Rachel includes more d e t a i l s , but she i s economical 
w i t h her d e t a i l s , and only provides the f a c t s which the 
reader w i l l need t o understand the s t o r y a t a given 
p o i n t i n time. There are very few d e t a i l s included 
t h a t are not r e l e v a n t t o the s t o r y . Rachel has 
imagined a s i t u a t i o n which she wishes t o communicate t o 
the reader, who was not present a t the time the 
s i t u a t i o n took place, and has not observed any of the 
d e t a i l s f o r him or h e r s e l f . Therefore, Rachel acts as 
the eyes of the reader. She has t o communicate a l l of 
the d e t a i l s t h a t the reader cannot observe f o r h i m s e l f . 
I n Mark's account of 'The Crash' we see t h a r he gives 
a l l of the important c o n t e x t u a l d e t a i l s a t the 
beginning: 
X vent i n the vegetable shop and i t had a telephone. 
Just then there was a crash outside. So I rushed to 
the telephone to dialed 999. 
He then proceeds t o g i v e e x t r a d e r a i l s which answer 
questions t h a r the reader might be asking, such as. 
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'what happened'? 
The police came and the people in the crash went to 
hospital. I went to the police station I told the 
police I was shopping in the vegetable shop and I herd 
a crash. So I went to the telephone. So I dialed 999 
and then I went outside. 

Mark drew a p i c t u r e t o accompany h i s s t o r y , showing 
e x a c t l y how the crash happened. This i s an 
i n t e r e s t i n g development, because i t i l l u s t r a t e s two 
f u r t h e r important p o i n t s . I t t e l l s us t h a t Mark has 
understood t h a t 

* P i c t u r e s can jbe useful alongside a text to 
communicate details. 

* Pictures can communicate information that would not 
normally be included in the text. 

What Mark has done here i s t o provide i n f o r m a t i o n about 
the s i t u a t i o n which was not included i n the t e x t . 

What kind of w r i t i n g s i t u a t i o n s might encourage w r i t e r s 
t o develop t h e i r awareness of the reader's i n f o r m a t i o n 
needs? 

a Getting to know the information needs of the reader: 
The samples i n the f i r s t two groups seem t o i n d i c a t e 

t h a t c h i l d r e n a t t h i s age are s t i l l unsure of the 
i n f o r m a t i o n needs of t h e i r readers. Children seem t o 
have d i f f i c u l t i e s knowing which i n f o r m a t i o n w i l l be 
h e l p f u l t o the reader, and e i t h e r include hardly any 
in f o r m a t i o n a t a i l , or so much i r r e l e v a n t d e t a i l t h a t 
the w r i t i n g becomes confused. These c h i l d r e n can be 
helped by b l i n d f o l d a c t i v i t i e s . I t i s h e l p f u l t o ask 
the c h i l d r e n t o work i n p a i r s , one of them b l i n d f o l d e d 
and the other r e q u i r e d t o describe a p i c t u r e or an 
o b j e c t . I n t h i s s i t u a t i o n they gain concrete 
experience of the reader's i n f o r m a t i o n needs. 
Sometimes c h i l d r e n simply do not know enough about 
other people t o be able t o provide the r i g h t kind of 
i n f o r m a t i o n . With l i m i t e d s o c i a l experience c h i l d r e n 
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can only base t h e i r assumptions about another person's 
knowledge on the knowledge t h a t they themselves 
possess. Many c h i l d r e n assume t h a t because they 
pers o n a l l y know something, then everybody else w i l l 
a lso know i t . Role play can help c h i l d r e n t o 
understand the k i n d of c o n t e x t u a l and character 
i n f o r m a t i o n t h a t are important t o the reader i n c e r t a i n 
w r i t i n g s i t u a t i o n s . But more i m p o r t a n t l y , c h i l d r e n 
need t o a c t u a l l y experience t h e knowledge and views of 
the audience f o r whom they i n t e n d t o w r i t e . 
There are many s o c i a l questions t h a t w r i t e r s need t o 
be able t o answer about t h e i r readers. Readers respond 
t o w r i t i n g i n d i f f e r e n t ways not only according t o 
t h e i r s t a t e of knowledge, but a l s o t h e i r a t t i t u d e s 
towards the su b j e c t which they are reading about, and 
i t i s important t o encourage w r i t e r s t o become aware of 
these d i f f e r e n c e s . 
W r i t e r s could develop an awareness o f the d i f f e r e n c e s 
i n readers' i n f o r m a t i o n needs by c a r r y i n g out some 
audience research. W r i t e r s need t o have the 
o p p o r t u n i t y of f i n d i n g out about t h e i r audience. They 
might t h i n k about some o f the f o l l o w i n g questions: 
What does the reader know about the s u b j e c t of the 
writing already? 

What will the reader need t o be toJd? 
What are the likely attitudes of the reader to the 
subject of the communication? 

Is the reader likely to agree with what Is going to be 
written or disagree with It? 

Will the reader need persuading? 

Does the reader have any very strongly held views which 
will need to be taken Into account when the writing is 
carried out? 

I f c h i l d r e n are not given o p p o r t u n i t i e s of t h i s k i n d , 
how can we ever expect them t o understand the wide 
range of d i f f e r e n c e s which e x i s t s between i n d i v i d u a l s ? 
How can we expect: w r i t e r s t o understand t h a t t h e i r 
w r i t i n g needs t o be adapted t o the needs of the reader? 

Perhaps the g r e a t e s t problem associated w i t h w r i r i n c 
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f o r d i f f e r e n t audiences i s t h a t of developing an 
awareness of another's p o i n t o f view, and being able t o 
take t h i s i n t o account when w r i t i n g . On an i n - s e r v i c e 
course one group of teachers made i t q u i t e c l e a r t o me 
t h a t they f e l t an even more fundamental problem f o r 
w r i t e r s was t h a t of t a r g e t i n g t h e i r reader a c c u r a t e l y . 

I n the d i s c u s s i o n t h a t f o l l o w e d we explored the k i n d 
of questions which might help c h i l d r e n t o t a r g e t t h e i r 
readers a c c u r a t e l y . 
One teacher, Peter, gave the c h i l d r e n i n h i s class the 
l i s t o f questions, and asked them t o design a 
que s t i o n n a i r e t o f i n d out how t h e i r readers f e l t about 
going on h o l i d a y . During the next i n - s e r v i c e 
session Peter t o l d us about h i s experiment and showed 
us some examples of the r e s u l t s he had achieved. 
Alec was an eleven year o l d working i n a group who were 
going t o w r i t e about t h e i r h o l i d a y s i n Spain. 
Alec decided t o use h i s mother as the reader. He 
decided which questions he needed t o ask her, and 
brought h i s sheet back t o school the next day. A f t e r 
some di s c u s s i o n of the answers t o the questions and the 
inferences t h a t could be made about peoples a t t i t u d e s 
t o going on h o l i d a y , Peter asked h i s c l a s s t o w r i t e 
down the f i v e most important t h i n g s t h a t the c h i l d r e n 
had found out about t h e i r reader. Alec wrote: 

What my mum thinks about going, on holiday. 

My mum doesn't l i ^ e going on holiday. It is 
a lot of work getting ready to go away and 
she is scared of flying. She didn't like 
the hotel because it was noisy and she says 
she will stay at home next year. 

Underneath Peter had w r i t t e n : 
What do you think about this Alec? Are you 
going to try and persuade your mum to go away 
again next year, or do you think that she 
should stay at home? 

Immediately t h e r e was a purpose t o Alec's w r i t i n g . 
Because he knew h i s reader and the a r t i t u d e s t h a t had 
been expressed there was suddenly much more p o i n t 
hi s w r i t i n g . Alec produced a f e r v e n t argumenr f o r 
going on h o l i d a y t o Spain again the next year! For 
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the f i r s t time Alec was i n v o l v e d and he knew what he 
was t r y i n g t o achieve, and t h i s showed i n the 
e f f e c t i v e n e s s of h i s w r i t i n g . 
b.Adapting the writing to the needs of the reader: 

S o c i a l awareness of the r e a d e r / w r i t e r r e l a t i o n s h i p 
means t h a t w r i t e r s need t o c o n t i n u a l l y ask themselves: 
"Will i t h e l p my reader?" 
W r i t e r s need t o be encouraged t o look a t the d e t a i l s 
t h a t they have included i n t h e i r w r i t i n g and ask 
themselves : 
"Js t h i s the inost important detail I need to give my 
reader? Is this the next most important detail? e t c . " 

W r i t e r s can be encouraged t o be s o c i a l l y aware of the 
needs of the reader by disc u s s i n g the d e t a i l s t h a t they 
might include i n t h e i r w r i t i n g i n small groups or w i t h 
the whole c l a s s . Social awareness of a need f o r 
d e t a i l can be heightened by going through several 
important processes before w r i t i n g : 

1. Encouraging w r i t e r s t o produce a l i s t o f the d e t a i l s 
t h a t they are t h i n k i n g of i n c l u d i n g i n t h e i r w r i t i n g . 
(Or go through an e x i s t i n g piece of w r i t i n g p i c k i n g out 
the d e t a i l s t h a t the w r i t e r has included.) 
2, Cross o f f the l i s t those d e t a i l s t h a t are not 
e s s e n t i a l t o the reader's understanding of the w r i t i n g . 

3. Put the remaining d e t a i l s i n order of importance by 
asking:"Which i s the most important thing I need to 
tell my reader?" The next most important . . e t c . 
4. Checking t h a t e v e r y t h i n g i s included t h a t the reader 
w i l l need t o know. Has anything been forgotten? 

I n one cl a s s a teacher of nine year o l d c h i l d r e n 
reminded her p u p i l s of t h e i r f i r s t few d i f f i c u l t days 
i n the primary school, and asked the c h i l d r e n i f they 
could t h i n k of any ways i n which they could make the 
t r a n s i t i o n from the i n f a n t school t o the primary school 
easier f o r next year's c h i l d r e n . A f t e r much discussion 
the c h i l d r e n decided t h a t i f they could v i s i t the 
i n f a n t c h i l d r e n and t e l l them about the school, the 
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fe a r s of the new e n t r a n t s might be eased. A f t e r t h e 
f i r s t v i s i t when the i n f a n t s had asked many questions, 
the nine year olds decided t h a t t h e i r e f f o r t s would be 
wasted i f they d i d not keep i n contact w i t h the 
i n f a n t s . 

The teacher suggested t h a t f r e q u e n t v i s i t s might be 
arranged i f the ol d e r c h i l d r e n wrote l e t t e r s and 
s t o r i e s f o r the younger c h i l d r e n , and kept i n contact 
w i t h them i n t h i s way u n t i l i t was time f o r them t o 
come t o the primary school. Early attempts a t 
w r i t i n g l e t t e r s t o the i n f a n t s were not very successful 
because the c h i l d r e n f e l t t h a t they had l i t t l e i n 
common w i t h such ' l i t t l e ones', but attempts a t w r i t i n g 
s t o r i e s were more su c c e s s f u l . 
F i r s t of a l l th e nine year olds d r a f t e d out s t o r i e s 
which they decided t o t r y out on the younger c h i l d r e n . 
A v i s i t was arranged and the s t o r i e s duly read. The 
s t o r i e s presented a l l kinds of problems f o r the younger 
c h i l d r e n . They wanted t o see the i l l u s t r a t i o n s which 
the o l d e r c h i l d r e n had drawn, but these i n i t i a l l y were 
d e t a i l e d , complex and d i f f i c u l t f o r anyone but t h e 
o r i g i n a l a r t i s t t o understand. There was c l e a r l y a 
need f o r simpler and more c o l o u r f u l i l l u s t r a t i o n s . 
Some of the i n f a n t c h i l d r e n could read q u i t e w e l l and 
wanted t o read the s t o r i e s f o r themselves, but again 
t h i s was problematic because they had d i f f i c u l t y i n 
reading the ' j o i n e d up' w r i t i n g of the older c h i l d r e n . 
So a much simpler t e x t was needed. Some of the 

i n i t i a l attempts a t w r i t i n g the s t o r i e s were d i f f i c u l t 
t o understand because they d i d not have enough d e t a i l 
or were not simple - enough- The c h i l d r e n q u i c k l y 
r e a l i s e d t h a t s t o r i e s which may seem i n t e r e s t i n g t o a 
nine year o l d may have l i t t l e i n t e r e s t f o r a s i x year 
o l d . Thus a g r e a t deal of r e - t h i n k i n g and r e - d r a f t i n g 
was necessary f o r t h i s very young audience. 
The nine year olds set about s o l v i n g these d i f f i c u l t i e s 
i n the most o r i g i n a l ways. They d i v i d e d themselves 
i n t o groups t o w r i t e group s t o r i e s , because t h i s was 
much more manageable than t r y i n g t o produce i n d i v i d u a l 
s t o r i e s . They experimented on the computer u n t i l they 
could produce a l a r g e c l e a r p r i n t , then they chose 
Corde l i a , who they judged was the best a r t i s t , t o draw 
simple i l l u s t r a t i o n s , which the other c h i l d r e n would 
co l o u r . 
This done the groups set t o work on t h e i r s n o r i e s , 
choosing the best s t o r y i n t h e i r group, and working on 
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ways of improving i t w i t h the kinds of d e t a i l t h a t 
t h e i r young audience c l e a r l y needed, and b e t t e r 
o r g a n i s a t i o n of ideas so t h a t the s t o r i e s would 'read 
w e l l ' . The s t o r i e s produced f o r the younger 
c h i l d r e n were worth a l l of the time and e f f o r t spent on 
them. One group wrote the s t o r y o f : 
The Lion who couldn't find a home' 
another group wrote: 
Th e Day J went t o H o s p i t a l ' 
The t h i r d group wrote: 
Th e Day the Cook Lost his Recipe Book', 

and the f o u r t h group wrote: 
'Sean's Emu' 

c. Putting information concisely: 

The t h i r d group of w r i t e r s i n t h i s sample i l l u s t r a t e s 
the p o i n t t h a t as w r i t e r s become more aware of the 
i n f o r m a t i o n needs of t h e i r readers, they l e a r n t o be 
more concise. W r i t e r s use d i f f e r e n t s t r a t e g i e s f o r 
presenting i n f o r m a t i o n c o n c i s e l y . At q u i t e an e a r l y 
age c h i l d r e n are aware of the simplest s t r a t e g i e s . 
Matthew, f o r example, drew a c h a r t t o show who had the 
most leggo. Alan produced a calendar t o show the 
days on which he played f o o t b a l l - When w r i t i n g 
about h i s f a m i l y , M a r t i n wrote: 
'My stepfather is always cross" 
Then, by way of exp l a n a t i o n he drew a c a r i c a t u r e of h i s 
s t e p f a t h e r w i t h a s l i p p e r i n h i s hand, and thought 
bubbles coming out of h i s head. The bubbles showed 
Mart i n and h i s younger s i s t e r , and the words 
'they are never good. . .' 

The c a r i c a t u r e expressed d e t a i l s t h a t M a r t i n was e i t h e r 
not able t o , or d i d not want t o include i n h i s t e x t . 
S i m i l a r l y , David wrote a r e p o r t about the day he moved 
house. I n the margin of the t e x t he included a 
drawing of a p a r r o t w i t h the words: 
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The Lion who couldn't 
find a Home. 

Once upon a time there lived a 
lion who had nowhere to live. 
So the lion decided to go and find 
a new home. 

He saw some birds but they just 
flew away. 

He saw a squirrel but she just 
carried on collecting nuts. He 
saw a cat, but the cat was 
frightened. 

Soon the lion got tired and 
started to cry. Then he heard a 
tiny squeaky voice calling: 
"What is the matter?" 
"I can't find any^/zhere to live," 
said the lion. 
"Do you want to come and live 
with me?" squeaked a little 
brown mouse. 
"Yes please, "said the lion. The 
mouse and the lion lived together 
very happily from that day. 



The Day I went to Hospital 
111 

On Monday morning I went to 
hospital with my mummy in the car. I 
had Emu and monkey and teddy on 
my lap. We saw the doctor and 
then we went to the ward. Mummy 
had to see the sister. Then I played 
some games till it was dinnertime. 
After dinner we all had a rest. There 
were lots of other children. We all 
went for a walk and had a blood test.. 
After that we went back to the ward. 
We played some more games till 
teatime. Then we had a bath and 
got ready for bed. I watched 
television till bedtime. 
It was very hard to sleep because 
there was a baby crying and the 
nurses kept gossiping. 
In the morning I could not have any 
breakfast. We had a bath and got 
changed. Then a very big trolley 
came to the ward with a very fat man. 
He put one of the children on to it. 
After their operation the children 
came back to the ward. Then it was 
my turn and I cried a bit. A man put 
something on my face and I went to 
sleep. When I woke up mummy was 
there. I had some sandwiches. 
Then I went home in the car. 



The Day the Cook Lost h i s 
Recipe Book, 

One day there was a cook 
The cook was a very good 
cook. He cooked for all of 
the people. 

One day the cook lost his 
recipe book. One day he 
forgot how to make the j a r 
tarts. Everyone was hung 

He tried to make some cak 
but they went wrong, they 
tasted awful. The cook 
asked the wizard to help h. 

The wizard gave him a 
special book. The book h: 
magic recipes in it. 

They were the best cakes 
that he had ever made. 
Everyone enjoyed them ar 
thev were never ever hunc 



Sean's Emu 
Once there lived a little boy called Sean. Sean had a 
toy Emu. He called his Emu Bluebells. 
One night Sean went to bed and took Bluebells with 
him. Soon Sean was fast asleep and Bluebells came 
alive. Bluebells got out of Sean's bed and opened the 
bedroom door. Then he went downstairs. Bluebells 
went into the kitchen. He opened the kitchen door and 
went outside. Bluebells went into the garden and 
opened the gate. He walked out of the garden and 
along the path. Soon he came to the Baker's shop, 
but Bluebells did not stop. He kept on walking. Then 
he came to the sweet shop, but Bluebells did not stop. 
It was too near morning and Bluebells had to get back 
home. 
Soon It was morning and Sean woke up. Sean could 
not find Bluebells, so he went downstairs to tell his 
daddy. Daddy said, "Why don't you look under your 
bed?" So Sean looked under his bed, but Bluebells 
was not there. Then Sean asked his mummy. Sean's 
mum said, "Look under your pillow," but Bluebells was 
not there. So Sean thought of a place himself. He 
looked under his desk. He looked under his wizard's 
hat, but Bluebells was not there. So Sean gave up and 
lay on his bed. When he lay on his bed he felt a lump 
in his back. He looked to see what it was. It was 
Bluebells! So Sean found Bluebells and they lived 
happily ever after. 

i 
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'Shut t h a t door. . ' 

This was the only reference t o the p a r r o t i n the whole 
r e p o r t , but i t i s e q u a l l y an e f f e c t i v e method of 
communicating i n f o r m a t i o n which could not be included 
i n the t e x t . 
V a l e r i e included a drawing o f h e r s e l f and her f r i e n d 
L i s a , who had been sleeping a t her house, V a l e r i e ' s 
i l l u s t r a t i o n shows j u s t how much she understands the 
value of i l l u s t r a t i o n s f o r communicating i n f o r m a t i o n 
alongside the t e x t . I n V a l e r i e ' s drawing we see an 
e a r l y examole of l a b e l l i n g , t o be c e r t a i n t h a t the 
reader can r e c o n s t r u c t the message. 
Susan wrote a r e p o r t about a colour mixing experiment 
t h a t the c h i l d r e n had been c a r r y i n g out i n the 
classroom, where she had c r e a t e d her own 'new' c o l o u r . 
She used a cartoon t o add a personal comment t o her 
w r i t i n g . On the other hand Mark, when asked by a 
student t o w r i t e about ' h i m s e l f , found the task 
extremely d i f f i c u l t . He s a t s t a r i n g out of the window 
f o r a very long time. Even w i t h encouragement and 
suggestions from the student, he seemed unable t o 
formulate anything i n words* F i n a l l y , i n the l a s t few 
minutes of the lesson he drew a hasty sketch of 
h i m s e l f , which expressed sentiments which he could not 
put i n t o words. 
Melanie aged 7 drew a speech bubble t o make her own 
personal comment on a b i b l e s t o r y . Here we have a 
s e l e c t i o n of the s i m p l e s t s t r a t e g i e s f o r p r e s e n t i n g 
i n f o r m a t i o n c o n c i s e l y . For teachers i t i s h e l p f u l t o 
remember some of the more s o p h i s t i c a t e d s t r a t e g i e s f o r 
p r e s e n t i n g d e t a i l c o n c i s e l y which may extend and 
develop the c h i l d ' s knowledge. For example, w r i t e r s 
may be extended by o p p o r t u n i t i e s t o use: 
I . Notes. 
2.Summaries. 
3. L i s t s and boxes. 
4. Flow diagrams. 
5. Pen drawings and photographs. 
6. Plans and diagrams. 
7. Maps. 
8. Charts, 
9. Cartoons. 
10. References and f o o t n o t e s . 
I I . Appendices. 
12 . B i b l i o a r a o h i e s . 
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Summary 

Some of the main p o i n t s a r i s i n g from t h i s examination 
of c h i l d r e n ' s w r i t i n g are t h a t : 
* C h i l d r e n i n the primary school vary enormously in 
their awareness of the reader's i n f o r m a t i o n needs, and 
these differences are evident in their writing. 
* Children in the Primary school tend to produce 
situation-dependent writing because they are not 
socially aware of the information needs of their 
reader. 

* Children can be helped to understand the social 
differences in their readers by c a r r y i n g out audience 
research. 
* Children need opportunities to use the wide range of 
strategies used by writers for communicating 
information concisely. 
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r h a p t e r F i v e 

T.nnqer T e x t s 

So f a r i n t h i s book we have considered the d i f f e r e n t 
s t r a t e g i e s a w r i t e r uses i n the shared process of 
n e g o t i a t i n g meaning w i t h the reader i n s p e c i f i c w r i t i n g 
s i t u a t i o n s - However, i n longer t e x t s d i f f e r e n t 
s t r a t e g i e s are used by w r i t e r s t o a s s i s t readers 
through the t e x t . The N a t i o n a l Curriculum programme 
of study f o r key stage two r e q u i r e s t h a t p u p i l s should: 
* Think about ways of making their meaning clear to 
their intended reader in redrafting their writing. 

* Pupils should be helped to recognise explicitly the 
different stages in the writing process: 

- drafting (getting ideas on to paper or computer 
screen^ regardless of form, organisation or 
expression); 
- redrafting (shaping and structuring the raw material 
either on paper or screen- to take account of purpose, 
audience and form); 
- rereadi/jgr and revising (making alterations that will 
help the reader e,g.getting rid of ambiguity, 
vagueness, incoherence, or irrelevance); 
- proof-reading (checking for errors eg. omitted or 
repeated words, mistakes in spelling or punctuation), 
What can the w r i t i n g of ten year o l d s w r i t i n g t e l l us 
about the devices a w r i t e r may use t o help the reader 
through longer pieces of w r i t i n g ? The samples of 
w r i t i n g which f o l l o w have been d i v i d e d i n r o three 
groups f o r ease of dis c u s s i o n . The f i r s r croup of 
w r i t e r s are only j u s t beginning t o show evidence of 
help i n g readers through t h e i r t e x t . 

Group 1: Emergent use of conjunctive markers. 

I n the f i r s t sample of Katie's w r i t i n g we can see some 
i n d i c a t i o n of a c h r o n o l o g i c a l sequence. The 
c h r o n o l o g i c a l sequence i s p a r t i c u l a r l y important i n 
s r o r i e s and i s u s u a l l y the f i r s t k i n d o f sequencing t o 
appear. K a t i e simply w r i t e s : 

W r i t i n g a t Key Stage Two/5. 
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Then I flew back into the house. . . 

Here the reader has t o make many assumptions f o r 
her/himself about the chronology of events, and t h i s 
c ould r e s u l t i n ambiguity-
K e i t h i s a l i t t l e more s p e c i f i c i n h i s s t o r y of 'The 
Birthday Party'. He w r i t e s : 

One day it was. . . 
then we went to tea. . . 
when everybody had gone. . . 
Then I went outside. . . 
Then I went inside. . . 
Then I went to bed, . . 

K e i t h includes a c l e a r c h r o n o l o g i c a l sequence i n h i s 
w r i t i n g which helps t h e reader t o understand t h e 
sequence o f events. What we see i n t h i s group i s t h e 
w r i t e r ' s preoccupation w i t h o r g a n i s i n g the sequence of 
events i n such a way t h a t i t w i l l help the reader. 
However, the samples of w r i t i n g i n group two not o n l y 
c o n t a i n a c h r o n o l o g i c a l l y marked sequence, but a l s o 
o t h e r kinds of non-chronological sequences. 

Group 2: Established conjunctive markers. 

Maralyn's s t o r y of the budgerigars has a c l e a r l y 
organised sequence of ideas. She includes a 
c h r o n o l o g i c a l sequence f o r t h e reader: 

When we let them out . . . 
Once Chips sat on a plant and broke it. . . 
When we want them to go back. . . 

However, Maralyn a l s o w r i t e s : 
But soznetiiTies they s i t on my head . . . 

Here we have an i n d i c a r i o n i n t h e use of the words: 

But sometimes, . . 

t h a t the t e x t which f o l l o w s i s i n c o n t r a s t t o the t e x t 
t h a t has gone before. I n t h i s s t o r y t here are 
i n s t r u c t i o n s t o i n t e r p r e t d i f f e r e n t p a r t s of the t e x t 
w i t h c h r o n o l o g i c a l and non-chronological 
r e l a t i o n s h i p s . This i s a d i f f e r e n t k i n d of 
o r g a n i s a t i o n from the sequencing of content t h a t we 
have already observed. 

W r i t i n q a t Key Stage Two/5. 
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We have got nvo bugies. We call them chicken and chips. There colours are green and blue 
and yeellow. They have redbeaks. When we let them out they fly up and sit on the light 
Once chips sat on a plant and broke it My mum was very cross because all of the leaves fell 
off. Bui sometimes, they sit on my head and pull my hair in there beaks. We clean them out 
once a week, but they are not very dirty. When we want them to go back in the cage they sit 
on our shoulders and we lift them gently in. 
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This 'But sometimes' occurs a t the beginning of the 
sentence because i t i s imp o r t a n t . I t i s a s i g n a l t o 
the reader t h a t the long s t r e t c h of t e x t t h a t has gone 
before i s r e l a t e d t o the long s t r e t c h of t e x t t h a t 
f o l l o w s i n a p a r t i c u l a r way. The 'But' i n d i c a t e s 
t h a t the f i r s t p a r t of the t e x t i s being contrasted 
w i t h the t e x t t h a t f o l l o w s t h i s s i g n a l . H a l l i d a y and 
Hasan c a l l t h i s an 'adversative sequence', because the 
f i r s t p a r t of t h e t e x t i s an adverse r e l a t i o n s h i p t o 
the p a r t f o l l o w i n g the s i g n a l . The 'But' i s c a l l e d a 
'conj u n c t i v e marker'. 

So here we are beginning t o see not only how the w r i t e r 
organises the content c h r o n o l o g i c a l l y , but also a 
d i f f e r e n t k i n d o f o r g a n i s a t i o n i n which the w r i t e r i s 
i n d i c a t i n g the non-chronological r e l a t i o n s h i p s between 
the longer s e c t i o n s of t e x t . 
Sean's s t o r y of T h e B i r t h d a y P a r t y ' a l s o i l l u s t r a t e s 
these d i f f e r e n t r e l a t i o n s h i p s . F i r s t l y we can see 
h i s c h r o n o l o g i c a l sequence when he w r i t e s : 
One day Philip . . . 
Then we played musical bumps. . . 
Then we had something to eat. . . 
Then they vent home. . . 
But the second t o s i x t h l i n e s are p a r t i c u l a r l y 
i n t e r e s t i n g . Sean w r i t e s : 
Sean was the first person, then Jeremy was the next 
person to arrive Stuart was the third Matthew was the 
fifth. Martyn was last. 

Here we have one event i n the s t o r y 'the people 
a r r i v i n g ' , but i t has a sequence of i t s own about the 
order i n which the guests a r r i v e d . This i s what 
H a l l i d a y and Hasan (1976) c a l l e d an a d d i t i v e sequence. 
I t i s a d d i t i v e because one s e c t i o n of the t e x t i s 
simply 'added on' t o the next- One of the ways i n 
which the r e a d e r / w r i t e r r e l a t i o n s h i p i s sustained i n 
longer pieces of w r i t i n g i s by t h i s second k i n d of non-
c h r o n o l o g i c a l sequencing. 
I n her w r i t i n g we can see how Karen sets out a very 
w e l l d e f i n e d c h r o n o l o g i c a l sequence. She w r i t e s : 

One day i t was a little girl's . . 
then she went do>%^nstairs. . . 
Meanwhile when Kate went downstairs 

W r i t i n a at Key Stage Two/5. 
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Then she played musical bumps. . . 
Then she was o u t . , . 
Then he started to cry, . . 
Then it was time for tea. . . 
When the party was over. . . 
Then they went home. . . 

But i n the middle of Karen's w r i t i n g we also see a non-
ch r o n o l o g i c a l sequence. She w r i t e s : 
Xate asked her mum if here and her friends could go for 
a picnic her mum said "No" so Xate played musicai 
chairs and she won a coke. 

When Karen uses the word so i n 'so Kate played musical 
bumps^ she creates a cause and e f f e c t , or causal 
sequence- Because she coul d not have a p i c n i c Kate 
played musical bumps. This i s a h e l p f u l c l u e t o the 
reader who i n t e r p r e t s t h i s marker as saying 'the p a r t 
of the text that follows is related causally to the 
earlier part.' This i s a f u r t h e r k i n d o f sequence 
which H a l l i d a y and Hasan i d e n t i f i e d as a 'causal 
seguence', which s i g n a l s t h a t t h e preceding p a r t of the 
t e x t i s r e l a t e d t o the succeeding p a r t i n a cause and 
e f f e c t r e l a t i o n s h i p . 
Domenico's w r i t i n g i s i n t e r e s t i n g , because he was 
w r i t i n g i n a second language, but he c l e a r l y understood 
the importance of p l a c i n g markers i n the t e x t t o help 
the reader t o understand how d i f f e r e n t p a r t s of the 
t e x t were l i n k e d i n c h r o n o l o g i c a l and non-chronological 
ways. F i r s t l y t h e r e i s a c l e a r time sequence. 
Domenico w r i t e s : 
One day there was a party on. . . 
And when the sun came out. . . 
Then a milkman came. . . 
We can also see an ad v e r s a t i v e sequence when Domenico 
w r i t e s : 
But one day. . . 
But the milkman did not run off. . . 
But when the milkman 
There i s also a causal sequence: 
the postman saw the cat. So he ran away. . . 
Although Domenico i s c l e a r l y s t r u g g l i n g w i t h the 
w r i t t e n form o f a second language, h i s w r i t i n g i s 
d i f f i c u l t t o read, rhere are many s p e l l i n g and 
Wricina ac Key Staqe T̂ z/o/S. 
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'j-cvw iU'c Cf̂V c\»a .Acf r^tc: C - { T -



139 

grammatical e r r o r s , he c l e a r l y has a sense of audience. 
Domenico understands a g r e a t deal about the needs of 

h i s reader, and h i s i n c l u s i o n o f c h r o n o l o g i c a l and non-
c h r o n o l o g i c a l sequences gives h i s w r i t i n g a t e x t u r e 
which i s not present i n many w r i t e r s of t h i s age group. 

Group 3: Extended use of conjunctive markers. 

I n the w r i t i n g of W i l l i a m we see a very dextrous use of 
time sequencing. W i l l i a m i m p l i e s a time sequence by 
no n - s p e c i f i c references. He w r i t e s : 
A play . . . was being produced. . . 
Almost every day . . . 
On the night. . . 
The second performance. . . 
At the end of the last performance. . . 
a i i the work we had done towards the play had finished. 
There are also non-chronological sequences i n : 
J was, of course, very nervous . . - (a causal 
sequence) 
and: 
jbut i t was o.k. (an a d v e r s a t i v e sequence) 
The same kinds of sequencing are also i l l u s t r a t e d i n 
Lesley's s t o r y of 'Pippa and Poppet'. There i s a 
c h r o n o l o g i c a l sequence: 
Every day when. . . 
Sometimes. . . 
One day. . . 
Meanwhile. . . 
At l a s t , . . 
A f t e r t h a t . , . 
This s p e c i f i e s the chronology of the events. 3a-
rhere i s also an a d d i t i v e sequence: 
And at home. . . 
And her name . . . 
There are also two adversative sequences: 
But we have another caC too. . . 
Or at other times. . . 

And a causal sequence: 

W r i t i n g at Key Stage Two/5. 
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Every day when we finish school we go home. And at home we have nvo cats winng for us. 
We have a very fat one because she has long fur. And her name is Poppet But we have 
another cat too. She has short fur. And her name is Pippa. Sometimes Pippa sits on my 
bed. and Poppet sits on my knee sometimes. Or at other times she sits on my bed. One 
day Pippa and Poppet wen (missing. We looked everywhere for ihem. We even looked in 
the kitchen cupboard.but ihey were not there. Meanwhile I had an idea. Why don't we look 
in our old house? At last we got there, and there were Pippa and Poopet I don't know 
how they got there. Because we didn't want them to go back to our oldhouse my mum put 
buaer on there paws. They sat and likced it off and enjoyed it After that ihey never went 
away again. 
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Because we d i d n ' t want them 

Lesley i s c l e a r l y very s k i l f u l a t i n s t r u c t i n g the 
reader t o i n t e r p r e t a combination of a d d i t i v e , 
a d v e r s a t i v e , causal and c h r o n o l o g i c a l r e l a t i o n s h i p s . 

What do the sequences do? 
We have now seen examples of a l l of these d i f f e r e n t 
k i nds of sequences i n t h e w r i t i n g of ten year o l d s . 
But what p a r t do they play i n the r e l a t i o n s h i p between 
the reader and the w r i t e r ? I t i s i n t e r e s t i n g t o note 
t h a t i f Lesley's markers were removed from her t e x t , 
although the s t o r y would be more d i f f i c u l t t o f o l l o w , 
the s t o r y of events, or c o n t e n t , would remain 
undisturbed: 
When we finish school we go home, We have two cats 
waiting for us. We have a very fat one because she has 
long fur* Her name is Pippa. Pippa sits on my bed, 
and poppet sits on my knee sometimes. At other times 
she sits on my bed, Pippa and Poppet went missing. 
We looked everywhere for them. We even looked in the 
kitchen cupboard hut they were not there, I had an 
idea. Why don't we look in our old house? We got 
there, and there were Pippa and Poppet, I don't know 
how they got there. We didn't want them to go back to 
our old house my mum put butter on their paws. They 
sat and licked it off and enjoyed it. They never went 
away again. 

The c o n j u n c t i v e markers we have observed i n these 
samples of w r i t i n g n e a r l y always occur a t the beginning 
of the sentence. When we remove the markers from the 
s t o r y , i t does not d i s t u r b the content of the s t o r y . 
By removing the markers we can see t h a r the 
o r g a n i s a t i o n they they are s i g n a l l i n g i s q u i t e 
d i f f e r e n t from the o r g a n i s a t i o n of the sr o r y conuenr. 
This combination of markers creates a s e r i e s of events 
running alongside the events o f the s t o r y . I t i s as 
i f the w r i t e r creates h i s own commentary on the s t o r y 
f o r the b e n e f i t of the reader. This i s the p o i n t where 
we can see how the w r i t e r s u s t a i n s the r e l a t i o n s h i p 
w i t h the reader. 
* The purpose of these markers is to assist the reader 
in the shared process of negotiating meaning. 

W r i t i n g at Key Stage Two/5. 
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I n e f f e c t , when we communicate i n speech or w r i t i n g , we 
are i n t e r p r e t i n g events a t two d i f f e r e n t l e v e l s . At 
one l e v e l , w r i t e r s u n f o l d the events w i t h i n the content 
of t h e i r w r i t i n g . At another l e v e l , w r i t e r s u n f o l d a 
commentary on the events i n t h e s t o r y , which helps the 
reader t o n e g o t i a t e the meaning of longer s t r e t c h e s of 
t e x t . 
We can see t h i s happening very c l e a r l y i n the w r i t i n g 
of Annette. Annette sequences the longer s t r e t c h e s 
of her w r i t i n g very s k i l f u l l y f o r her reader. 
F i r s t l y we can see the temporal sequence: 

In the morning. . . 
Then we went. . . 
Then we went. . . 
Then it was getting late. . . 
At l a s t . . . 
Then the a d d i t i v e sequence: 
And Tom said. . . . 
And the adve r s a t i v e sequence: 
But I said . . . 
And the causal sequences: 
Because we had been noty. . . 
So we got the train. . . 
There i s a l s o a more experimental use o f : 
'We will see. Now you go to bed. . ' 

This i s a marker commonly used by teachers i n speech, 
and c a l l e d a frajnemar^cer by S i n c l a i r and Coulthard 
(1976) because i t marks a new frame, or l i n g u i s t i c 
event, between speakers and l i s t e n e r s i n spoken 
communication. Here we see Annette i n c o r p o r a t i n g i t 
i n t o the speech o f her mother. This i s an i n t e r e s t i n g 
development and an i n d i c a t i o n t h a t Annette i s s e n s i t i v e 
t o the d i f f e r e n t ways of using markers i n speech and 
w r i t i n g . 
What i s beginning t o emerge i s t h a t w r i t e r s organise 
t h e i r v ; r i t i n g at two d i f f e r e n t l e v e l s : the content, and 
the r e a d e r / w r i t e r r e l a t i o n s h i p . The most important 
p o i n t s f o r teachers t o bear i n mind are t h a t : 

W r i t i n g a t Key Stage Two/5. 
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We wanted to see Big 
Ben and Buckingham palis. We asked our mum if we could go, and 
she said, "We will see. Now you go to bed and I will talk to Dad 
when he comes in." We weren,t asleep when my dad came in, and 
we krept out on the landing to see of mum would ask if we could go to 
London. Tom said she wouldent, But I said she would. I knew she 
would. They talked for ages and we couldent hear what they were 
sa>"ing. It was freezing and went back to bed, but Tom stayed up 
trying to hear what they were saying. My dad found him asleep on 
the stairs. Because we had been noty my dad said we wouldent go to 
London. I got back into bed and I cride. And Tom said I was a 
baby. 



In the morning it was Saturday and mum woke us erly. She 
said,"Get up and get dress quickly we are catching the train to 
London. I couldent beleeve it. We went to see Big Ben and 
Buckingham palis. 

04^ 

Then we had a picnic in Trafalgar square, but 
the pidgens kept flying by. I dident like it there. The pidgens kept 
trying to get my dinner.Then we went on the underground. It is very 
noisey and smelly and there are lots of people. I got scared I might 
get lost in the crush and I hald my mums hand. We saw the tower 
of London and the crown jewils. They were very pretty. I wish my 
mum had some jewils like that. Then it was getting late. So, we 
got on the train again and came home. I was tired and slept until 
the train pulled into Exeter. At last we got home and went to bed.. 
It is a long way to London, but I am glad we went. 

h. 
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* Children need to be able to organise their writing on 
two different levels. 

* Level one: Content organisation is concerned with 
ordering the events in the story, or the content of the 
writing. 

* Level two: Reader Organisation is concerned with 
signalling the relationship between longer stretches of 
writing to help the reader negotiate the meaning of the 
t e x t . 

For t e a c h e r s i t may be h e l p f u l to remember t h a t Reader 
O r g a n i s a t i o n markers n e a r l y always occur a t the 
beginning of a sentence. And f u r t h e r , i s h e l p f u l to 
know what kind of sequence i s s i g n a l l e d by a p a r t i c u l a r 
c o n j u n c t i v e marker. H a l l i d a y and Hasan suggest t h a t 
the important markers used by w r i t e r s to show how the 
d i f f e r e n t p a r t s of the t e x t a r e r e l a t e d a r e : 

Additive: And, also,furthermore, i n a d d i t i o n , b e s i d e s , 
a l t e r n a t i v e l y , i n c i d e n t a l l y , b y e the way, l i k e w i s e , 
s i m i l a r l y , i n the same way. 

A d v e r s a t i v e ; y e t , though, but only, however, 
n e v e r t h e l e s s , d e s p i t e t h i s , o n the other hand, r a t h e r , on 
the c o n t r a r y , i n any c a s e , whichever way i t i s , anyhow, 
a t any r a t e , however i t i s , e t l e a s t , I mean. 

Causal: So, then, hence, t h e r e f o r e , f o r , consequently, 
f o r t h i s reason, because of t h i s , f o r t h i s purpose, 
with t h i s i n mind, to t h i s end, i n t h a t c a s e , under the 
circumstances, otherwise, i n t h i s regard, with 
r e f e r e n c e to t h i s , t h i s a s i d e , 

C h r o n o i o g i c a i ; then next, a f t e r t h a t , j u s t then, at the 
same time, p r e v i o u s l y , before t h a t soon next, a t once, 
thereupon, one day, once once upon a time, long ago. 

The c h i l d r e n whose w r i t i n g we have examined c l e a r l y 
know a grear deal abour the help a reader may need i n 
longer s t r e t c h e s of t e x t . From these samples of 
w r i t i n g we can a l s o see how, a t the age of ten,there i s 
a wide v a r i a t i o n i n c h i l d r e n ' s a b i l i t i e s to communicate 
i n w r i t i n g . Again t h i s r a i s e s q u e s t i o n s f o r t e a c h e r s : 
What kind of w r i t i n g s i t u a t i o n s would encourage 
c h i l d r e n to develop t h e i r e x i s t i n g awareness f u r t h e r ? 
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What kind of w r i t i n g s i t u a t i o n s would encourage 
c h i l d r e n to develop t h e i r e x i s t i n g awareness f u r t h e r ? 

At t h i s point i t may be h e l p f u l to t h i n k about the 
st a g e s a w r i t e r goes through i n the production of 
h i s / h e r w r i t i n g . 

Diane had been asked to w r i t e about h e r s e l f by a 
student who was t a k i n g the c l a s s f o r the f i r s t time and 
wanted to get to know the c h i l d r e n . A f t e r a l i t t l e 
p r e l i m i n a r y d i s c u s s i o n Diane produced a f i r s t d r a f t . 
Looking a t her d r a f t we can see how she assembles the 
d e t a i l s about h e r s e l f t h a t she i s going t o communicate 
to her reader. 

J have fair hair, and blue eyes, freckels and I am not 
very t a i l . . . 
My sister, . . 
J have a dog. . . 
I like nice clothes . . . 
I used to l i v e in York. . . 
I live in Devon now. . . 

She t e l l s us many personal d e t a i l s about h e r s e l f , but 
th e r e i s l i t t l e i n the way of context s e t t i n g or 
e x p l a n a t i o n s . Her main concern seems to be with 
the content of the w r i t i n g and her Content 
O r g a n i s a t i o n . There i s no s i g n of c h r o n o l o g i c a l or 
non-chronological sequencing, and from t h i s w r i t i n g we 
might th i n k t h a t Diane had l i t t l e awareness of the 
needs of her reader. 
In a t r a n s c r i p t of a feedback s e s s i o n i n which her 
cl a s s m a t e s , Debbie, Mark and A l i s t e r helped Diane to 
r e d r a f t her w r i t i n g : 

Mark: Well I didn't find it all that interesting. I 
mean .you told us lots about yourself. . but all this 
stuff about the colour of your eyes and stuff. . . well 
that could have been anyone. . . J still don't know 
much about you at the end of it, . , 
Debbie: yeah, you need to find some way of telling us 
about you . . . I mean, what you do in your life. 

It kinda boring just to know how tall you are and 
what colour hair you have, 

Diane: O'you think i t ' d help if I told you about my mum 
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ahout vhat 
I mean. . . 
that's much 

is special in your 
y'know, how you 

more interesting . 

. . that Mark: You've gotta remember that . . . erm. . 
we don't know anything about you. . . not r e a i i y . 
we might be in the same class. . . and we might've . . 
. . erm . . . even heen round your house. - , hut J 
know I don't know much about you. . . 

Diane's second d r a f t i l l u s t r a t e s how c a r e f u l l y she 
l i s t e n e d to the advi c e of her f e l l o w w r i t e r s , and how 
much she l e a r n t from t h e i r d e t a i l e d feedback. The 
t i t l e of the w r i t i n g changes t o : 

My Family. 

The second d r a f t c o n t a i n s many new i d e a s : 

Diane's mum and dad. 
Ber relationship with her mother. 
Her family history. 

Here immediately we have a context developing. Diane 
i s beginning to t e l l us about h e r s e l f through her 
fam i l y and her r e l a t i o n s h i p s with them. I n d i r e c t l y 
t h i s has the e f f e c t of t e l l i n g us a g r e a t deal about 

c h a r a c t e r i s t i c s and her p e r s o n a l i t y . T h i s 
c o l l e c t i o n of ideas c r e a t e d content Diane's 

more complex We see o r g a n i s a t i o n problems f o r Diane-

She was born on September 20th 1956 

i n the middle of: 

I li>ce yor>c b e t t e r than Devon 

and: 

yor^ was nicer. 

We don't r e a l l y knew who 'she' i s , or why Diane pur i n 
t h i s sentence r i g h t a t rne end. Her l e v e l one 
o r g a n i s a t i o n i s much more complex and she seems to be 
s t r u g g l i n g with the o r g a n i s a r i o n of the i d e a s . 

t h i s d r a f t a l s o i n c l u d e s seme Reader 
There i s a c h r o n o l o g i c a l sequence: 

Neverthless, 
O r g a n i s a t i o n 

When me and my mum are at home 
When thev had the shoo. . . 
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There i s a l s o a a d v e r s a t i v e sequence: 
But when my sister . . . 

From t h i s d r a f t of the w r i t i n g we begin to glimpse the 
processes through which Diane moves as a w r i t e r . 
F i r s t l y she c a r r i e d out an o r g a n i s a t i o n of content, 
then she r e d r a f t e d her w r i t i n g i n such a way t h a t i t 
took account of the needs of her reader. 

Michael's f i r s t d r a f t of 'The B e l l s a t Brugge' 
i n d i c a t e s q u i t e a c l e a r o r g a n i s a t i o n of content: 

Me and my dad climbed the clocktower. . . 
The clock struck twelve. . . 
C/nfortunateiy the clock plays a tune. - . 
The tower was vibrating, . . 
Once we got home I could still hear the bells after 
they had stopped. . • 
Even though it was three hours after we had been up the 
tower, . . 

I n t h i s f i r s t d r a f t t h e r e i s good content o r g a n i s a t i o n 
r i g h t up to the l a s t two sentences, when, through 
f a t i g u e or simply excitement, Michael l o s t track of 
what he was w r i t i n g . There i s good reader 
o r g a n i s a t i o n i n the form of a c h r o n o l o g i c a l sequence, 
a d v e r s a t i v e sequences, and a c a u s a l sequence. 

However, i n the second d r a f t we can see how Michael has 
taken much more ca r e with the p r e s e n t a t i o n . He has 
attempted to w r i t e n e a t l y so t h a t the reader can read 
what he has w r i t t e n and some of the s p e l l i n g s have been 
c o r r e c t e d . The l a s t sentence i l l u s t r a t e s how Michael 
has tidied up the o r g a n i s a t i o n of h i s ideas ar the end 
of the w r i t i n g , to ' make i t e a s i e r f o r the reader to 
understand. He simply w r i t e s : 

I can still hear the bells ringing in my head. , . 

Much of Michael's content o r g a n i s a t i o n and reader 
o r g a n i s a t i o n were present i n h i s f i r s t d r a f r . In the 
second d r a f t he has gone through a process of 
'polishing up' h i s work to make i t e a s i e r for the 
reader to understand. 

In h i s w r i t i n g about 'The Day I found some Cassettes', 
James proceeds q u i t e c l e a r l y through d i f f e r e n t stages 
i n h i s w r i t i n g . His f i r s t d r a f t i s simply a l i s r of 
i d e a s . His main concern i s c l e a r l y with the content 
o r g a n i s a t i o n . 
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I n a feedback s e s s i o n with h i s f e l l o w w r i t e r s the 
audience was a f o c a l p o i n t of the d i s c u s s i o n : 

Thomas: When you're w r i t i n g r e a l s t o r i e s or s c i e n c e 
f i c t i o n s t o r i e s , a r e you the person in th story , or i s 
i t compieteiy apart.^ 
James: I write - i t ' s s o r t of a video camera filming 
it. . . . erm. . . J 'm t e l l i n g the story. . . i t s not 
r e a i i y me i n the s t o r y , J'/n j u s t t e l l i n g i t . . 
Thomas: Then when you're w r i t i n g , do you . . . d'you 
think about the person who's r e a d i n g i t . . . or. . . 
James: No . . . J think about my story . . . 1 mean. 
Thomas: So you're not w r i t i n g - t h i s f o r anyone i n 
p a r t i c u l a r . . . 
James: Wei1 no . . . 
Thomas: If you were writing for younger children, and 
you wrote an older children's book. . . w e l l erm. . 
wouldn't you have to w r i t e i t d i f f e r e n t l y . . . 
Angela: Course you would. . . you'd have different 
language. . . 
James: yeah . . . Jbut t h i s i s n ' t for children. 
Thomas: You'd have to use simpl e language and short 
words. . . 
James: Yeah. . .1 know. . . but t h i s i s f o r o l d e r 
people . . . 
Angela: How d'you know that. . . 
James: Well i t ' s got long words i n i t . . . and i t s 
erm. - Ji>:e i t s more complicated. . . J i t t i e children 
couldn't read it. . . 
Thomas: Well even for grown ups. . . you have to ma^e 
i t easy f o r them to understand. . . J mean . . . i f you 
make it too complicated. . . no one's going to 
understand it anyway. . . 

I n the second d r a f t James begins to take account of the 
reader's needs by i n c l u d i n g more d e t a i l s . I n the f i n a l 
d r a f t we can observe j u s t how aware he i s of the needs 
of the reader. T h i s d r a f t i n c l u d e s e x t r a d e t a i l s and 
an extended use of c o n j u n c t i v e markers: 

Temporal sequence: Then I knew, . . Then X put theni. . 
C o n t r a s t i v e sequence: But. . . 
£:xperimentai use of framemar/cer: Now. . . 

These samples of f i r s t and second d r a f t s seem to 
i l l u s t r a t e the concerns of the w r i t e r : f i r s t l y f o r 
content o r g a n i s a t i o n , and secondly f o r reader 
o r g a n i s a t i o n . For t e a c h e r s t h i s has important 
i m p l i c a t i o n s . I t suggests t h a t : 

* I t i s important f o r a w r i t e r s development to have the 
opportunity to e d i t and r e d r a f t w r i t i n g . 
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* J t i s important for a wrlter^s development to receive 
adequate and detailed feedback about her/his writing 
between the drafts. 

For t e a c h e r s , these demands may cause c o n s i d e r a b l e 
d i f f i c u l t i e s , because i t may not always be p o s s i b l e f or 
the t e a c h e r to i n d i v i d u a l l y provide feedback on every 
p i e c e of w r i t i n g t h a t a w r i t e r produces. However, i t 
i s important t h a t a t r e g u l a r i n t e r v a l s w r i t e r s r e c e i v e 
d e t a i l e d feedback from the t e a c h e r on a t l e a s t some of 
t h e i r w r i t i n g . 

Another s o l u t i o n to the d i f f i c u l t i e s may be to 
encourage peer group feedback. However, peer feedback 
i s only as h e l p f u l as the peers themselves. I f 
c h i l d r e n have guidance about the kinds of comments t h a t 
are h e l p f u l and those t h a t are not, then peer group 
comments can be very u s e f u l . But without guidance, 
peer group feedback may d e t e r i o r a t e i n t o nothing l e s s 
than a waste of time. For peer group feedback to be 
s u c c e s s f u l , i t needs c a r e f u l o r g a n i s a t i o n and guidance 
from the t e a c h e r . 

Teachers may guide t h e i r p u p i l s towards commenting 
c o n s t r u c t i v e l y upon w r i t i n g by g i v i n g d i r e c t i o n s about 
the k i n d s o f comments t h a t a r e t o be expected: 

This conference will look at the organisation of ideas 

or, 
This conference will comment upon the effect this 
writing has upon those who read it. 

I n t h i s way the c h i l d r e n w i l l gain some ideas about 
what i s expected of them when they p r e s e n t t h e i r 
w r i t i n g f o r comment, or are expected to comment upon 
the w r i t i n g of another. 

Summary 
The main p o i n t s a r i s i n g from t h i s examination of the 
w r i t i n g of ten year olds have been t h a r : 

* The process of writing may require several stages of 
development: 
- an initial stage of selecting and organising ideas: 
content organisation. 

- a second stage of including s t r a r e g i e s for helping 
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the reader; r e a d e r o r g a n i s a t i o n . 
- a final stage of proof reading 

* Young writers can be supported and encouraged through 
the stages of writing by being given the time and 
opportunity to drafts edit and proof-read their 
writing. 

* Young writers need to further develop their 
understanding of the communicative function of markers 
in text. 

* Young writers need to develop their understanding of 
the importance of: 

a. chronological sequences. 
b. additive sequences. 
c. causal sequences. 
d. adversative sequences. 
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Chapter S i x 

So f a r we have examined the ways i n which w r i t e r s 
f u l f i l the e x p e c t a t i o n s of a reader, by s a t i s f y i n g 
c e r t a i n e x p e c t a t i o n s between the reader and the w r i t e r . 
But we have not so f a r considered l i t e r a r y w r i t i n g . 
How can a t e a c h e r t e l l whether or not a c h i l d ' s w r i t i n g 
i s ' l i t e r a r y ' ? 

The National Curriculum Attainment t a r g e t three l e v e l 
s i x r e q u i r e s t h a t p u p i l s should be a b l e t o : 

* demo/istrate the a j b i l i t y to use l i t e r a r y and non-
stylistic features and those which characterise an 
impersonal style, when appropriate using standard 
English (except in contexts where non-standard forms 
are needed for literary purposes) 

But what do we mean by 'the a h i J i t y to use i i t e r a r y and 
non-stylistic features'? 

There a r e many views about l i t e r a r y w r i t i n g , but no 
general agreement. There are those who (Fowler 1977) 
who c o n s i d e r t h a t l i t e r a r y w r i t i n g i s 'the exp r e s s i o n 
of feeling in grammar'. There are those (Tambling 
1988) who c l a i m t h a t t h e r e i s no d i f f e r e n c e between 
l i t e r a r y w r i t i n g and any other kind of w r i t i n g . There 
are those (Talb o t 1980) who c l a i m t h a t l i t e r a r y w r i t i n g 
i s q u i t e d i f f e r e n t from any other kind of w r i t i n g , 
because i t i s determined by the response of the reader. 

However, i f we c o n s i d e r t h a t w r i t i n g i s a shared 
process of meaning n e g o t i a t i o n between a reader and a 
w r i t e r , t h a t i t i s a shared r e l a t i o n s h i p i n which the 
w r i t e r a s s i s t s the reader and t a k e s h i s needs i n t o 
account, then we have to conclude t h a t there are some 
d i f f e r e n c e s between l i t e r a r y w r i t i n g other kinds of 
w r i t i n g . I t i s not simply a case of saying t h a r one 
piece of w r i t i n g i s a pie c e of l i t e r a r y w r i t i n g and 
another i s not, r a t h e r t h a t a pie c e of w r i t i n g has 
more or fewer l i t e r a r y c h a r a c t e r i s t i c s . 

When we look a t what happens to the r e l a t i o n s h i p 
between the reader and the w r i t e r i n l i t e r a r y w r i t i n g , 
s e v e r a l important d i f f e r e n c e s emerge. We begin to 
see: 

* In ordinary writing the writer seeks to make his 
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meaning as clear as possible to the reader. He 
attempts to ^reduce the uncertainty^ (Smith 1978) of 
the reader by making clear his/her assumptions about 
the reader in the choice of language, 

* In literary writing the writer exposes several 
possible meanings, and by careful manipulation of the 
expectations of the reader, obliges the reader to 
interpret a possible meaning for himself. 

What can the w r i t i n g of eleven year o l d s t e l l us about 
t h e i r a b i l i t y to cope with l i t e r a r y E n g l i s h ? The 
f o l l o w i n g samples of w r i t i n g have been again d i v i d e d 
i n t o three groups f o r ease of d i s c u s s i o n . 

Group 1: Emergent literary writing. 

S h e l l e y wrote about the h a p p i e s t day i n her l i f e i n 
v e r s e form, although the language she uses could not be 
de s c r i b e d as ' p o e t i c a l ' . She w r i t e s of her own 
f e e l i n g s : 

J t s a day when joy 
comes into my 
heart and then 
floods out and 
makes everyone happy. 

S h e l l e y b u i l d s up the g r e a t joy she f e e l s , and a t the 
climax of her d e s c r i p t i o n makes the important point: 

. . .dad means 
so much to me hes 
the best thing seens 
slies bread. 

S h e l l e y s h a r e s a very powerful emotion with her reader. 
In t h i s w r i t i n g we see very l i t t l e of a d i s c o u r s e 
s t r u c t u r e , only a s i t u a t i o n . From the d i s c o u r s e 
s t r u c t u r e we can see t h a t the purpose of t h i s w r i t i n g 
i s c l e a r l y very d i f f e r e n t from any other kinds c f 
w r i t i n g r h a t we have examined. In other kinds of 
w r i t i n g t h e r e has been a t l e a s t a s i t u a t i o n and a 
problem, which enabled the reader to work our what kind 
of a c t i o n was r e q u i r e d . When a w r i t e r simply 
produces a s i t u a t i o n , the reader i s l e f t i n some 
confusion about the kind of a c t i o n t h a t i s a n t i c i p a t e d . 

John decided to w r i t e a s t o r y abour a boy c a l l e d John, 
who was unhappy and decided to run away form hoiiie. 
I n t e r e s t i n g l y he s e t out h i s s t o r y i n v e r s e form. 
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Adopting t h i s genre i s an i n s t r u c t i o n to the reader t o 
t r e a t t h i s p i e c e of w r i t i n g as a poem. However, ap a r t 
from the l a y o u t , t h e r e i s again no language i n the poem 
which might be d e s c r i b e d as ' p o e t i c a l ' . However, a t 
the end of h i s w r i t i n g John w r i t e s : 

he stays in a sad and dark place none to love or care 
for him. 

Here reader might have expected d i f f e r e n t grammar, 
something l i k e : 

he s t a y s i n a sad and dark place (with no one) to love 
or care for him. 

I s i t p o s s i b l e t h a t the word '/lone' was d e l i b e r a t e l y 
chosen to d i s r u p t the e x p e c t a t i o n s of the reader, 
b r i n g i n g him/her t o a sudden h a l t . I t seems u n l i k e l y 
t h a t t h i s word was chosen t o b r i n g c l a r i t y of meaning 
to the reader, and was more l i k e l y chosen for the 
e f f e c t i t w i l l have upon the re a d e r . Here John seems t o 
be demonstrating an emerging awareness of how to draw 
on the language t o c r e a t e s p e c i a l e f f e c t s i n the 
reader. 

Group 2; E s t a b l i s h e d l i t e r a r y w r i t i n g . 

Samantha has developed her l i t e r a r y s t y l e f u r t h e r than 
S h e l l e y and John. She chooses to w r i t e i n v e r s e form, 
thus i n s t r u c t i n g the reader to t r e a t her w r i t i n g as a 
poem. The content of the w r i t i n g i s o v e r t l y 
imaginative: 

J hate to go up the stairs 
Because of the were wolf 
At the top of the stairs . . . 

and 

when I come to the door 
I usually slam it right back 
To squash the man 
Who dresses in black . . . 

Samantha e x p l o r e s her own f e a r s and imaginings i n the 
darkness. But she does not simply w r i r e ' J get sc a r e d 
when I go upstairs in the dark. . she chooses her 
vocabulary very c a r e f u l l y . Notice the r e p e t i t i o n of 
the ' s s ' sounds and the rhyming 'a' sounds i n : 
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I u s u a l l y slam i t right back 
To squash the man 
Who dresses in black . . . 

The sound of the language here c r e a t e s a h i s s i n g sound. 
Could t h i s be a sound e f f e c t t o invoke Samantha's hate 
of ^man in black^? Could she be u s i n g the language to 
c r e a t e an e x t r a meaning which was not contained i n the 
t e x t ? We cannot ask her, and we w i l l never know, but 
what we do know i s , t h a t her poem l e a v e s the reader 
asking many guestion s . Did t h i s happen because she 
did not understand the needs of her reader or could i t 
have been d e l i b e r a t e ? 

The next thr e e samples of w r i t i n g , i n t h e i r f i n a l d r a f t 
do not d i s p l a y any p a r t i c u l a r l y l i t e r a r y i n t e n t i o n , 
u n t i l we examine how they have changed between the 
f i r s t and second d r a f t . The c h i l d r e n who produced 
these poems had been asked to w r i t e about the most 
precious t h i n g s i n t h e i r l i v e s , which they would l i k e 
to keep i n a c h e s t i f e v e r y t h i n g e l s e was destroyed. 

In her f i r s t d r a f t L i s a l i s t s the i d e a s she w i l l 
communicate, and begins to s e l e c t those t h a t w i l l 
appear i n the f i n a l d r a f t . The f i r s t d r a f t contains 
no attempt to e x p l a i n the w r i t i n g or help the reader i n 
any way, and i t i s w r i t t e n i n prose form. I t i s 
simply a content o r g a n i s a t i o n . I n her second d r a f t we 
can see c o n s i d e r a b l e development. L i s a has made 
c e r t a i n d e c i s i o n s about her w r i t i n g . She has 
reorganised the ideas i n t o a d i f f e r e n t order. They 
have changed from: 

The smell of fresh lit matches 
The sound of a playing flute 
The sound of the early birds 
The smell of bacon in the morning 
The memories of my mum singing 
The comfort of my pet rabbit 

To: 

The sound of the early birds 
The sound of a playing flute 
The memories of my mum singing 
The smell of fresh lit matches 
The comfort of my pet rabbit 

She has ommitted The smell of bacon in the morning. 
T h i s r e o r g a n i s a t i o n does not e s p e c i a l l y change the 
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meaning of her w r i t i n g , so why d i d she change i t ? 

Nick's attempt a t the same t a s k i s q u i t e s i m i l a r . I n 
the f i r s t d r a f t he de c i d e s which idea s he w i l l 
communicate, and the numbers a t the beginning of each 
l i n e i n d i c a t e s the f i n a l order of the i d e a s . I n h i s 
second d r a f t Nick r e o r g a n i s e s the i d e a s and the d e t a i l s 
which he g i v e s h i s reader. Again t h i s does not change 
the meaning of the w r i t i n g , but i t does provide the 
reader with a s m e l l , a f e e l , a sound and a s i g h t . 
Could i t be t h a t t h i s r e o r g a n i s a t i o n i s intended to 
appeal to the senses of the re a d e r ? Was Nick's 
i n t e n t i o n to achieve a p a r t i c u l a r e f f e c t upon h i s 
reader? 

Although .the language of Sandra's poem could not be 
de s c r i b e d as ' p o e t i c ' , her attempts a t the poem are 
o v e r t l y l i t e r a r y i n t h e i r o r g a n i s a t i o n . She provides 
the reader with two ' s m e l l s ' and two 'sou/ids'. I t 
i s u n l i k e l y t h a t t h i s o r g a n i s a t i o n i s intended to 
c l a r i f y the meaning, as might have been expected i n 
other forms of w r i t i n g . T h i s d e l i b e r a t e o r g a n i s a t i o n 
of s e n s u a l experiences can only be intended to achieve 
an e f f e c t upon the rea d e r . 

Group 3: Extended Literary Language 

A group of eleven year o l d s had been reading the s t o r y 
of Beowulf, and planned an evening entertainment t o 
which t h e i r parents were i n v i t e d . They produced some 
poems about t h e i r work. The f i r s r poem by Wayne i s an 
i n t e r e s t i n g example of l i t e r a r y w r i t i n g . At f i r s t 
glance we can observe some of the f e a t u r e s of 
r e a d e r / w r i t e r r e l a t i o n s h i p which might have been 
a n t i c i p a t e d . For example t h e r e i s an i l l u s t r a t i o n t o 
communicate meaning beyond the t e x t . However, as soon 
as we look a t the t e x t i t s e l f we can see some 
i n t e r e s t i n g and so f a r , unexplored d i f f e r e n c e s i n the 
r e l a t i o n s h i p between the reader and the w r i t e r . I n 
the f i r s t l i n e we read: 

A wave cutter full of sword brothers. 

Immediately we can see how the w r i t e r has chosen h i s 
words very c a r e f u l l y . They have not been chosen f or 
t h e i r c l a r i t y of meaning. I n f a c t they are q u i t e 
ambiguous. These are exophoric r e f e r e n c e s and reader 
wonders: 
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What is a wave cutter? 
What or who are sword brothers? 
Is the wave cutter related to the sword, or the 
illustration of the ship, which might also be a 
'cutter'? 

I n a l l of the examples of w r i t i n g we have so f a r 
considered, the s k i l l s of the w r i t e r have been to 
organise and make c l e a r the s t a t e of play i n the 
r e l a t i o n s h i p between the reader and the w r i t e r , but 
t h i s i s not the case with t h i s p i e c e of w r i t i n g - I n 
t h i s poem the w r i t e r i s d e l i b e r a t e l y 'playing' with 
the e x p e c t a t i o n s of the re a d e r . T h i s w r i t e r i s 
i n v i t i n g the reader t o c o n s t r u c t h i s or her own meaning 
out of s e v e r a l meanings t h a t may be a v a i l a b l e i n the 
t e x t . 

I n the second l i n e the 'playing' c o n t i n u e s ; 

L i ^ e a b i r d s o a r i j i g through the sky . . . 

The reader again wonders about the 'bird in the sky' 
image, wasn't the f i r s t l i n e about a boat? But, i f we 
look a t the p i c t u r e of the boat, i t s i t s on the 
horizon, more v i s i b l y i n the sky than i n the water. 
Could i t be t h a t the 'bird in the sky' image c a r r i e s 
with i t the symbols of freedom, power and speed, 
appropriate to t h i s proud c r a f t g l i d i n g along i n the 
water? Could the w r i t e r be us i n g a s i n g l e phrase to 
imply s e v e r a l l a y e r s of meaning? Could i t be t h a t 
i n t h i s very economical way t h i s w r i t e r i s i n v i t i n g the 
reader to c r e a t e these 'suggested" meanings which are 
i m p l i c i t r a t h e r than e x p l i c i t i n the t e x t ? . 

The w r i t i n g continues with f u r t h e r i m p l i c i t l i n k s 
between: 

the night moon, and the midnight blue 

The poem has an implied movement from dark to l i g h t , as 
i t moves from: 

a glimmer on the waves from the night moon, 

to: 

t h e sharp sword of illumination. 
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In a symbolic way, the w r i t e r a l s o provides a summary 
fo r the reader: 

The boat soars, slices through the swanks way 
The pride of Beowulf I 

T h i s i s a very economical summary r e l y i n g upon the 
meanings i m p l i c i t i n the w r i t i n g . I t r e f e r s the 
reader back to the i m p l i e d connection with the b i r d i n 
the use of the word ' s o a r s ' , and back t o the implied 
connection with the sword i n ' s l i c e s ' . The r e f e r e n c e 
to 'the swanks way* invokes the p r i d e and grace of the 
swan as i t g l i d e s through the water,' and a l l i t s 
a s s o c i a t i o n s w i t h white, p u r i t y , l i g h t . I t captures 
the v i r t u e of the f i g u r e standing holding the sharp 
sword of illumination,' 

I n t h i s poem we begin to see j u s t how much t h i s eleven 
year o l d not only understands about the r e a d e r / w r i t e r 
r e l a t i o n s h i p , but how w e l l he understands how to 
manipulate the e x p e c t a t i o n s of the rea d e r . He 
understands how to make the reader make i n f e r e n c e s , how 
to invoke f e e l i n g s and a t t i t u d e s , how to o b l i g e the 
reader to c r e a t e h i s / h e r own symbolic i n t e r p r e t a t i o n of 
s e v e r a l p o s s i b l e meanings a v a i l a b l e i n the w r i t i n g . 
Here we can begin to see something of the d i f f e r e n c e 
between o r d i n a r y w r i t i n g and l i t e r a r y w r i t i n g . We 
see: 

* Deliberate organisation to achieve a sensual 
experience. 

* The creation of ambiguity of meaning, rather than 
clarity of meaning. 

* Delijberate playing of the expectations of the 
reader. 

* Implied meaning rather than explicit meaning. 

* Using the scund rather than the meanir.g of the words 
to invoke meanings. 

I n t h e n e x t poem 'Gre/idel', by Joshua and Wayne we can 
see how much c a r e t h e w r i t e r s have t a k e n w i t h t h e 
v i s u a l p r e s e n t a t i o n o f t h e w r i t i n g . The w r i t i n g i s 
n e a t l y produced, c a r e f u l l y s p e l l e d and p u n c t u a t e d . 
The v i s u a l appearance o f t h e v e r s e form l e a d s t h e 
reader t o e x p e c t .a p i e c e o f l i t e r a r y r a r h e r t h a n any 
o t h e r k i n d o f w r i t i n g . The i l l u s t r a t i o n o f t h e 
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monster i s superimposed on the w r i t i n g . Could the 
present tense of the f i r s t l i n e of the poem: 

The death shadow hits the gates 

suggest t h a t t h i s i s a n a r r a t i o n ? The 'voice' t h a t 
we are hearing i n t h i s poem i s u n c e r t a i n - We cannot 
be sure whether i t i s the v o i c e of the w r i t e r , or the 
voi c e of the n a r r a t o r . Could i t be t h a t t h i s i s a 
d e l i b e r a t e superimposing of another v o i c e upon the 
t e x t , which i s r e f l e c t e d i n the way the image of the 
monster i s superimposed on the t e x t i t s e l f ? Was i t 
d e l i b e r a t e ? We cannot answer these q u e s t i o n s without 
asking the w r i t e r s about t h e i r i n t e n t i o n s a t the point 
of w r i t i n g . But we can begin to see t h a t there are 
p o s s i b i l i t i e s f o r s u b s t a n t i a l d i f f e r e n c e s between 
w r i t i n g t h a t has l i t e r a r y c h a r a c t e r i s t i c s and w r i t i n g 
t h a t does not. I t i s p o s s i b l e t h a t t h e s e w r i t e r s have 
d e l i b e r a t e l y : 

* Created u n c e r t a i n t y aJbout r o i e s within the 
communication, 

* Manipulated the readers expectations about 
communication roles. 

The reader might have expected the r o l e s of the 
i n i t i a t o r and the respondant, but here we have 
something which may n e i t h e r of these r o l e s . I t may be 
a t h i r d r o l e , t h a t of the Narrator. Here we have 
what Bahktin (1981) c a l l s 'the plurality of voices' i n 
l i t e r a r y w r i t i n g . 

Throughout the poem there i s an i m p l i e d powerful image 
of the monster. I t i s invoked by a powerful 
a l l i t e r a t i v e theme of ' c r ' and 'sh' sounds: 

crushes a chicken 
The door crashed down 
The Danes cracked 
Horrific cries 

Here the w r i t e r s a r e c l e a r l y not choosing t h e i r words 
c a r e f u l l y because the words themselves communicate a 
s p e c i f i c meaning. I t seems more l i k e l y t h a t they are 
choosing t h e i r words f o r the e f f e c t s t h a t the repeated 
sounds invoke. L a t e r i n the poem we see some more 
c a r e f u l c hoice of vocabulary i n : 

as t h e y went down his dingy, gastly throat. 
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The r e p e t i t i o n of the 'd' sounds i n ^down his dingy' 
combined with the 'q' sounds i n 'dingy gastly, , 
have not been chosen f o r t h e i r l e x i c a l meaning. I t i s 
more l i k e l y t h a t they have been chosen to express the 
contempt and horror invoked by the sound of the words. 

T h i s horror i s r e i n f o r c e d 
repeated ' f sounds of: 

two l i n e s l a t e r i n the 

Then a fearful laugh 

I n other kinds of w r i t i n g , w r i t e r s would be u n l i k e l y t o 
repeat words or sounds i n t h i s way. However, here we 
see i n a l i t e r a r y form how r e p e t i t i o n i n sound i s used 
to invoke a meaning. T h i s i s y e t another example of 
the w r i t e r playing with the r e a d e r ' s e x p e c t a t i o n s . 

The t h i r d poem 'Grendel the Monster' by Simon and Wayne 
seems to e x p l o i t the e x p e c t a t i o n s of the reader i n the 
same ways. These w r i t e r s a r e p a r t i c u l a r l y s k i l f u l a t 
pla y i n g with the sounds of the language t o imply 
s p e c i a l e f f e c t s . Could i t be t h a t the r e p e t i t i o n of 
the 'o' i n the opening l i n e r e q u i r e s the reader aloud 
to p h y s i c a l l y r e c r e a t e the gaping 'gross demonic eye' 
i n the shape of the mouth-

Could i t be t h a t the w r i t e r s are using r e p e t i t i o n s of 
sound to invoke a t t i t u d e s and emotions. For example 
we see r e p e t i t i o n of the 'q' sounds i n : 

great fangs gleam 

I s there contempt echoed i n the r e p e t i t i o n of 
and 'p' sounds i n : 

b', ' 

Blood drips to the floor . -

In the r e o e t i t i o n of the i ' s ' and ^sh' sounds of 

The shadow of darkness on the glittering jaws. . . 

could i t be t h a t the w r i t e r s were c r e a t i n g a 
preparation f or a c t i o n ? I n the f o l l o w i n g l i n e s could 
the- w r i t e r s have intended to the w r i t e r s communicate 
the r a p i d fury of the monster's a t t a c k i n the repeated 
'p' and ' t ' sounds? 

The fierce beast attacks 
Tail swiping up through the tables . . . 
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T h i s i s followed by a much slower c o n t r a s t of s i b i l a n t 

In the hall of the danes 
The vicious shadow fades into the dim, sunless night. 

Could i t be t h a t the w r i t e r s of t h i s poem have played 
with the slow, ' s s ' sounds, and the sharp c o n t r a s t i n g 
' t ' sounds, followed again by the long, smooth ' s s ' 
to c r e a t e a movement i n the poem? I t seems to move 
from slow to very f a s t , and back t o slow again. Could 
i t be t h a t the w r i t e r s are p l a y i n g w i t h the sound to 
c r e a t e a very s p e c i a l e f f e c t . Could i t be th a t they 
are attempting to o r c h e s t r a t e the d i f f e r e n t speeds at 
which the poem moves? We s h a l l never know. 

However, the f a c t t h a t the r e a d e r i s l e f t asking these 
questions must i n d i c a t e t h a t t h e r e i s a s u b s t a n t i a l 
d i f f e r e n c e between w r i t i n g with l i t e r a r y 
c h a r a c t e r i s t i c s and any other k i n d of w r i t i n g . The 
r e l a t i o n s h i p between the w r i t e r s of t h i s poem, and the 
reader i s f a r from a 'shared n e g o t i a t i o n of meaning^. 
I t i s more of a c h a l l e n g e to the rea d e r t o der i v e some 
kind of meaning. 

I n the next poem, 'A Mother Weeps', Karen uses s i m i l a r 
d e v i c e s to pi a y w i t h the e x p e c t a t i o n s of the reader and 
c r e a t e new l a y e r s of meaning beyond the w r i t i n g i t s e l f . 
Could i t be t h a t the r e p e t i t i o n of the sound i n : 

Creeping quietly up the mountain 
Into the demon cave. . . 

suggests a c a u t i o n and s i l e n t movement which i s nor 
e x p l i c i t i n the a c t u a l meaning of the words. I s the 
s i l e n c e r e i n f o r c e d by: 

No sound i^'as made 
No noise was spoken 

Could the w r i t e r be p l a y i n g upon the expectations of 
the reader, who might have more pro p e r l y expected the 
t e x t to read; 

No noise was made 
No sound was spoken 

Could i t be t h a t the w r i t e r intended t h i s i n v e r s i o n of 
the vocabulary to draw the reader's a t t e n t i o n to the 
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" l ^ j e a r w i u-'a^D o n (-/^^ 

a v i d 6Kiu 

4̂ 

'0̂  



180 

c o n t r a s t s between the s i l e n c e and the no i s e images, 
which r e i n f o r c e each ot h e r ? At t h i s p o i n t there i s a 
s t a r k c o n t r a s t between the t h r e e s h o r t l i n e s : 

Into the demon cave 
No sound was made 
No noise was spoken 

and 

in the cave the mother cried 

Here the r e p e t i t i o n of the word 'cave' and the 
r e p e t i t i o n of the 'C sounds imply a l i n k between 'the 
demon cave' and 'the mother crying'. Could the w r i t e r 
be i n v i t i n g the reader to wonder why and how the son 
had been k i l l e d ? Could the w r i t e r be suggesting t h a t 
i t was 'the demon'. I n t h i s one l i n e alone, by usi n g 
exophoric r e f e r e n c e s , the w r i t e r has encouraged the 
reader to provide a l l - ^ of the c o n t e x t u a l d e t a i l 
n e cessary t o understand the poem. I n other forms of 
w r i t i n g the w r i t e r might have used d e v i c e s such as 
p i c t u r e s , diagrams, graphs and l a b e l s t o provide t h i s 
background information as c o n c i s e l y as p o s s i b l e . 
Could i t be t h a t the w r i t e r i s d e l i b e r a t e l y not 
supplying the reader's information needs? Could i t 
be t h a t the w r i t e r i s o b l i g i n g the rea d e r to s p e c u l a t e 
about the information r e q u i r e d ? 

I n t h i s poem the w r i t e r never r e a l l y e x p l a i n s why the 
mother was weeping f o r her dead son, but as we have 
seen, she seems to encourage the reader with the use of 
s y m b o l i c a l l y suggestive vocabulary to work t h i s out f o r 
him / h e r s e l f . We see t h i s encouragement developed a 
stage f u r t h e r a t the c l i m a c t i c end to the poem. The 
theme moves from the mother: 

Weeping with sadness in her eyes 

to 

Not only crying with sadness and unhappiness 
Crying with hatred and angerS 

Could t h i s be an open i n v i t a t i o n to the reader to work 
out why the mother was c r y i n g with 'hatred and anger'? 
Since the w r i t e r does not supply any contextual 
information, t h i s can only be an i n v i t a t i o n to the 
reader to go back over the t e x t and work out the 
context f o r him/herself from the symbolic c l u e s i n the 
poem. I t i s almost l i k e r i d d l e to t e a s e the reader. 
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and f o r the reader to s o l v e . So here again we see the 
w r i t e r manipulating the ex p e c t a t i o n s of the reader i n 
c r e a t i v e and in n o v a t i v e ways. 

The f i n a l poem by N i c o l a ^Beovmlf: Murderer! Beast.'' 
seems to present a s i m i l a r enigma. Again there i s 
very l i t t l e c o n t e x t u a l d e t a i l , but t h i s time the 
mystery r e v o l v e s around 'the man she saw as the beast^, 
Two l i n e s l a t e r could t h e r e be an implied connection 
between 'the man she saw as the beast' and 'Love burnt 
dead'? Could the w r i t e r be implying t h a t the man who 
had committed murder was e i t h e r a husband or a l o v e r ? 
T h i s r a i s e s i n t e r e s t i n g moral i s s u e s , and the end of 
the poem seems to r a i s e the que s t i o n of whether k i l l i n g 
someone might be both 'good' and 'bad', and a l s o t h a t 
love i t s e l f might a l s o be a t the same time 'a good 
t h i n g ' "and 'a bad thing'. Could the w r i t e r have 
intended the questions a t the end of the poem: 

Killed by good? 
Was her love bad then? 

to simultaneously invoke the bewilderment of the 
weeping mother? Could t h i s be an i n v i t a t i o n to the 
reader to r e f l e c t on these matters? Here we have a 
poem which i s economical, generates d i f f e r e n t l a y e r s of 
meaning, and l e a v e s the reader with an enigma on which 
to ponder. 

The f a c t t h a t t h i s w r i t e r l e a v e s the reader something 
to ponder over reminds us t h a t i n a sense she has 
adopted a r e c o g n i s a b l e d i s c o u r s e s t r u c t u r e . She has 
presented a s i t u a t i o n and a problem. She leaves her 
reader to decide upon a s o l u t i o n and an e v a l u a t i o n . 
I n t h i s sense t h i s poem i s q u i t e d i f f e r e n t from the 
ot h e r s , which do not have much r e c o g n i s a b l e d i s c o u r s e 
s t r u c t u r e . I n the e a r l i e r poems, the poem was an end 
i n i t s e l f and the w r i t e r s have manipulated, or 
completely l e f t out the d i s c o u r s e s t r u c t u r e to c r e a t e a 
sense of the poem b e i n g s e l f contained, w r i t t e n f o r i t s 
ov;n ends. T h i s poem has an i m p l i e d purpose, bu- t h e 
purpose i s o n l y i m p l i e d i n the way zhe d i s c o u r s e 
s t r u c t u r e i s used, and i s not made e x p l i c i " i n any 
other way. 

What k i n d o f w r i t i n g s i t u a t i o n s m i g h t encourage w r i t e r s 
t o d e v e l o p t h e i r knowledge o f l i t e r a r y w r i t i n g ? 

I t would be a m i s t a k e t o suggest t h a t w r i t e r s can be 
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encouraged t o w r i t e i n l i t e r a r y manner, but they 
should be encouraged to t h i n k about the d i f f e r e n t 
e f f e c t s t h a t they might achieve on t h e i r reader. 
W r i t e r s may begin to t h i n k about t h e i r own l i t e r a r y 
w r i t i n g i f they have o p p o r t u n i t i e s t o : 

1. Use the sound of language to invoke meaning. 
2. Create s e n s u a l e x p e r i e n c e s : s i g h t s , sounds,smells, 
f e e l i n g s . 
3. Describe powerful f e e l i n g s and emotions. 
4. Experiment w i t h the d i f f e r e n t ways i n which words may 
be l i n k e d together. 
5. Experiment with d i f f e r e n t communication r o l e s 
f o l l o w i n g a r o l e p l a y : e.g. the n a r r a t o r . 
6. Experiment with d i f f e r e n t p a r t s of the d i s c o u r s e 
s t r u c t u r e e.g. p r e s e n t i n g a s i t u a t i o n only. 
7. Experiment with c h r o n o l o g i c a l sequences e . g . c r e a t i n g 
a ' f l a s h b a c k ' . 

O p p o r t u n i t i e s of t h i s kind w i l l help w r i t e r s to 
understand some of the c r e a t i v e p o s s i b i l i t i e s of 
language. 

3. 

Summary. 

From these samples of eleven year o l d s w r i t i n g we have 
seen how: 

* The r e a d e r ' s expectation that there will be 
contextual detail is manipulated for literary ends. 

* The expectation that the meaning of the interaction 
will be relevant, explicit and unambiguous is 
manipulated for literary ends. 

* The expectation that the writer will attend to the 
reader's information needs is deliterately manipulated 
to create original and creative effects. 

* The reader's expectation that the writing will be 
organised in anticipated ways is also manipulated for 
literary ends. 

* The role of the narrator deliberately contradicts the 
readers expectations about the roles of the reader and 
the writer in the communication. 

W r i - i n c a r Kev Staae Two/6 



Chapter 
seven 

The teacher's role. 



185 

Chapter Seven 
The r o l G O f t h e t e a c r , 

The i n t r o d u c t i o n to t h i s book suggested t h a t t e a c h e r s 
have t h r e e major r e s p o n s i b i l i t i e s t o c h i l d r e n who are 
becoming w r i t e r s . These were: 

* That teachers understand the different linguistic 
strategies which operate to assist the negotiation of 
meaning between the reader and the writer in different 
social situations. 

* That teachers can look at the writing of a child and 
assess the exact state of knowledge in a specific 
writing situation. 

* That teachers know which social situations will make 
different kinds of demands upon, and will extend the 
children's knowledge about the meaning-making process. 

We are now i n a p o s i t i o n to c o n s i d e r these 
r e p o n s i b i l i t i e s i n d e t a i l . 

What do t e a c h e r s need to know about language? 

T h i s book, and many o t h e r s , have suggested t h a t i n 
order to be an e f f e c t i v e w r i t e r , c h i l d r e n must become 
l i t e r a t e . L i t e r a c y i s a word t h a t t e a c h e r s use 
fr e q u e n t l y , but what e x a c t i y does i t mean? Our 
examination of a teacher conducting a l i t e r a c y l e s s o n 
suggested t h a t : 

* L i t e r a c y i s a shared process of negotiating meaning 
which takes place in a specific social situation. 

and because w r i t i n g i s a l i t e r a c y process, i t was 
f u r t h e r suggested t h a t : 

* Writing is a negotiation of meaning between the 
writer and the reader within a specific social 
situation. 
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and 
* Writing and writers are concerned not only with 
expressing meaning, but also with facilitating the 
negotiation of meaning between _ the reader and the 
writer. 

The i n t r o d u c t i o n of t h i s book concluded t h a t : 

'For t e a c h e r s w r i t i n g as a l i t e r a c y p r o c e s s , a shared 
meaning-making process i n a s p e c i f i c s o c i a l s i t u a t i o n , 
has important i m p l i c a t i o n s . . . t e a c h e r s do have a 
r e s p o n s i b i l i t y to teach c h i l d r e n about language. . . I t 
i s important t h a t t e a c h e r s teach c h i l d r e n how to 
negotiate meaning i n w r i t i n g . I t i s important t h a t 
t e a c h e r s teach c h i l d r e n about the r e a d e r / w r i t e r 
r e l a t i o n s h i p . ' 

I n order to f u l f i l t h e s e r e s p o n s i b i l i t i e s i t i s 
important t h a t t e a c h e r s themselves understand the 
process of n e g o t i a t i n g meaning i n a w r i t i n g s i t u a t i o n . 

I t i s important t h a t t e a c h e r s understand the 
ex p e c t a t i o n s s e t up by the reader w r i t e r r e l a t i o n s h i p . 
The second chapter of t h i s book explored two d i f f e r e n t 

w r i t i n g s i t u a t i o n s , p i c k i n g out some of the important 
c h a r a c t e r i s t i c s of a ' w r i t i n g s i t u a t i o n ' . 
We saw t h a t some important c h a r c t e r i s t i c s of the 
w r i t i n g s i t u a t i o n a r e : 

* The w r i t e r ' s r o l e . 
* The assuined-status of the reader and the writer. 
* The purpose of the writing. 
* The discourse structure. 
* The information needs of the reader. 
* The content organisation, and the reader 
organisation. 
I n succeeding c h a p t e r s d i f f e r e n t a s p e c t s of the w r i t i n g 
s i t u a t i o n were examined i n c h i l d r e n ' s w r i t i n g . Chapter 
two looked a t the d i s c o u r s e s t r u c t u r e . Chapter three 
examined c h r o n o l o g i c a l sequencing. Chapter four 
examined the ways i n which the w r i t e r t a k e s account c f 
the reader's information needs. Chapter f i v e looked 
a t the non-chronological sequences with which a w r i t e r 
guides the reader through longer t e x t s . Chapter seven 
turned i t s a t t e n t i o n to l i t e r a r y w r i t i n g . I t 
i l l u s t r a t e d the point t h a t l i t e r a r y w r i t i n g has 
c h a r a c t e r i s t i c s which are q u i t e d i f f e r e n t from the 
c h a r a c t e r i s t i c s of other kinds of w r i t i n g . 

T h i s i s some of the language knowledge which tea c h e r s 
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need to possess i n order to encourage and extend t h e i r 
p u p i l s . 

2. 

How can a t e a c h e r a s s e s s a c h i l d ' s s t a t e of knowledge 
about a p a r t i c u l a r w r i t i n g s i t u a t i o n ? 

I n the pas t t h i s assessment has always been a 
s u b j e c t i v e one, and t h e r e always w i l l remain a pl a c e 
for s u b j e c t i v e assessment of o r i g i n a l i t y and c r e a t i v i t y 
i n w r i t i n g . However, with the a r r i v a l of the National 
Curriculum and Attainment Targ e t s t e a c h e r s need to be 
able to j u s t i f y v a l u e judgements about the 
e f f e c t i v e n e s s of a p u p i l ' s w r i t i n g . C h i l d r e n 
themselves need o b j e c t i v e and formative e v a l u a t i o n s i n 
order to extend t h e i r knowledge of w r i t i n g s i t u a t i o n s . 
But what form might a more o b j e c t i v e a p p r a i s a l of a 
c h i l d ' s w r i t i n g take? I n t h i s book I have argued t h a t 
i t i s p o s s i b l e to be o b j e c t i v e about the e f f e c t i v e n e s s 
of c h i l d r e n ' s w r i t i n g i n terms of the r e a d e r / w r i t e r 
r e l a t i o n s h i p . 

To giv e formative feedback to w r i t e r s , t e a c h e r s need to 
be asking : 

About the content o r g a n i s a t i o n : 

l.tfas the writer communicated the message adequately? 

a. Has the w r i t e r w r i t t e n i n se n t e n c e s ? 

b. I s the grammar c o r r e c t ? 

c. I s the punctuation a p p r o p r i a t e ? 

d. Are t h e ideas w e l l o r g a n i s e d ? 

About the reader o r g a n i s a t i o n : 

2. How far has the writer thought about the effect of 
this writing upon the reader? 

a. Has t h e w r i t e r h e l p e d t h e r e a d e r by w r i t i n g n e a t l y ? 

b. Has t h e w r i t e r t a k e n account o f t h e r e a d e r ' s 
i n f o r m a t i o n needs? 
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c. Has the w r i t e r adequately " s e t the scene" for the 
reader, portrayed c h a r a c t e r s and provided concise and 
r e l e v a n t d e t a i l s ? 

d. Has the w r i t e r helped the reader by making c l e a r the 
d i s c o u r s e s t r u c t u r e ? 

e. Has the w r i t e r helped the reader with c h r o n o l o g i c a l 
and non-chronological sequences? 

In p r a c t i c e i t would be i n a p p r o p r i a t e to a s s e s s every 
piece of w r i t i n g a c h i l d produced i n t h i s way. 
F i r s t l y , a s i n g l e p i e c e of w r i t i n g i s u n l i k e l y to 
provide adequate information on which t o base answers 
to a l l of the q u e s t i o n s and secondly, i t would be f a r 
too time consuming f o r t e a c h e r s to c a r r y out t h i s kind 
of in-depth assessment on every p i e c e of w r i t i n g t h a t a 
c h i l d produced. Therefore f o r assessment purposes i t i s 
more r e a l i s t i c to t h i n k terms of a f i ^ r i t e r Profile 
which w i l l g i v e d e t a i l e d information about the 
e f f e c t i v e n e s s of the w r i t i n g over a longer period of 
time. 

For a Writer Profile s e v e r a l samples of w r i t i n g from 
each w r i t e r would be n e c e s s a r y . From t h i s f o l i o of 
w r i t i n g t h e r e should be enough f i r s t hand evidence to 
make i n depth judgements about the w r i t e r ' s progress. 
However, because i t would take some time to c o l l e c t a 
s u f f i e c i e n t l y wide v a r i e t y of w r i t i n g samples, w r i t e r 
p r o f i l e s could only be produced a t i n f r e q u e n t i n t e r v a l s 
of p o s s i b l y once each term, or h a l f way through the 
year and a t the year end. N e v e r t h e l e s s i t i s 
important t h a t i n depth assessments are made from time 
to time i n order to help young w r i t e r s to develop t h e i r 
s k i l l s . 

From an a d m i n i s t r a t i v e point of view, i n order not to 
make the P^riter Profile too cumbersome or time 
consuming to produce, i t would be u s e f u l to have a box 
r i c k i n g system which could be q u i c k l y f i l l e d i n . But 
bcx t i c k i n g systems are no" always h e l p f u l i n t e l l i n g 
the person who reads rhe assessment how well, or how 
jbadiy the task was performed, so here t h e r e would need 
to be i n d i c a t o r s of how w e l l the w r i t e r had performed. 
In my own assessments I found the f o l l o w i n g c a t e g o r i e s 
u s e f u l : 

Very Good. // 
Good. / 
Needs p r a c t i c e . = 
Needs help. 
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WRITER P R O F I L E 

Can the \^Titer 
produce sentences 
independently? 

Level 2 

Some 
capital 
letters/full 
stops 
question 
marks 

Level 3 Level 4 Level 5 

Mainly 
capital 
letters/full 
stops/ 
question 
marks 

Accurate 
punctuation 

How well are the 
ideas organised? 

One or more 
linked ideas. 
Has a 
beginning. • 

Has a 
beginning, 
middle and 
end. 

Shows 
evidence of 
discourse 
stnicture 

Has detail 
beyond simple| 
events. 

Uses 
metalanguage 

Can the writer 
produce 
chronological and 
non-chronological 
sequences? 

Has one or 
more event. 

Has d 
I characters. 

• 
Uses only 
chronological 
sequences. • 
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Is the writer aware of 
the reader's 
information needs? 

Level 2 

Situation 
dependent 
references. 

Text 
dependent 
references. 

Uses plans 
and 
diagrams. 

Engages the 
interest of 
the reader. 

Level 5 

Varies the 
vocabulary 
according to 
purpose and 
topic. Q 

Anempis to 
engage the 
interest of the! 
reader r 

Is the writer aware 
of the need for 
reader organisation 
and content 
organisation? 

Beginning 
to redraft 
and revise 
writing. 

Discuss, 
revise and 
redraft 
writing 

Ability to 
assemble 
ideas on 
paper or 
VDU,then 

Does the writer show 
any evidence of trying 
to achieve particular 
effects upon the 
reader? 

Evidence of 
literary 
writing 

Areas of assessment which are good {/) or very good(//) 

Areas of assessment which need attention (-) or (=) 
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I'l'^se four c a t e g o r i e s were good i n d i c a t o r s about how 
""'•Jh more work or a t t e n t i o n was needed i n s p e c i f i c 

'I*'* make the r e c o r d i n g process more e f f i c i e n t and l e s s 
••-"Oorious f o r t e a c h e r s i t i s h e l p f u l t o use a symbol t o 
^^uresent each category (shown above). These symbols 
wti-e p a r t i c u l a r l y chosen because they are a v a i l a b l e on 
^ ---omputer keyboard and could be typed i n t o a word 
P'''Jcessor or desktop p u b l i s h i n g programme very e a s i l y . 

^^'•m an a d m i n i s t r a t i v e point of view i t i s very 
^'.'•ivenient to r e c o r d w r i t e r p r o f i l e s on a computer. 
^\^vstly, t h e r e i s a l s o no reason why the c h i l d r e n 
^*'9mselves cannot record t h e i r w r i t i n g achievements on 

a computer- M u l t i p l e c o p i e s of w r i t e r p r o f i l e s 
'"^Hns t h a t the c h i l d r e n , teacher and parents can a l l 
have a copy of the assessment. 

2^'jondly, information about a whole c l a s s or whole 
sciiQQi i s a very u s e f u l database f o r asking c r u c i a l 
Q*^«?stions about the general l e a r n i n g trends i n year 
9'"»)ups and the p r o g r e s s i v e development of w r i t e r s 
thi-oughout the s c h o o l . At the l e v e l of p o l i c y making 

i s an i n v a l u a b l e source of information f o r 
^ ^ H l u a t i n g the e f f e c t i v e n e s s of the language p o l i c y i n 

s c h o o l . Although the assessment process may 
^^^•luire more time than i t may have done i n the past, 

end r e s u l t w i l l be worthwhile. I t provides 
I uable information t h a t can be used i n many d i f f e r e n t 

^"•/s. For example whole c l a s s information recorded on 
ĥc» computer i s important because: 

^ • ' t provides d i r e c t and s p e c i f i c feedback to the 
•̂ -̂ -'̂ 'rner. 

^ - L t provides a more o b j e c t i v e framework f o r t e a c h e r s 
a s s e s s the q u a l i t y of p u p i l s ' w r i t i n g . 

* ^ - ' t provides information i n the form of a database f o r 
*-"'-'wering c r u c i a l questions, sucn as i d e n t i f y i n g rne 
""•"bers of w r i t e r s who need more help. 

*^^-'t i s an instrument f o r helping to pinpoint fuzure 
^^Mrning t a r g e t s . 

^ • ' t provides information about the general l e a r n i n g 
^'"nds i n a c l a s s or whole school, 

"̂ • ' t provides information f o r a s s e s s i n g rhe 
' o c t i v e n e s s of school language p o l i c i e s . 
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g . I t p r o v i d e s i n f o r m a t i o n f o r he f u t u r e development o f 
l anguage work t h r o u g h o u t t h e s c h o o l . 

Seen from t h i s p o i n t o f v i e w , a l t h o u g h w r i t e r p r o f i l e s 
may t a k e t i m e t o r e c o r d , t h e i n f o r m a t i o n t h e y p r o v i d e 
i s i n v a l u a b l e , and e s s e n t i a l t o t h e development o f 
i n d i v i d u a l s and f o r t h e p r o f e s s i o n a l d e c i s i o n - m a k i n g 
p r o c e s s . 

3. 

How can t h e t e a c h e r h e l p t h e w r i t e r ? 

T h e r e a r e t h r e e i m p o r t a n t ways i n w h i c h t e a c h e r s c a n 
h e l p c h i l d r e n t o become more e f f e c t i v e w r i t e r s . 
F i r s t l y , t h e y must be a b l e t o a s s e s s t h e c h i l d ' s 
knowledge of a p a r t i c u l a r w r i t i n g s i t u a t i o n . 
S e c o n d l y , t h e y must be a b l e t o g i v e a c c u r a t e and 
d e t a i l e d f e e d b a c k t o t h e c h i l d . F i n a l l y , t h e y must 
know what k i n d o f w r i t i n g s i t u a t i o n s w i l l h e l p t h e 
c h i l d t o e x t e n d h i s / h e r w r i t i n g knowledge i n t h e 
f u t u r e . But how might t h i s work? 

a.Assessing the child's knowledge of a writing 
situation: 

A s s e s s i n g t h e s t a t e o f knowledge o f t h e w r i t e r i n v o l v e s 
p i c k i n g o u t t h e s t r e n g t h s w h i c h need e x t e n d i n g , and t h e 
w e a k n e s s e s w h i c h may heed d i r e c t t e a c h i n g . _ I a l w a y s 
found i t h e l p f u l t o c a r r y o u t Writer Profiles w i t h t h e 
w r i t e r s i t t i n g n e x t t o me. I n t h e f i r s t i n s t a n c e , i n 
o r d e r t o make a c c u r a t e a s s e s s m e n t s i t i s h e l p f u l t o 
have t h e w r i t e r ' s p o i n t o f v i e w . W r i t e r s w i l l t e l l 
t h e t e a c h e r t h i n g s w h i c h t e a c h e r s c a n n o t be e x p e c t e d t o 
know o r remember. F o r example t h e y can t e l l t h e 
t e a c h e r i f t h e y found a p i e c e of work p a r t i c u l a r l y 
u n i n t e r e s t i n g , o r i f t h a t was t h e day t h e y were i n 
agony w i t h t o o t h a c h e . 

S e c o n d l y , i t i s u s e f u l from t h e t e a c h e r s p o i n t o f v i e w 
t o . d i s c u s s t h e a s s e s s m e n t s b e i n g made w i t h t h e w r i t e r . 
I t g i v e s t h e w r i t e r s p e c i f i c o r a l f e e d b a c k about how 
w e l l s/he i s d o i n g , and w h i c h a r e a s of h i s work need t o 
be d e v e l o p e d . T h i s a c t i v i t y i n i t s e l f h e l p s t o 
d e v e l o p a c h i l d ' s a w a r e n e s s of t h e r e a d e r / w r i t e r . But 
how does i t work i n p r a c t i c e ? 
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I ' z ou/, ĉ T̂ -̂ -̂̂ o also i 

o 
\ > 

1 i : 
i - J C 

i ' i — 

L I 



194 

I f we were t o a s s e s s V i c k i ' s w r i t i n g i n t h i s way t h e r e 
i s a g r e a t d e a l b o t h t h e t e a c h e r and t h e c h i l d c a n 
l e a r n from t h i s k i n d o f a s s e s s m e n t . I n V i c k i ' s 
w r i t i n g h e r e a r e some good i d e a s , b u t t h e r e i s v e r y 
l i t t l e e v i d e n c e o f r e a d e r a w a r e n e s s . Her c o n t e n t 
o r g a n i s a t i o n needs a t t e n t i o n . I t i s n o t t h a t s h e 
l a c k s i d e a s , t h e y a r e s i m p l y d i s o r g a n i s e d and 
d i s j o i n t e d . 

T h e r e i s even l e s s e v i d e n c e o f r e a d e r o r g a n i s a t i o n . 
Her w r i t i n g i s f u l l o f e x o p h o r i c r e f e r e n c e s , and s h e 
seems unaware t h a t h e r r e a d e r may need more i n f o r m a t i o n 
t o u n d e r s t a n d what s h e h a s w r i t t e n . T h e r e i s l i t t l e 
i n d i c a t i o n o f a d i s c o u r s e s t r u c t u r e , p e r h a p s o n l y a 
s i t u a t i o n , b u t t h i s i s v e r y muddled. T h e r e i s no 
e v i d e n c e o f c h r o n o l o g i c a l o r n o n - c h r o n o l o g i c a l 
s e q u e n c i n g . T h e r e i s o n l y e v i d e n c e o f d r a f t i n g and r e 
t h i n k i n g i n i s o l a t e d p l a c e s i n t h e w r i t i n g . 

I n d i s c u s s i o n w i t h t h e c h i l d , t h e t e a c h e r w i l l e x p l a i n 
how w e l l s h e t h i n k s V i c k i h a s p e r f o r m e d i n e a c h o f t h e 
c a t e g o r i e s , r e c o r d i n g e a c h a s s e s s m e n t w i t h t h e 
a p p r o p r i a t e symbol i n t h e box p r o v i d e d . When t h i s i s 
done i t r e m a i n s o n l y f o r t h e t e a c h e r t o summarise t h e 
good p o i n t s t h a t r e c e i v e d / o r // s y m b o l s , and i n t h e 
bottom box t o summarise a l l o r some o f t h e p o i n t s 
n e e d i n g f u r t h e r a t t e n t i o n , w h i c h r e c e i v e d - o r = 
s y m b o l s . 

b.Giving accurate and detailed feedback: 

From t h i s example a t e a c h e r c o u l d s e e c l e a r l y t h a t 
v i c k i i s c e n t r a l l y p l a c e d a t Key s t a g e two, and even a t 
t h i s l e v e l t h e r e a r e some a r e a s where V i c k i needs 
f u r t h e r h e l p and p r a c t i c e . The t e a c h e r c a n choose t o 
comment on t h o s e a r e a s where V i c k i n e e d s t o f o c u s h e r 
a t t e n t i o n and i g n o r e t h o s e t h a t a r e , a s y e t , beyond h e r 
g r a s p . Of h e r s t r e n g t h s t h i s t e a c h e r c h o s e t o w r i t e : 

Vicki writes well in sentences, and uses punctuation 
appropriately. Her writing has a definize beginning 
and a character. Vicki needs to think about the kind 
of information that her reader needs, but there are 
some good signs that she is beginning to think about 
this. 

Of h e r w e a k n e s s e s t h e t e a c h e r w r o t e : 

VicA'i needs more p r a c t i c e in linking her ideas together 
more carefully. She needs to give her story a 
definite ending, and include more details of the events 
and places in which the story is set. She needs help 
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Can the uTiter 
produce sentences 
independently? 

Level 2 Level 3 1 Level 4 Level 5 | 

Can the uTiter 
produce sentences 
independently? 

Some 
capital 
letters/full 
stops 
question 
marks 

• 

Mainly 
capita] 
letters/full 
stops/ 
question 
marks 

• 

Accurate 
punctuation 

• 

How well are the 
ideas organised? 

One or more 
linked ideas. 
Has a 
beginning. 

E 

Has a 
beginning, 
middle and 
end. 

c 

Has detail 
beyond simple 
events. 

• 

Shows 
evidence of 
discourse 
structure 

E 

Can the writer Has one or 
produce more event. 
chronological and rr 
non-chronological Has 
sequ-nces? characters. sequ-nces? • 

Uses only 
chronological 
sequences. 



Is the writer aware of 
the reader's 
information needs? 

Level 2 

Situation 
dependent 
references. 

Text 
dependent 
references. 

Uses plans 
and 
diagrams. 

Leve l 4 

Engages the 
interest of 
the reader. 

E l 

Level 5 

Varies the 
vocabulary 
according to 
purpose and 
topic. Q 

Attempts to 
engage the 
interest of the] 
reader r 

Is the writer aware 
of the need for 
reader organisation 
and content 
organisation? 

Beginning 
to redraft 
and revise 
writing. 

Discuss, 
revise and 
redraft 
writing 

Ability to 
assemble 
ideas on 
paper or 
VDU. then 
to redraft 
and revise. 

Does the writer show 
any evidence of trying 
to achieve particular 
effects upon the 
readei^ 

Evidence of 
literary 
writing 

Areas of assessment which are good (/) or very good(//) 
Vicki writes well in sentences, and uses punctuation appropriately. Her writing has a 
definite beginning and has a character. Her details are situation dependent, but there 
are good signs that she is aware of text dependent writing. 

Areas of assessment which need attention (-) or (=) 
Vicki needs practice in linking her ideas together more carefully. She needs to give 
her story a defmite ending, and include details about events and places in which her 
story is set. She needs help in selecting the most appropriate details for her reader. 
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to u n d e r s t a n d t h e kind of details which her readers 
need. 

The q u a l i t y o f f e e d b a c k p r o d u c e d by t h e two summary 
boxes i s f a r s u p e r i o r t o t h e k i n d o f comments t h a t 
most t e a c h e r s a r e a b l e make upon c h i l d r e n ' s w r i t i n g . 
The f e e d b a c k i s b o t h s p e c i f i c and c o n s t r u c t i v e . I t 
p r a i s e s t h e w r i t e r f o r t h o s e p a r t s o f t h e w r i t i n g w h i c h 
have been c a r r i e d o u t s u c c e s s f u l l y , and a l s o p o i n t s out 
i n a c o n s t r u c t i v e way t h o s e a s p e c t s o f t h e w r i t i n g 
w h i c h need f u r t h e r a t t e n t i o n . 

F o r w r i t e r s who do n o t f i n d w r i t i n g e a s y , t h e W r i t e r 
Profile h e l p s p i n p o i n t t h e a s p e c t s o f w r i t i n g w h i c h t h e 
w r i t e r c a n do w e l l , and t h i s c a n be u s e d a s a s o u r c e o f 
p r a i s e and encouragement. S i m i l a r l y t h e t ^ ^ r i t e r 
P r o f i l e w i l l a l s o h e l p t h e t e a c h e r and t h e l e a r n e r 
f o c u s on a r e a s w h i c h need t o be a t t e n t i o n . Thus 
s e t t i n g a s m a l l t a r g e t f o r a s t r u g g l i n g w r i t e r t o 
a c h i e v e . As l o n g a s t a r g e t s a r e s e t w i t h i n t h e 
a b i l i t y o f t h e w r i t e r t h e y w i l l a c t a s an i n c e n t i v e t o 
f u r t h e r a c h i e v e m e n t , t h u s e n a b l i n g e ven s t r u g g l i n g 
w r i t e r s t o e x p e r i e n c e s u c c e s s . I n t h i s way, t h e p r o c e s s 
of a s s e s s i n g w r i t i n g becomes a s p a r t o f t h e t e a c h i n g 
and l e a r n i n g p r o c e s s , r a t h e r t h a n l a b o r i o u s and 
cumbersome r i t u a l w h i c h t a k e s p l a c e s e p a r a t e l y from t h e 
l e a r n i n g . 

c.How can the teacher help Vicki to extend her 
knowledge of writing? 

One o f t h e most i m p o r t a n t w e a k n e s s e s t o emerge on 
V i c k i ' s w r i t e r p r o f i l e was h e r l a c k of c o n t e n t 
o r g a n i s a t i o n . T h e o r e , s h e c a n be h e l p e d b e f o r e 
w r i t i n g b e g i n s by: 

Some g u i d a n c e d u r i n g t h e p l a n n i n g s t a g e s o f t h e w r i t i n g 
would be b e n e f i c i a l h e r e . I n o r d e r t o h e l p V i c k i 
u n d e r s t a n d t h e i n f o r m a t i o n needs of t h e r e a d e r , 
b l i n d f c l c games and r o l e p l a y mighr g i v e h e r some 
i n s i g h r i n t o t h e problems f a c e d by r e a d e r s who a r e n o t 
p r e s e n r a r t h e t i m e of w r i t i n g . They would h e l p h e r t o 
l e a r n w h i c h k i n d s o f d e t a i l s a r e h e l p f u l t o r e a d e r s and 
wh i c h a r e n o t . Some r e a d e r r e s e a r c h might a l s o 
s h a r p e n h e r a w a r e n e s s o f t h e d i f f e r e n c e s between 
r e a d e r s . 

A f t e r t h e w r i t i n g i s i n i t s f i r s t d r a f t s h e c o u l d be 
f u r r h e r h e l p e d by: 

C o n f e r e n c i n g w i t h t h e t e a c h e r o r p e e r s who have r e a d 
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h e r w r i t i n g , s o t h a t s h e l e a r n s a b o u t t h e e f f e c t t h a t 
i t h a s had upon t h e r e a d e r . She c a n u s e a computer t o 
d r a f t and r e d r a f t h e r work i n t h e l i g h t o f feedback 
from o t h e r r e a d e r s . She c a n be l e d t o e v a l u a t e h e r 
owa w r i t i n g by b e i n g e n c o u r a g e d t o a s k h e r s e l f : How 
far will it help my reader? 

C o n c l u s i o n s . 

At t h e p r e s e n t t i m e t h e r e i s a g r e a t d e a l of 
u n c e r t a i n t y amongst t e a c h e r s a b o u t t h e e f f e c t s of 
c o n t i n u a l l y a s s e s s i n g t h e work o f c h i l d r e n . Many 
t e a c h e r s s e e he N a t i o n a l C u r r i c u l u m A t t a i n m e n t T a r g e t s 
a s a c l e a r g u i d e t o c l a s s r o o m p r a c t i c e , b u t o t h e r s f i n d 
them r e s t r i c t i n g . A s s e s s m e n t i s s e e n a s y e t a n o t h e r 
i r r i t a t i n g , p a p e r s h u f f l i n g , a d m i n i s t r a t i v e t a s k . 

My own v i e w i s o f a much more o p t i m i s t i c f u t u r e . The 
b e s t model f o r e n c o u r a g i n g c h i l d r e n t o w r i t e must 
c l o s e l y r e s e m b l e t h e p r o c e s s by w h i c h t h e y l e a r n t o 
s p e a k and l i s t e n , t h a t i s , a p r o c e s s o f d e t a i l e d and 
c o n s t r u c t i v e f e e d b a c k i n a m e a n i n g f u l s o c i a l s i t u a t i o n . 
Here i n w r i t i n g t e r m s i s t h a t p r o c e s s . I t i s my b e l i e f 
t h a t t h e a c c u r a t e a s s e s s m e n t o f c h i l d r e n ' s w r i t i n g i s 
p r o b a b l y t h e most i m p o r t a n t p a r t o f t h e t e a c h i n g and 
l e a r n i n g p r o c e s s . I n my own e x p e r i e n c e I have found 
t h a t i t i s t h e key t o d e v e l o p i n g c h i l d r e n ' s knowledge 
about w r i t i n g . 

T h e s e examples o f w r i t i n g o f f e r t e a c h e r s a window i n t o 
what i t means i n p r a c t i c a l t e r m s t o be l i t e r a t e . As 
Newman (1985) p o i n t s o u t , l i t e r a c y i s complex p r o c e s s : 

"As more p i e c e s of the puzzle have fallen into place we 
have come to appreciate the extent to which learners 
themselves create meaning out of their experiences with 
language, both oral and written, We've l e a r n e d to 
r e c o g n i z e the i m p o r t a n c e of the social nature of 
learning, the role which language plays in creating the 
learning environment, and the extent to which language 
is itself determined by the social situation . . . 
We've l e a r n e d t h a t r e a d e r s need t o s u p p J y knowledge 
about how language works, knowledge about the world, 
knowledge about what strategies to try in order to 
create meaning as they read." (Page 7) 

P e r h a p s t h e s e e x a m p l e s o f w r i t i n g w i l l t a k e us a l i t r l e 
f u r t h e r on t h a t j o u r n e y o f u n d e r s t a n d i n g . 
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Suggested Activities for Teachers and 
Students 



Suggested activities for teachers and students. 

If you are planning to lead a staff discussion about the 
nature of writing, or simply wish to explore the 
relationship of the reader and the writer for yourself, the 
following activities may be helpful: 

Chapter One: The role of the writer. 

You may like to look for your own examples of the status of the 
participants being made manifest in the way in which people address each 
other, and in the formality and informality of their language. Try 
observing next time you are in the staffroom: 

How do colleagues of equal status address each other? Can you observe 
any differences in the ways in which the children address their teachers? 
What are the differences in the ways in which the children address their 
teachers, the head, and the lunchtime helper? Do children understand the 
differences in status between the adults who care for them during the day? 

You may like to look for examples of how the purpose of an interaction is 
expressed. Try observing next time you are in the staffroom: 

What do you talk about with your colleagues? 
What is the purpose of this talk? 

Try observing when you are in assembly. What is the purpose of this 
interaction? How is it expressed? 

Try observing the children when they are in the playground. What do 
they talk about? What is the purpose of their talk? 
How far do children make clear the purpose of their interactions? 



Chapter Two: The discourse structure 

You may like to look for your own examples of discourse structure in an 
interaction. Next time you send a letter out to parents, look at it carefully. 
Which parts of the structure does it supply? What kinds of response (if any) is 
expected from the parents? 

Next time you receive an internal memo, look at it carefully. Which parts of 
the interaction have been supplied? Which parts (if any) are you expected to 
supply? 

Chapters Three and Five: Chronological and non-
chronological sequences-

You may like to look for your own examples of how relevant meanings are tied 
together in interactions. Next time you have a staff meeting, or attend an 
external meeting, and a colleague makes a long contribution, or a speech, watch 
out for the ways in which the meanings are strung together. Can you pick out 
any marker such as 'and', 'so', but' and 'then' which tell the listener how the 
longer stretches of the speech are linked? 

Try listening to an adult or a child reading a story aloud. Can you pick out the 
markers? Does the reader read them in any special way? 

Teachers use their own special markers at the beginning of a classroom 
interaction. Try observing your own, or a colleague's language with the 
children. Can you work out what some of these special markers are? 
You may like to look at the educational magazines in the siaffroom. Look at 
one which tells you how to carry out a project or a specific activity. What 
kinds of sequences can you find? How far does the writer attempt to help the 
reader? 

Try looking at any of the latest reports about schools in the newspaper. What 
kinds of sequences can you find here? 



Chapter Four: Using references. 

Try looking at the staffroom notice board. First look at the internal memos. 
How would you describe them, are they full of endophoric or exophoric 
references? Do they contain a great deal of explicit detail? Are they very 
tightly structured? 

Now look at the external notices, for example, notices about in-service courses. 
How would you describe them? 

Look at the notices in your own classroom, or notices in the school generally, 
for example, the fire instructions. How would you describe them? 

Try observing next time you are in the classroom: How far do you have to 
'spell out' new ideas to the children? On which occasions can you afford to 
take 'short cuts' because the children already know what you are going to say? 

Try observing the children's conversations whilst they are working. Do they 
use more exophoric or more endophoric references? 

Try observing the teachers' writing on the wall displays about the school. Do 
teachers use more exophoric or more endophoric references? Now look at the 
children's writing in the wall displays. Do the children use more exophoric or 
more endophoric references?You may like to look for examples of strategies 
for presenting details in writing. Try looking at the information books in the 
classroom or school library. How do writers prioritise first, second and third 
order details? What strategies have the writers of these books used for 
presenting details as economically as possible? 

Try looking at the computer manual for your classroom computer. How does 
the writer of this manual present details which may be difficult for a reader to 
understand? Can you suggest ways in which the manual can be improved? 

Try looking at your school prospectus? Have the details been presented in the 
most helpful way for parents? Can you suggest any improvements? 

Chapter Six: Literary writing. 

Try looking at the school equipment catalogues, or advertisements in the 



educational columns of newspapers. What kind of effect are they trying to 
achieve on the reader? Do they try to manipulate the expectations of the reader? 
Do they have any literary characteristics? How would you describe them? 

You may like to look for your own examples of literary writing. 
Next time you are choosing a story or a poem to read to the children , look at it 
carefully. In what ways could it be described as literary language? 
How has the writer manipulated the expectations of the reader/listener? 

Next time you are listening to a bible reading in assembly, ask yourself: 'In 
what ways is this literary language? ' 'How does it manipulate the expectations 
of the reader/listener?' 
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Suggested Reading: 

Books about Language and Literacy in the Primary 
School: 

1. Dougill,P and Knott, R. "The Primary Language Book" 
Open U n i v e r s i t y P r e s s , Milton Keynes 1988. 

2. Meek,M and M i l l s , C . (Eds.) "Language and L i t e r a c y i n 
the Primary School" Palmer P r e s s , London 1988. 

3. M i l l s , C and Timson,L. "Looking a t Language i n the 
Primary School" The National A s s o c i a z i o n f o r the 
Teaching of E n g l i s h , Exeter 1988. 

4. Newman, J . "Whole Language Theory i n Use" Heinemann 
1985, 

5. Roberts,G. "Teaching C h i l d r e n t o Read and Write" 
B l a c k w e l l , Oxford 1989. 

Special areas of interest: 

I f you are i n t e r e s t e d i n concepts of L i t e r a c y an easy 
t o read c r i t i q u e can be found i n : 

l-Hall,N-"The Emergence of L i t e r a c y " UKRA Teaching of 
Reading Monographs. Hodder and sraughtcn i n a s s o c i a t i o n 
with the United Kingdom Reading Assccia-cion. 1986. 

2. McLaren,P. " C u l t u r e or Canon? C r i t i c a l Pedagogy 
and the P o l i t i c s of L i t e r a c y " Harvard Educacional 
Review Vol.58, No.2 May 1988. pp 213-234 

A more demanding bur very worthwhile read can ce found 
i n : 

3. Tuman,Myron,C "A Preface to L i - e r a c y : An Enquiry 
i n t o Pedagogy, P r a c t i c e and Progress." U n i v e r s i t y of 
Alabama P r e s s . Alabama. 1987 

4. F r i e r e , P and Macedo,D " L i t e r a c y : Reading rhe Word 
and the World" Bergin and Garvey, South Hadiey MA, 
1987. 
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I f you are i n t e r e s t e d i n the r e l a t i o n s h i p between 
s o c i a l knowledge, c u l t u r a l knowledge and l i n g u i s t i c 
knowledge, an easy but informing read i s : 

5. Ferdman, B. " L i t e r a c y and C u l t u r a l i d e n t i t y " 
Harvard E d u c a t i o n a l Review Vol.60 No.2 May 1990. 

A more demanding read i s : 

6. Guinperz,J. "Language and S o c i a l I d e n t i t y " Cambridge 
U n i v e r s i t y P r e s s , London 1982. 

7. Cook-Gumperz,J."The S o c i a l C onstruction of L i t e r a c y " 
Cambridge U n i v e r s i t y Press,Cambridge 1986. 

I f you are i n t e r e s t e d i n the r o l e s of the p a r t c i c i p a n t s 
i n an i n t e r a c t i o n an easy but informing read i s : 

8.Sola,M and Bennett, A.T "The Struggle f o r Voice: 
N a r r a t i v e L i t e r a c y and Consciousness i n an E a s t Harlem 
School, J o u r n a l of Education 167 pp88-110 1985 

9.Brown R.W. and Ford,M, "Address i n American E n g l i s h " 
i n Hymes, D, (Ed.) "Language i n C u l t u r e and S o c i e t y " 
Harper I n t e r n a t i o n a l , New York, 1964. 

IG.Joos, M, "The F i v e Clocks", Mouton, The Hague 
1962. 

11.Wilkinson,A, "The Foundations of Language", Oxford 
U n i v e r s i t y P r e s s 1971. 

I f you are i n t e r e s t e d i n the purposes of an i n t e r a c t i o n 
expressed through speech a c t s , a good i n t r o d u c t i o n can 
be found i n : 
12. Coulchard, M. " I n t r o d u c t i o n to Discourse 
Analysis",Longman. London 1977. 

A more demanding read can be found i n ; 

13. A u s t i n , J . "How to do t h i n g s with Words" Oxford 
Clarendon Pres s 1962. 

14.Searle,J.R. "Speech Acts: An Essay i n the 
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Philosophy of Language," Cambridge U n i v e r s i t y P r e s s 
1969. 

I f you are i n t e r e s t e d i n d i s c o u r s e s t r u c t u r e a cccd 
int r o d u c t o r y read i s : 

15. Coulthard, M. " I n t r o d u c t i o n to D i s c c u r s e 
Analysis",Longman- London 1977, 

16. Brazil,D,Coulthard,M. and Johns,C. "Discourse 
I n t o n a t i o n and Language Teaching." Longman. Lonccn 
1980. 

For a more advanced read t r y : 

17. Sacks,H Schegloff,E.A. and J e f f e r s o n , G "Simplest 
Systematics f o r the Organisation of Turn Taking i n 
Conversation", Language 50/4, pp696-735, 1974. 

18. Hoey,M, " S i g n a l l i n g i n D i s c o u r s e " Discourse 
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a model of teacher competence 
SYLVIA WARHAM 
Rolle Faculty of Education, University of Plymouth, Exmouth, Devon, United 
Kingdom 

SUMMARY This article considers the gap between teaching theory and leaching practice in the 
context of recent calls for reform in teacher education. It argues thai leaping into radical reforms 
zuithoui any apparent understanding of present difficidties is a mistake. It considers current 
models of leaching, highlighting some of their strengths and weaknesses, and asks what kind of 
model of teaching competency might narrow the gap between theory and practice The second 
section concludes that a competency model which situates teaching in iis social context, which 
takes account of the political nature of teaching and its professional power structures might more 
appropriauly describe the activities of teachers. The third section considers a model of hegemony 
which provides insights into teaching which do not exist in present models. 

In leaching circles it is almost a platitude to state that teaching is a two-way 
process which involves both the teacher and the taught. What is really interest
ing when one looks at the literature on the nature of teaching is that it is 
concerned with models of the teacher and rarely makes reference to the pupils, 
or to what the teacher and pupils do together in the classroom. Here there is a 
real gap between theory and practice, a gap between what teachers believe that 
they do in the classroom and the way that teaching is described in theory. 

Tl ie notion o f a gap between theory and practice was noted by Carr (1980) 
and Kyriacou (1986) and raised issues of teacher competence (Shulman, 1987; 
Silver, 1988; Ashworth & Saxton, 1990), leading to calls for reform in teacher 
education (Furlong et al.y 1988; Ball, 1990; Tomic, 1991; Department of 
Education and Science [DES] 1992; McNamara, 1992). Recent political debate 
has focused on a change in emphasis from educating teachers in institutions of 
higher education to training teachers in schools. This proposal has met with 
disapproval both from schools and students (Hannan & Newby, 1992; Crequer, 
1993), both claiming that school-based training would place schools and 
teachers under far too much pressure and in the end may not adequately meet 
the professional needs of new recruits to the profession. 

This dissatisfaction must cause us to think again about the proposed 
reforms. I t would be a mistake to think that change for the sake of change would 
automatically solve the problem. Before endorsing any kind of change it is 
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important to ask: what exactly is the problem? Why is it that current leaching 
models are unable to describe what teachers do in their classrooms? 

Existing Teaching Models 

Zeichner (1990) claims that in spite of the variety of teacher models one might 
consider, most models conform to two basic ideologies, and consequently two 
basic models of a teacher. He claims that teaching can be considered as an 
applied science requiring the training of skills, or teaching might be considered 
as a reflective practice requiring the education of the whole teacher. 

The concept of teaching as an applied science is based on the belief that 
educational research conducted in the traditional sense by academics in univer
sities should provide the basis for teacher education and for practice in schools. 
Berliner (1984) believes that there is now such a strong scientific foundation for 
the study of teaching that students training to be teachers should have system
atic training in knowledge skills and strategies that have been identified by 
research. Berliner (1985) proposed the creation of laboratories in which student 
teachers could experiment with professional behaviour to be learnt. 

Feiman-Nemser (1990) points out that there are several views of the 
applied science approach to teaching. The narrow view sees the acquisition of 
knowledge as a training of students to develop patterns of thought and be
haviour that research has found to be appropriate. The general principle of those 
who subscribe to this view, Tumey et al. (1982), Mclntyre (1983), Stones 
(1984), Taggan (1988), Tobin (1988) and Guyton & Mclntyre (1990), is that 
only knowledge derived specifically fi-om research is imponant for teacher 
competence. 

Zeichner (1990) decries this approach, arguing for a more open and eclectic 
understanding of teaching and learning. However, this comment is also impor
tant because it raises a crucial issue about the knowledge base for teaching. This 
comment would seem to indicate that there is discussion and uncertainty about 
the body of knowledge upon which professional competence is based. This 
uncenainty about the knowledge base which underpins the activities of teachers 
is also a major discrepancy in the alternative model of teacher competence, that 
of the reflective teacher. 

Pollard & Tann (1987) suggest that the most appropriate model of profes
sional competence for teachers may be described as 'reflective teaching'. The 
model of the reflective teacher attempts to overcome the difficulty of an 
appropriate knowledge base for teachers by advocating a hermeneuiic approach, 
claiming that the only knowledge relevant to teachers is that which is generated 
from classroom practice. Pollard & Tann (1987) describe one of several models 
of the reflective teacher in this way: 

According to Dewey, routine action is guided by factors such as 
tradition, habit and authority and by institutional definitions and 
expectations. By implication it is relatively static and is thus unrespon-
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sive ro changing priorities and circumstances. Reflective action,.on.the . . 
other hand, involves a willingness to engage in constant self-appraisal 
and development. Among other things, it implies flexibility, rigorous 
analysis and social awareness, (p. 4) 

According to the Pollard & Tann model, reflective teaching is based on four 
main tenets: 

1. Reflective teaching implies an active concern with aims and conse
quences, as well as with means and technical efficiency. 
2. Reflective teaching combines enquiry and implementation skills 
with attitudes of open-mindedness, responsibility and whole-heaned-
ness. 
3. Reflective teaching is applied in a cyclical or spiralling process in 
which teachers continually monitor, evaluate and revise their own 
practice. 
4. Reflective teaching is based on teacher judgement, informed partiy 
by self-reflection and partiy by insights from educational disciplines. 

A reflective teacher, therefore, is one who constantiy questions his or 
her own aims and actions, monitors practice and outcomes, and 
considers the short-term and long-term effects upon each child, (p. 3) 

I n this model we see an enormous leap forward in professional thinking. 
Teaching has now become an activity which draws on a wide variety of 
informing sources, teaching is a dynamic process which takes accoimt of shifting 
priorities, but more importantly, the focus has shifted to include the f a a that 
teaching has an effect upon children which must also be taken into account. 
However, in many respects it does not go far enough. However, in many 
respects i t does not go far enough. Children are seen as passive receptors who 
are influenced by what their teacher does to them, whereas in reality, most 
teachers would be the first to protest that children in the classroom are far fi"om 
passive. 

Furthermore, in practice this model of teacher competence has been heavily 
criticised. Zeichner criticised the model of the reflective teacher for its encour
agement of narrow introspection, claiming that i t served to encourage "a kind 
of navel gazing" (1990, p. 116). This approach to teacher competence is an 
advance on the scientific teacher approach in that it attempts to define a 
knowledge base, since the knowledge is generated firom classroom practice. 
Nevertheless, Carr & Kemmis (1986) and Zeichner (1990) criticise the knowl
edge base because it is too narrow and introspective. However, this model of 
reflective leaching does have clear aims, and a specialised knowledge base fi-om 
which the aims are drawn, and therefore should not be easily dismissed. For 
these reasons Pollard (1985) defends this interpretation of the reflective teacher. 

Attempts to produce a model of the reflective teacher which is less 
hermeneutic have led to variations in the term 'reflective teacher'. Schon (1987) 
argues that whilst many situations in the classroom can be explained with 
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reference to theories derived from academic research, there are many situations 
which cannot be explained as easily and models of the reflective teacher should 
take this into account. 

Schon's view of the reflective teacher is one in which the teacher reflects-
on-action. I t is a form of experimentation and research which is denied in the 
applied science view of the teacher, yet to some extent, it avoids the self-inter
pretive difficulties of the Pollard & Tann model. Schon's interpretation is similar 
to versions of the 'critical teacher' model advocated by Stenhouse (1975), Boud 
et al (1985) Carr & Kemmis (1986) and Kemmis & Taggart (1988). The 
concept of the 'critical teacher' evolved from the work of Jurgen Habermas 
(1971), whose main concern was that the theory derived from research rarely 
matched exactly what happened in practice. 

Habermas proposed three different kinds of interest-constitutive research as 
a unified whole. He called his theory a theory of "knowledge constitutive 
interests", because it rejeaed any idea that knowledge is a purely intellectual 
act. Habermas claimed that any knowledge is constituted on the basis of 
interests which grow out of human needs, and human needs are defined by 
historical and social conditions. Habermas (1972) claimed that self-reflection 
was imponant as a liberating agent in the lives of men. He argued that freedom 
from cultural constraints can only be brought about by the development of 
"critical consciousness" through self-reflection, but Habermas's self-reflection 
differed from that of Pollard & Tann. 

In order to overcome the criticism of introspective reflection Habermas 
claimed that reflection should be undenaken in groups, in order to widen the 
social context of the thinking, in order to arrive at the ' t ruth ' of the situation. 
Habermas (1979) argued that the ' t ruth ' of a situation could only be arrived at 
through spoken discourse in the form of speech acts. Consequendy he proposed 
the "ideal speech act" which would allow speakers to " . . . conceive the ideas of 
truthy freedom and justice . . . " (p. 271). Habermas claimed that in the ideal speech 
act individuals could free themselves from the cultural constraints which bound 
their thinking. Nevertheless, in his critique of Habermas, McCarthy (1984) 
questions the dependency on the ideal speech act to bring freedom from cultural 
constraint. 

Based on these concepts the notion of 'becoming critical' or developing 
'critical consciousness' was advocated by Carr & Kemmis (1986), who sug
gested that freedom from cultural constraint or 'habitual thinking' could be 
brought about through action research. Ashcroft & Griffiths (1990) proposed a 
model of reflection based on the idea of a teacher or student being a critical 
problem-solver, which aims at: 

The development of classroom skills, e.g. voice control, lettering, 
questioning, are necessary but not the only requirements for becoming 
a reflective teacher. I t is essential to develop other skills, including: in 
particular, the ability to work as a team; to communicate and exchange 
ideas; to observe using a variety of methods; to analyse and evaluate 
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data collected; to engage in self-assessment; and to develop the ability . 
to criticise existing states of affairs fi-om a moral-social-political point 
of view. (p. 36) 

These views had been expressed earlier by Brook (1981) who claimed that 
Carr*s analysis of the problem of the gap between theory and practice was 
incorrect. His own interpretation differed in that he claimed that some theories 
were of benefit to teachers and should be taught in education courses. Brook 
goes on to suggest that the reasons why practitioners find that theory is so 
irrelevant to practice are because: i t is badly taught; it is poorly chosen; it is not 
sufficiendy related to practical experience; the implications are not fully worked 
out in practice; and some worthwhile theory is difficult to understand. 

In addition, subsequent attempts to educate new recruits to teaching in the 
critically conscious model of reflective teaching have highlighted further 
difficulties in practice. Ashcroft & Griffiths (1990) describe an anempt to train 
students to become critically conscious, claiming that there are some drawbacks: 

However, putting the model into action modifies the cycle ... Becom
ing reflective demonstrates immediately that the classic spiral action of 
research needs to be re-thought... The spiral method assumes that one 
pan of the spiral is complete before the next one begins ... More 
usually, several levels of evaluation and several kinds of activities are 
happening at once ... so there will be overlaps. These overlaps lead to 
interaction between different points of the cycle, (p. 48) 

This raises the question that perhaps the operation of the teacher in the 
classroom is neither cyclical nor a spiral. In practice the course experienced 
difficulties in developing an *ideal speech situation'. Hiere were difficulties in 
achieving equal status of members of the group in an institutional context, so 
that there could be an open and fi-ank discussion. But by far the greatest 
problem was simply holding a diverse group of students, teachers and tutors 
together for sufficientiy long periods for critical group reflection to take place. 

One cannot help thinking that conceived in this way, the difficulties were 
surely predictable. Yet, this is a particularly valuable comment, because whilst 
Ashcroft & Griffiths seem very much to support the idea of an 'ideal speech aa ' 
they found that institutional power rendered the situation unworkable. Interest
ingly, this has not created problems for academics working in other fields. For 
example, Searle (1969) and Coulthard (1977) working on speech aas in the 
field of linguistics did not encounter difficulties with institutional power issues. 
This raises important questions for teacher competency. Could the difficulty 
experienced by Ashcroft & Griffiths reside not so much in institutional power, 
but in the perception of power itself? Could this difficulty be overcome by taking 
a different view of the concept of power? 

Ashcroft & Griffiths raise further questions about the social context. They 
particularly draw anention to "the increasingly tight central government control 
placed on institutions of teacher education in Britain" and conclude that 
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"questions of access, accountability and control ... remain political in the widest, 
sense of the word" (p. 50). This is a very important argument in the advance
ment of thinking on teacher competency. Ashcroft & Griffiths here highlight the 
point that no maner how hard teachers or researchers try to escape from the 
faa , the very nature of teaching is political. I t is political both within the 
classroom and influenced by political factors outside the classroom. Any theory 
which attempts to describe teacher behaviour cannot fail to take this into 
account. 

T o conclude, an overview of the different models of teaching put forward 
in the last decade might suggest that teaching and teachers are in a state of 
disarray. Current models of teaching seem to have deficiencies to which there 
are no obvious solutions, and yet, within the models themselves there is a great 
deal of positive and valuable thinking. None of these models on their own can 
describe for us exactiy what i t is that teachers do, yet they cannot be dismissed 
out of hand. There is a great deal to be learnt from them. 

What C a n We Learn from these Models of Teaching? 

From this discussion of the professional ideologies underlying notions of teacher 
competence several points emerge. Firstiy there is a difficulty over what consti
tutes the knowledge base for teacher competence. The positivist view of the 
scientific teacher suggests that only research generated from academic sources is 
relevant to teacher competence. The hermeneutic view suggests that only 
knowledge generated within the classroom is relevant to teacher competence. 

The middle view of the critically reflective teacher attempts to overcome 
these difficulties by accepting that knowledge generated from both inside and 
outside the classroom is important for teacher competence. However, this model 
of teaching founders on its adherence to the 'ideal speech situation' proposed by 
Habermas, which is difficult, i f not impossible to achieve in practice. Thus the 
critically reflective teacher model, whilst attempting to overcome the problems 
associated with the knowledge base for competence, is theoretically weak and 
seems to have no practically effective means of achieving its theoretical aims. 

Furthermore, advocates of the critical teacher model seem to have over
looked the fact that in order to be 'critical' one needs a set of standards or values 
against which critical judgements can be made. Perhaps the main failure of the 
critical teacher model seems to be that it lacks clarity about what and why 
teachers need to be critically conscious. I t has not addressed the more deeply 
embedded issue of 'critical to what end?' 

However, perhaps the most important issue raised by Ashcroft & Griffi ths 
(1990) is the political nature of teaching, which is totally absent from any of 
these models of teacher competence. They do not take account of the fact that 
teachers have a dual role as a professional and as a worker for the state (Hoyle, 
1983). Whilst there has always been an emphasis on the development of 
professional skills and knowledge, the power function of teachers has received 
little attention. 
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Current models of teaching seem to encourage the development of teachers 
as technicians. What the teaching profession seems to lack and urgently needs 
to develop is a model which recognises the primary professional functions of 
teachers both within the classroom and in the wider social context. T^is point 
was made by Giroux & McLaren (1987) who argue that leaching and teacher 
training institutions need to take account of the social context in which teachers 
practise their professional activities. 

This is imponant because it highlights the main issues in the question of 
teacher competency. I t jolts us into asking: what kind of competence model 
might be most suitable for teachers? For example, would it be possible to 
develop a model of teacher competence which took account of some o f the 
factors we have already encountered? Could such a model take account of 
knowledge and influences which were generated both from within and outside 
the classroom? Could it take account of the political nature of teaching? Could 
a modified version of the Habermas 'ideal speech act' have imponant implications 
for teachers? Would a different power perspective from the notion of institu
tional power offer fewer difficulties and greater insights. What might that 
perspective entail? Would i t be possible for a teacher competency model to take 
into account the intuitive knowledge of all teachers that teaching and learning 
is a two-way process, which has as much to do with what the pupil does as with 
the effects of teacher actions? 

What Kind of Competence Model Might Be Suitable for Teachers? 

Possible solutions to these questions have been suggested by many researchers. 
Popkewitz (1987) Giroux & McLaren (1987) and Git i in & Smyth (1989) have 
all written about models of teacher competency which take account of profes
sional power structures. However, as early as 1979 researchers such as Apple 
(1979, 1982), Apple & Weis (1985), and Bourdieu (1986) were stressing the 
importance of the social process in the struggle for cultural hegemony. 

Hegemony is defined in the Oxford English dictionary as "Leadership of state 
especially of confederacy''. Williams (1976) describes it in much greater detail. 

Hegemony pre-supposes the existence of something which is truly total 
... which is lived in depth, which saturates the society to such an 
extent, and which, ... even constitutes the limit of commonsense for 
most people under its sway ... This notion of hegemony as deeply 
saturating the consciousness of a society seems to be fundamental ... 
(p. 205). 

Williams goes on to explain some of the attributes of hegemony: 

(It) emphasizes domination ... [Hegemony] is a whole body of prac
tices and expectations; our assignments of energy, our ordinary 
understanding of man and his world. I t is a set of meanings and values 
which as they are experienced as practices appear reciprocally 
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confirming. I t constitutes a sense of reality for most people in the _ 
society ... But this is not a static system. On the contrary we can only 
understand an effective and dominant culture i f we understand the real 
social process on which it depends: I mean the process of incorpora
tion. The modes of incorporation are of great significance ... (p. 205) 

Apple (1979) describes hegemony in much the same way. 

... Hegemony acts to saturate our very consciousness, so that the 
educational, economic and social world we see and interact with, and 
the commonsense interpretations we put on it becomes the world ... 
the only world. Hence, hegemony refers not to the congeries of 
meanings that reside at an abstract level ... it refers to an organised 
assemblage of meanings and practices, the central, effective and dom
inant system of meanings, values and actions which are lived, (p. 5) 

At once we can begin to see that a model of teacher competence based on 
hegemony might take account not only of what happens in the classroom, but 
also how those events are linked to influences outside the classroom. I t seems 
that it is possible to have a model of teacher competency which takes into 
account the social context in which teachers perform their professional activities, 
a model which takes into account the dual roles of the worker and the 
professional. 

On the other hand, Williams (1976) suggests that hegemony "emphasises 
domination" and many teachers might find it distasteful to conceive of their work 
as that of dominating or indoctrinating their pupils, and might rightiy claim that 
this would be far too simplistic an explanation of the sophisticated interactions 
which take place in the classroom. However, Frow (1985) claims that domi
nance in a hegemony is rather different from dominance in the Marxist sense of 
a powerful group dominating a less powerful group. Frow insists that in reality 
the power in a hegemony is far more complex: 

This means that power isn't simply on one 'side', and hence the 'sides' 
in any situation may be mobile and tactically constituted; they are not 
necessarily pre-given ... and can't necessarily be specified in advance, 
since ideology is both constituted by and is involved in the constitution 
of social contradictions. But it also means that power is never mono
lithic, stable or uniform in its effects. Every use of discourse is at once 
a judgement about its relation to dominant forms of power and either 
an assent or resistance to this relation, (p. 204) 

Frow describes a very different kind of power from the Marxist use of the term, 
or even the perception of institutional power which created difficulties for 
Ashcroft & Griffiths (1990). According to Frow, the kind of power existing in 
a hegemony is not a power that resides in a single group. Interestingly he claims 
that power is communicated in discourse i.e. the language we use. He further 
claims that it is not stable and it consists of actions of assent or resistance. 
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Tliese claims are very important for a model of teacher competency. They 
tell us that power operates in the language that teachers use and i f we examine 
the language of teachers carefully we shall see the operation of power in the 
classroom. They tell us that the key to a hegemony in the classroom rests in the 
interaction between the teacher and the pupils, that the operation of power is 
contained in the teacher-pupil interaction, the speech aas between the teacher 
and the pupils. But what is this power? 

Cousins & Hussain (1984) in their critique of Foucault suggest that power 
is created in terms of relationships between individuals. Foucault (1982) de
scribes such interpersonal power relationships as bottom to top in xhc context of 
the individual in society. Power, he claims, begins with the individual: 

T o sum up, the main objective of these struggles is to attack not so 
much ... an institution of power, a group or elite, or class but rather 
a technique, a form of power. 

This form of power applies itself to immediate everyday life which 
categorizes the individual, marks him by his own individuality, anaches 
him to his own identity, imposes a law of truth on him which he must 
recognize and which others have to recognize in him. (p. 781) 

Fine (1979), Minson (1980) and Wickham (1983) criticise the meanings that 
Foucault attaches to individual identity, but support the view that power is 
derived from the relationship between one individual and another. Interestingly, 
we can see from this comment that Foucault is not writing about hierarchical or 
institutional power structures. The power that Foucault writes about is power as 
a 'technique'. Naturally this raises further questions. For example, if, as Foucault 
claims, power is a technique, what is the technique and how is it exercised? 

On the question of how and why power is exercised Foucault (1982) 
suggests that: 

... what characterises the power we are analysing is that it brings into 
play relations between individuals (or between groups) ... what defines 
the relationship of power is that it is a mode of action which does not 
act direcdy or immediately on others. Instead it acts upon their actions: 
an action upon an action, on existing actions or on those which may 
arise in the present or the future, (pp. 785-789) 

and He continues: 

The exercise of power consists in guiding the possibility of conduct and 
putting in order the possible outcome. Basically power is less a 
confrontation between two adversaries or the linking of one to the 
other, than a question of govenmient ... To govern in this sense, is to 
structure the possible field of action for others, (pp. 789-790, emphasis 
added) 

From these comments we might infer that the technique of power is exercised 
in order to "structure the possible field of action for others". As we explore the 
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notions of power put forward by Foucault, and realise that he is writing, about 
interpersonal relationships, exercising power on the actions of others, exercising 
power on future actions that may occur by structuring the possibilities of actions 
for others, suddenly his notion of power seems especially pertinent to the 
classroom. After all, interpersonal relationships and managing the complex 
actions that take place in the classroom by ^'structuring the possible field of action 
for others'' are prime concerns of all teachers. 

Frow (1985) further points out that there is a delicate balance of continu
ous hegemony and counter-hegemony. He claims that hegemony is a process of 
contaiimient in which all parties are accepting or resisting. I t describes for us a 
model of teacher competency in which we can pick out the dominant and less 
dominant strategies which teachers use in the classroom. When teachers are 
operating dominant strategies we see them (Warham, 1993): 

—using ritual language; 
—using routines to control large groups; 
—using contrasts in the loudness and softness of their voices; 
—using dominant rising tones; 
—using non-verbal communication to control attempts at contesting the power 

outcome; 
—using strategies of disengagement; and 
—manipulating the structure of the discourse to inhibit interruptions. 

Some of the less dominant strategies used by teachers to facilitate learning in 
their classrooms are: 

—drawing on peer group pressure; 
—encouraging; 
—establishing long eye contact; 
—manipulating the discourse to support the children; 
—encouraging positive thinking; 
—asking favours; 
—establishing group coherence; 
—restating the children's position when they lost track of the discourse; 
—keeping quiet and allowing the children to take responsibility for a discussion; 
—acts of politeness; 
—making suggestions; 
—praising and being complimentary; and 
—enjoying humour. 

I n a hegemony model we have a basis for not only explaining some of the more 
complex decisions made by teachers in the classroom, but also a f i rm firamework 
for looking at teaching styles, classroom management and the professional 
choices open to teachers. 

Funhermore, Giroux (1981), Foucault (1982), Hargreaves (1982), and 
Walker (1986) all agree that the nature of resistance is dialectic. Here hegemony 
can account for the intuitive knowledge of all teachers that teaching and learning 
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is a two-way process. I f we examine the dominant power strategies operated by 
the children upon their teacher we discover that they: 

—do not pay attention; 
—yawn and show disinterest; 
—demand attention; 
—do not listen to their teacher; 
—fiddle and distract other children; 
—shuffle and become resdess; and 
—disobey the teacher's instructions. 

I f we examine the less dominant power strategies operated by the children upon 
their teacher we discover that they: 

—establish long eye contact; 
—smile; 
—enjoy humour; 
—co-operate; 
—listen carefully; and 
—obey instructions. 

Very qviickly we begin to see the negotiation of power between the teacher and 
pupils which either constrains or facilitates learning. We begin to gain new 
insights into questions o f quality of learning. We learn that it is a two-way process. 
Far from being a result of what a teacher enables the children to do, we begin 
to understand that quality of learning is as much a question of what the children 
wil l allow the teacher to do. Hegemony enables us to explore the higher level 
skills of the teacher as she: 

—assesses the power relationships; 
—works within the existing power relationships; and 
—restructures the power outcome. 

(All ftinher explained in Warham, [1993].) 
Hegemony enables us to explore the professional relationships of the 

teacher and parent, teacher and headteacher, teacher and other educational 
bodies. I t enables us to gain insights into the management of the school and its 
relationships with the wider community. I t enables us to see professional 
competence which must be understood in relation to the professional activities 
of teachers against the wider power tapestry of legislation and central control. 
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