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Learning to Read in a Second Language:
 
A Window on the Language Acquisition Process·
 

Catherine Wallace 

-

In Ihis paper I should like to discuss the influence of the stage of L2 lan­
guage development on the learning to read process. My interest. as a 
teacher as much as a researcher. is in the kinds of resources drawn on by L2 
learners in learning 10 read in English: also in trying to account for some of 
the difficulties which apparently simple reading texts may provoke for such 
learners. My aim is to show that difficulties encountered by L2 learners in 
reading should nat be perceived as deficiencies in the learner: rather they 
can be exploited as an opportunity for both learner and teacher to renct to 
and reflect on some of the features of wrillen English texts, in particular the 
relationShip between wrillen and spoken language modes. 
. On~ way in which difficulties are made apparent is through the occur­

rence of learner miscues. A miscue is defined hy Goodman (1973) as "an 
actual observed response-in l~llJing which docs not match .the expected 
response~", the expected response being the print on the enge, Goodman 
[f969) proposed that readers make use of three cuing systems simulta­
neously, namely gr:! hophonic, s ntactic nnd semantic. TIlese cuing sys­
tems renect three levels a Inngllage inherent in all texts. That is, all texts 
consist of actual physical marks on the page, structure or grammar carried 
by morphemes, function words and word o,'der, and meaning carried by 
both content items and grammatical items. More recently interest has 
centred on a rourth level of language and a rourth cuing system, namely 
eragmalic (cf. Rigg 1986). which involves our drawing on certain kinds of 
~nowJcdge of the world," often culture·specific, and which for an experi· 
enced reader would also include knowledge of the warld of teXIs, for 
instance a knowledge ar the typical Slructllre and content of certnin genres: 

An cllcnded version l,r Ihis p;'l'cr has "l'l'carcd in IIrn.li,,& in M .r.. ',~iglr Language (5(2). Spring 
I'JIl9. 
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Second IO!l2l!ogc learners ll1~hayc dimc' ItX with all these levels, because 
of a ~tismatch between the texl's langLJ~ge and assumed knowkdge of the 
\~rld and ,the learner's own language anel knowledge systems. 

Inherent in the concepl of texlual clles and learner miscues are lwo 
major principles. Firstly, miscues should nol be regarded negatively. All 
learner reoders and all experienced readers miscue. Secondly, learner read. 
ing behaviour is not random. Just as we can uncover pallerning to L2 lear­
ners' oral language development, through error analysis for example, so 
miscue·analysis can reveal a pallerning in L2 reading behaviour. 

In this paper I shall use as illustrative data, samples of the language 
;and reading behaviour of one young adult learner. new to both English and 
to literacy at the stari of her instruction. The teaching situation described 
was one to one with a leacher, i.e. myself. What the one-to-one readin,s 
aloud situation offers, as well as a chance for teacher and learner to read 
tOge-mer and talk about stories in an interaction focussed around a panieu­

plar text, is also an opportunity to observe and record how the learner tack. 
les part~cular features of wrillen English texts, The reading aloud activitYis 
tfius potenllally a window not 0 rnin to read rocess as 
Goodman 19 escribes it) but also on the language acquisition process. 

A dilemma for ESL tea~hers in considering the source of unexpected
 
difficulty with apparently simple items of language is whether one is talki.!!S.
 
~f a reading problem or a language problem, In fact, Ihe Iwo are necessarily
 
interlinked if one has a view of reading as a process which essenlially
 
Involves using one's langua e com elence to redict slruclural, semanlic
 
and pragmatic features of texIs. If Ihe learner is unahle 10 prediel even basic
 
struclures in the second language because conlrol of the English language
 
system is still weak, reading, that ,is reading for sense, will not tnke place.
 
What may Occur is mechanical decoding, especially with L2 learners who
 
arc lilerate in their L1 and have therefore le;trnt or acquired decoding skills
 
which may equip them to decode English.~ without, however, necessarily
 
understanding what they rend. It is frequently observed that ESL learners 
aflen have highly developed graphophonic skills (cf. Rigg 1986). For this 
reason learners new to literacy as well as to English and nol lallght through 
decoding methods of reading inslruclion, are interesting to observe. Points 
of special interest arc not only the n,1ture of Oli?cl!c~ but commellts made Qy 
the learner herself. In the shnred readinr, situation a learner's thinking 
~ud throll h a lext cnn shed . 'ons of t~x:s :Jnt! 
key features of the texts thcmsel\'~s! which IIlJ)' bc "tJken for p:lntcu" by-

more cxperienced reauers. i 

One shollid add I moreov,er, that Ihe oral reading event nol only offers 
insights into Ihe learner's exi~ting language and reading competence but is 
potentially ~ langunge learning aClivity, in the sense that ~ opportunity is 
offered the learner to discover more about English because certain lingUls­*features are more salienl and therefore observable 111 written [han 111 typ­
!cal oral forms 01 the langua~«. As Holdaway (1986) observes. "spoken 
words cannot be held in fronl of allenlion, cannol be sludied, cannot be 
poinled 10 in any direct way'~. 

One way, then, in which melalinguistic awareness can be developed is 
through access to wrillen texIs which allows learners to focus allention on 
(Simons and Murphy 1986:193) "the phonological, lexical, syntactic, 
scmantic and pragmalic level~ of language, to notice anomalies at these dif­
ferent linguistic levels and 10 commenl on Ihem", Simons and Murphy are 
particularly interesled in phonological awareness. My inlerest in this paper 
is in ways in which learners' awareness of syntactic. semantic and pragmatic 
features may be enhanced through interacting wilh wrillen langunge. with 
the teacher all h;md 10 confirm or disconfirm learners' hypotheses. 

SulJjecl Dnd Data Collection 

Amna was a nineteen year old Pakistani woman who had been in England 
for about one year ntthe start of inslruction. She had not in Ihatlime, how­
evcr, hau much contnct with English speaking people and was a ncar begin­
ner 10 English in Scplember 1985. She could nol read in her mOlher tongue, 
Urdu, and had no experience of school in Pakistan before arriving at the 
local college of further educalion where I laught her. She was also a total 
beginner to reading in English al Ihe slar! of our lessons. 

At our coll~ge, the Havelock Cenlre in SouthnlJ, West London, Amna 
wns a full time student acquiring English in bolh classroom and naturalistic 
contexts, as English tended to be Ihe peer group language, along with Pun­
jnbi, the m:lin community langu:lge. Nearly all the sludents were bilingual, 
many multilingual, and most of the classroom contact was of the English 
immersion type (as described by Ellis 1985) where focus is on meaning in 
L2 medium subject lessons, such as Maths or Science, with few interactions @ 
focussed on form. I 

AllIlIJ WJS :l r:lrlicular1y illteresting !cJrIler in lhnl she was ready 10 
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take the initiative in learning situations. She was alearner who, as Rivers 
(this volume) describes it, "seeks opportunities to communicate". Our shar­
ing of texts offered an opportunity for one to one 'interaction which Amna 
was eager to take advantage of. While much of our talk related the experi­
ences described in the story to our own, Amna continually commented on 
the structure as well as the content of the texts we read together: Moreover, 
these comments were largely unsolicited by me. It is important that the con· 
versation around texts allows the learner an "initiating role" as Dombey 
(1983), talking of child/adult interaction around a text, describes it. I should 
add that Amna herself asked for extra lessons in reading, which provided 
the opportunity for this study. 

I recorded nearly all the reading and conversation sessions between 
myself and Amna over a period of 17 months in aiL I also kept notes. How­
ever, most of the recordings took place within an eight month period of 
more regular weekly one-to-one reading sessions. I have selected for 
analysis eleven of these hour-long sessions recorded at monthly intervals 
over'a period of one year from February 17, 1986 to February 18,1987. It 
includes both reading aloud dat.a, a small amount of elicited classroom lan­
guage data and also informal spontaneous conversation betweeh teacher 
and learner which occasionally also included contributions from other lear· 
ners in a small group situation. 

The Texis 

Amna and the other students in the group usually selected texts themselves 
from a number of books made available to them. There was also some lan­
guage experience work where texts were composed jointly by the group and 
then read back. While language experience approaches are likely to playa 
major role in the literacy classroom, the experience of print in commer­
cially produced books and the achievement of co'mpleting even a simple 
book, with however much support, is also important. There then arises the 
question of which hooks. It is difficult to find books which are both predict­
ably structured and culturally accessible and appropriate for adult L2 lear­
ners. In our case, teacherllearner consultation would result in a range of 
text types or genres being selected and the four s~mples given here in the 
appendix are representative of these. : 

I.	 The 
I 

Empty House is part of a reading scheme, One, Two, Three 
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alld Away. 
2.	 The Sly Fox and Little Red Hell is a simplified folk talc and forms
 

part of the supplementary books in the Ladybird reading scheme.
 
3.	 A Woman on lIer OWII and 4. Doing lip my Flat are boo'ks produced
 

by adult learners for other adult learners in an adult literacy
 

scheme. ' 
It will be noted that these texis were 'produced with different kinds of 

readers in mind, though none of them can be said to be "natural" texts if by 
"natural" one means written by authors to entertain, inform or persuade, 
rather than for broadly educational purposes. The first is part of a widely 
used reading scheme in Britain and has a controlled vocabulary; The Sly 
Fox alld r/le Uttle Red Hell, though recognisably part of the Look and Say 
Ladybird books, is designed to be read by adults to small children. A 
Woman 011 he" OWII and Doillg lip my Flat have been produced hy adult 
learners for other adult readers on a "language experience" model. This 
means students have told their personal stories to a Iileracy tutor who acted 
as scribe. These stories have subsequently been produced in book form. 

Though no explicit rationale is given for the selection and grading of 
language items, the texts suggest the operation of certain principles. The 
reading scheme book has a controlled vocabulary, with a calculated repeti­
tion of items; the folk tale accommodates a richer vocabulary base than the 
actual reading scheme books, though it is still structurally and rhetorically 
simpler than most authentic childrens' stories. In the last two "adult" books 
there is a shift of genre to autobiography so lhat the. writer is the pro­
tagonist. The vocabulary is not controlled, on the language experience prin­
ciple of keeping as close to the narrator's original spoken version as possi­
ble. Content words such as "depressed" and "frightened" are anyway both 
predictable in the context and readily explained by a literacy tutor if neces­
sary. What pos.c;ibly is not considered is that the seleclion of this particular 
genre may involve stylistic choices which initially create difficulty for early 

readers. 

TIle Study 

From the selected books, I look three examples of texlual features which in
 

Amna's oral rendering provoked:
 

non-attempt or hesitation;
 ~ 
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a miscue or misc.ucsr
 
comment about lhc..pauicular textual fealme.
 

All these res ooses arc potentially significant in that the an offer 
~Iscful inslg Its into, firstly the stage of second language development, sec­
ondly, developing rending strategies, thirdly deyeloping metalinguistic 
awnreness and finally areas of textual difficulty for L2 learners in particular 
but, arguably, for all learner readers. 

- I selected for focus two classes of grammatical items, morpheme and 
pronoun, and from these groups, the oed morpheme and the personal pro­
nouns tlrey and yOIl. As Soon as learner readers begin encountering simple 
continuous narrntive texts they will need to recognise the function of the oed 
morpheme in marking past tense; pronouns are another of the most fre­
quent items in any spoken or written text and an understanding of the way 
they give text cohesion is crucial to the comprehension of even the simplest 
of writlen texts. As Goodman (1984) points out, "the Innguage requires the 
lise of pronouns where the referents for noun phrases arc established in the 
text. or situationnl context". Although pronouns per(orm grammatical func­
tions and are therefore part of syntax they are also part of the semantic sys­
tem. Goodman (1983) noles: "The specific reference of a particular pro­
noun can only be determined from the total semantic and pragmatic con­
text". It will be seen that in responding to pronouns in context Arnna needs 
to bring both semantic and pragmatic judgements into play. 

11 is important to stress thnt what is at issue is not the manner in which 
words m<lY be understood oul of context (though many teaching appro<lches 
and materials continue to assume that difficulty 'lies nt the word level); 
rather it is the learner's response to the items in context and the fact that in 
Amna's case this is typically variable. 111 the first case, that of the response 
to the oed morpheme, this is because of a developing language competence 
and language awareness in the learner;' in the second case, that of the 
rcsponse to they and )'011 in particular contexts, this is because of the vari­
able meaning, hoth propositional and pragmatic, which the items take on in 
tile context 0; the texts. The "problcms" then reside neithcr in the text nor 
in the learner, but in the interaction between text and lenrner. 

1. Pa"t Tense -cd Morphcme 

Tile transcripts of AlI1n;)'s spokcn hnguage she\' ;) dc\'clopmcnt from the 
b;)sc forlll of thl.: \'l'I!J for simplc p;)SI 11lc:lning, e,g. hl' go r .hi "hc wcn! 

down the road" and I fillish this page "( finished thi~ pagc" with an increas­
ing number of irregular past tense forms gradually being added (the prog­
ression being: saw - \VeTlt ~ lost - took - came - read). As might be 
expected, the irregular past tcnsc forms mct in texts created lillie or no dif­
ficulty and were not miscued. The regular ·ed forms were very slow to 
emcrge in Amna's spontaneous oral production (partly becausc, as Ellis 
1985 notes, past time reference is not requircd very much in communicative 
classroom speech). Only after seven months of full time classes at Havelock, 
which included our weekly one-to-one hour of rcading, did 1notice a clear 
usc of past tense oed in College maTI maybe he locked all "Maybe the college 
man, i.e. the caretaker.loc~ed everything", And in all the data transcribed, 
I found only one other inst~nce, namely on the last occasion whcn we had 
an extcnded conversation togcthcr - I stayed to Illy sister hOllse "1 stayed at 
my sister's housc". . 

During thc first recording of n rcnding lesson transcribcd in detnil on 
February 17,1986 and indeed the first time a full narrative in past tcnse was 
allcmptcd, Amna read "looked" as "look - it", isolating the oed m'or­
pheme and then querying with "Miss?" (d. Appendix I, line 7). On t'le 
same occasion she totally failed to read other oed forms, such ns "lived" and 
"stopped". Thcrc appcared, that is, to be no undcrstanding initially of the 
grammatical function of the oed morpheme. Howevcr, after another similar 
rcndering of the item in the same text as "look - it" (Appendix I, line 13) 
on the next occurrence of the word "Iookcd", Amna rendcrcd the text ns 
follows: Ramll lonk lip it the top windoll' "Ralllu lookcd lip at thc top win­
dow" (Appcndix (, line 17). Morcover, shc continued thus: SOlllctlring 
lI'hite fly across tIre lI'illdoll' "Something white new across the window" (Ap­
pendix I,/ine 19). This rendering clearly renected Anllla's currcnt inlcrlan­
gllMe. And the shift into interlanguagc away from attcmpts at dccoding 
marks on the' page - or attempting to - was an cncouraging sign, that 
Amna was reading for meaning. For, as observed in Wallace (1988), it 
tcnds to be at timcs of greater nucncy and confidence that L2 learners ren­
dcr texts direcll)' in thcir interlanguage, much as native spcaking non-stan­
d;Hd rcaders do in thc case of non-standard dialects. 

Ilowe"er, it must of course be emphasised that Icarncrs' ability to read 
and make sense of structures is in ndvance of their own productive use of ®(hcm in spontancous face-to-face situations. And the ncxt past tcnse narrn! 
tivc tcx! we rc;)d IIc;)rly Iwo months latcr sccmcd to indic;)tc that Amll;) W;)S 

(lOW COlllr~ (cnt to understalld thc fUllction of lhc past tCllSC .-ct/morphcmc 
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though this was still absent from her own spoken English production. On 
this occasion Amna read the regular past tense .forms of the text with no 
hesitation, so "walked", "jumped", "slipped" and "picked" were read with 
little or no difficulty as "wokt", "jumpt", "slipt" and "pikt" and there was 
no attempt to mark off the oed morpheme. . 

Two weeks later, there seemed to be a further development in the pro­
cess of conceptualising about the oed feature. Again this was indicated by 
departures froin the text. While most of the -ed f,?rms in the text were again 
read with no difficulty (e.g. "lived", "worked"~ "picked" and "looked", 
with the oed morpheme in "lived" being differentiated from that in the 
other three words to give the response "livd") the:re were two other kinds of 
responses: firstly, interlanguage fonns were occasionally used along with 
the standard forms, the interlanguage form actin'g as a gloss, e.g., None of 
tI,e sly young fox's plans worked - \\Iork. Also of interest was a new phe· 
nomenon, namely overgeneralisation (d. App~ndix 2). Amna began to 
read He picked up a bag ... at which point I provided the missing and 
almost certainly unknown word slung. Amna rep·eated it and then chose to 
retrace the text to read: He picked up a bag and slunged it ... (App·endix 2, 
line 4). A little earlier in the same text she read he didn't live as Ire did -ent 
- did,,'t lived. Her reading behaviour here thus appeared to mirror a stage 
observable in more advanced L2 learners' oral language development, but 
not so far with Amna. 

In short, one notes, in Amna's case, varying kinds of responses to oed 
marking for past time in texts Le. 

1. non-recognition of the grammatical form; 
2. direct rendering in the text version; 
3. overgeneralising the oed marker; 
4. rendering in iext version with a gloss in interlanguage 
S. direct rendering in interlanguage. 

@

5, as already suggested, tends to characterise growing confidence and 
nuency in early L2 learner readers. 2 and 3 together suggest a developing 
undcrstanding of how past is marked in written texts. Anu 4, most interest­
ingly perhaps, is indicative of nn awareness of alternates, of an equivalence 
of mcnning between the lenrner's typical interlanguage version and the 
standard form of the text. For finnlly what is of ipterest is not recognition of 
form as sU,ch but a growing awareness of how form rclntcs to meaning. This 
is even more appnrent in the second examplc of a textual feature which 1 
shall consiucr next. 
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2. The Pronoun "They" 

One of the items which created difficulty for Amna was the pronoun tlrey in 
the text extracted in Appendix 3. Amna generally had some difficulty with 
this particular pronoun, either not attempting it at all or, occasionally, 
rendering it as they're (possibly having understood this as a chunk from the 
frequent occurrence in oral language of the contracted form, e.g. tlley're 
out.dde). The problem may be attributable to anyone or all of several fac­
tors. Firstly, I nowhere noted in my data any use of tlrey in either Amna's 
spontaneous speech or elicited classroom language. Where Amna used 
third person plural anaphoric reference (noted only six times in the data) 
she used lie, e.g. YOIl know my neplrelv and niece. He told me yOIl going 
Pakistan "You know my nephew and niece. They told me that I (i.e. 
Amna) was going to Pakistan". Moreover. for the impersonal meaning of 
they Amna used somebody, e.g. Somebody riO give her time "They don't 

give her time".
 
A second factor is that she was more fnmiliar with they in siluational
 

uses than in referring uses (cf. Appendix 3, lines 38·40). That is, in the kinu
 
of spoken face-to-face intcraction with which Amna was familiar, there is
 
more use of exophO'i'ic rderence than of endopho~ic reference, exophoric
 
reference being reference which is outsiue the cOlllines of the text but pre­

sent in the situation (Halliuay anu Hasan 1976). Simons and t-.lurphy
 
(1986:190) suggest that intratextual or endophoric refercnce lIlay create dif­

ficulty for eC)r1y readers. They put it thus: _
 

The use or deiclic items in wrillen lextl among which they include rcCerring 
pronouns I requires different processing strategies or children whose lan­
guage experiences are mainly oral and who are accuSlomed 10 using lhe 

, physical and lemporal situations to anchor deiclic items. 

1 would argue that illiterate auults such as Amna may initially'have similar
 
difficulties with endophoric refercllce, especially where it is remote in the
 

text. 
However, the particular difficulty with this text is that they neither 

refers back in the text to specific characters in the story nor to accompnny­
ing pictures. Nor inueed is rhey an impersonal use as in they say Ire bents his. 
wife. Here they refers to a class, i.e. "all women on their own", an abstract 
concept not representable through illustration. Anu Amna, like all early 
renders, was still heavily dependent on pictures to anchor reference items 
which occur in the text. Dombey (1983) notes how "the pictures proviue 

~\ 
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continued deictic support for the child". And the same is likely to be true 
for the adulliearner new to literacy. 

The difficulty, in short, was a conceptual one, due to Amna's as yet 
limited awareness of how items refer in English, which ill turn was partly 
due to her limited access to wrillen texts where such uses of reference are 
highlighted. Certainly Amna expected texts to havc cohesion and her com­
ments (cf. Appendix 3, lines 19,21 and 26) show her searching the text for 
referents for they. However, she expected reference to be tied closely to the 
pictures Or immediate text, and it is likely that, initially at least. she under­
stood "women on their own" as "a woman on her own", that is the indi­
vidual woman shown in the pictures who is also the story teller in this first 
person narrative. The case of they suggests that it is not so much linguistic 
forms which create difficully for Amna, but the way in which form relates 
to meaning, and the fact that this relationship is not one to one. 

3. Tire PrOnOIlTl "YOII" 

My third example of text-related difficulty is illustrated by the pronoun yOIl 

in the text giYen in Appendix 4. Here the difCicully seems 10 be not so much 
a syntactic/semantic one as a prngmnlic one. It was not the propositional 
meaning but the function of yOIi which perplexed Amna. She had neyer 
before encountered this exophoric use of you in a wrillen text and as a 
learner who looked to make sense of texts she sought clarification, 
Paradoxically, this interpersonal use where the addressee (here, the reader) 
is direclly addressed is like speaking, where, of course, the interpersonal 
use of the second person pronoun would be very familiar to Amna. How­

ever, in most wrillen genres the writer docs not directly address the reader,
 
For installce, in folk or fairy tales we typically get this kind of exchange:
 

What big eyes you have Grandmal
 
All the beller to see you with.
 

The reference is endophoric and it was this usc of second person reference 
in wrillen texts, usually supported hy al1 illustration of two chnraclers, 
which Amna had become familiar with. She had 110 difficulty wilh the pro­
noun in: "Did yo II see that", cried Peter (cf. Appendix 1. line II). I foweycr, 
the dircct addrcss frolll the writer, who is also Ihe narrator in lliis fir.~t pcr­
son autobiography, to thc reader confused Amna, not yet f;lIl1iliar with the 
genre of firsl person trlle-lifc narrativcs which in mode 11I:l)' he close to 
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"speaking wrillen down", In other words, as an inexperienced reader, she 
was as yct unfamiliar with the different ways language may function in prag­
matically different types of texts. 

Amna's Comments on Texts 

Amna's comments suggest that it is not only what learners do in response to 
texts, as evidenced by miscues for instance, which is of interest but what 
they say; the language they themselves usc to talk about the language of the 
tcx\. Firstly, such comments may show the second language Icarner verbally 
checking out differences between her own current interlanguage and the 
language of the tex\. So, for example, Amna who had never herself preyi­
ously used the do auxiliary to form past tense intcrrogatives, on meeting 
this fea lure in wrillen texts, commented thus: 

u~id you" me!!n past? ,
 
"Did you sleep" means you sleep or no?
 

Secondly I the comments may throw light on the actual process of develop­
ing a grealer understanding of wrillen language. For instance, shortly afler 
our conyersation centering on the pronoun they Amna commented, sollo 
voce and more to herself than 10 me, as follows on this text extract later on 
in the same story: 

I go homc and get a cup of tea.
 
I sit down and drink i\.
 
Why not write here "tca"? Why write "it"? Short way. "It"
 
means "tea".
 

In short, the kinds of comments and queries made by Amna qn Ihc 
forms and related mcanings of written English reveal her checking out her 
hypothescs about the nature of English, using the writtcn data as evidcncc 
and the leacher as a resource to confirm or disconfirm. They also reyeal her 
inleracting with the texi, drawing on her as yet limited expericnce of olhcr 
wrillcn tcxts, ;'Is well ilS her greatcr expericnce of spoken forms of English, 

®
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Conclusion 

In conclusion, the one-to-one reading event' offers the opportunity not 
merely to hel develop the leamer's reading strategies but to gain insights, 
through the way print is tackled, IOta the learner s curren 10 er anguage 
<!evelopment (not always accessible to teacher observation from informal or 
even more formal classroom contact). More importantly, the learner her­
self, if encouraged to explore and comment on textuaLas well as topic, fea­
tures, is advantaged in several ways. Firstly, a,ccess to. written language, 
more stable, consistent and fully structured than typical day-to-day spoken 
language, visible as marks on the page and therefore more readily talked 
about, allows the learner the opportunity to develop an awareness of s~n­
tactic, selT)antic and pragmatic features of texts. Secondly, she is offered 
access tQ her own second language development through the opportunity to 
"stand back" and reOect on areas of djfference between her own typical 
English usage and the way meaning is conveyed in written English. Argu­
ably both learner language and language awareness is extended through the 
process, however halting and teacher supported, by which L2 learners ren­
der aloud simple texts in the second language. 
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LEARNING TO READ IN A SECOND LANGUAGE 

Appendices 

Tcxts referred to in the Appcndices: 
1. One 1'wo 1'IITa and Away: 1'lIe EmplY Houje by Sheila McCullagh. 
2. Ladybird: Tile Sly Fox and 1'111: lillIe Red Hen by Vera Southgate. 
3. Gatellorue: A Womall 011 lIer OW" by Margaret Fulcher. 
4. Centerprise: Doing Illy Flat Up by Daley Edwards. 

Noles on Ille Iramcriptioll 
1\	 indicatcs an intervention from the teacher at this point
 

indicatcs a hesitation.
 
indicates a immediate self-corrcction or repetition
 
indicales that a word or phrase is provided by the teacher
 

capitals 
indicates a student's response or comJ11entword italicised 
indicates that a word is ami lied 
indicatcs that a portion of transcription is Icft out 

f\.\ 


