
Figure 3.1: The front covers of texts used for Group Interview Two book selection activity.
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Figure 4.1: The front page of Prudence’s ‘Reliever’ magazine.
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Figure 4.2: Car advertisement included in Prudence’s ‘Reliever’ magazine.
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Figure 4.3: Two double-page spreads from Refilwe’s ‘paper doll house’. 
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Figure 4.4: Diagrammatic representation of literacy practices, Discourses and subject positions taken

up in the children’s out-of-school worlds.

Finally, to conclude the chapter I would like to emphasise another important premise

of a sociocultural view of literacy: literacy is intimately tied to individuals’ identities

and individuals therefore actively negotiate their practices (and identities) as they

move across and within new contexts or worlds (Laman & Sluys 2008). The children’s

out-of-school literate identities as outlined in this chapter should therefore be borne

in mind in orienting to the next chapter, in which I will consider the literacy and

discursive practices of the children’s in-school worlds.  
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Figure 5.1: Extract from a first term comprehension test. 

Four of the five questions included in the comprehension test focus on low order

cognitive processes and are restricted to basic ‘fact-finding’. In terms of Anderson et

al.’s (2001) revision of Bloom’s (1956) Taxonomy of Educational Objectives’ the use

of rudimentary ‘wh’ questions (where, who, what) reflect the lowest order of cognitive

demand. Although question five – give this story a title – asks the reader for a slightly

broader understanding of the text, the reader is never required to perform higher-

order thinking such as applying, analysing, evaluating or creating (Anderson et
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Figure 5.2: Frans’s ‘My dream career’ text.

215



Figure 5.3: Frans’s ‘Poem about education’.
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Figure 5.4: Diagrammatic representation of literacy practices, Discourses and subject positions taken

up in the children’s in-school worlds.

Given that the children’s positioning within their in-school worlds affords them little,

if any, power and control over their engagement in literacy activities (and the texts

consumed or produced), it is however important to recognise their retained sense of

personal agency. Albeit that the positions offered by their in- and out-of-school worlds

are markedly different, the children retain a sense of personal agency by taking up

these positions and excelling at them. This is evidenced by the school’s recognition

of the children as ‘the good readers’. Simply stated, the children demonstrate an

awareness that the rules for playing the literacy game in their in- and out-of-school

worlds are different but they have learned how to play the game in order to be

‘successful’ across both domains.

I would like to end this chapter by referring to Lindfors (1990) notion of ‘memories

that endure’ as related to engagements with literacy. Lindfors (1990) reported that

when she asked groups of students to write about successful moments in their
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Figure 6.1: Diagrammatic representation of positioning within primary and secondary literacy

Discourses. 
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their secondary literacy Discourses. Drawing a theoretical thread around salient

aspects of the findings thus far, the children’s primary and secondary literacy

Discourses are shown to be misaligned. The children’s primary literacy Discourses

comprise ‘pleasure’, ‘representation-of-self’, and ‘creativity’. Within these Discourses

the positions the children take up as ‘facets of self’ (Davis & Harre 1990) are as

meaning-makers, readers, writers, poets, storytellers and authors. Contrasting this,

the children’s secondary literacy Discourses are shown to construct literacy as a set

of neutral, technical skills to be displayed or performed. These secondary literacy

Discourses comprise ‘a performance of skill’, ‘coming to know facts’ and a pervasive

Discourse of error and failure. Within these Discourses the children are positioned as

meaning-seekers, public performers, novices and passive recipients of literacy

knowledge. The dominant secondary literacy Discourses of the children’s in-school

worlds are further shown to hinder their attempts to bring their primary literacy

Discourses into the classroom. Finally, the findings demonstrate that to be recognised

as members of the community identified as ‘the readers’ in the in-school domain, the

children master their secondary literacy Discourses, taking up the positions offered

within and excelling. The visual representation below (Figure 5.1) summarises the

children’s positioning within their primary and secondary literacy Discourses.



Figure 6.3: Prudence’s text written in response to Group Interview Five activity.
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Figure 7.1: Boitumelo’s ‘I love to read!’ drawing. 

In discussing her drawing during her individual interview, Boitumelo explains her

illustration as reflecting one of her favourite places for reading: ‘sitting by myself on

my mother’s  couch at home’. Significantly she depicts herself reading a book but also

draws three other books on the table in front of her. One of these books is an atlas and

the other is laid open to reveal an illustration of a plant. Boitumelo’s reading interests
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Figure 7.2: Sample of multiple-choice activity as reflected in Boitumelo’s Languages exercise book.
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Figure 7.3: Double-page spread from Boitumelo’s Languages exercise book reflecting activity based on

homonyms and homophones.
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Figure 7.4: Boitumelo’s Mother’s Day card and an excerpt from one of her ‘little books’. 
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Most contemporary definitions of literacy (Cope & Kalantzis 2000; Kress 2000, 2003;

Kress & Jewitt 2003; Lankshear & Knobel 2003: New London Group 1996; Stein

2008) go beyond narrow and traditional understandings of being literate meaning

‘being able to read, write or code’ (Eisner 1985). Such definitions incorporate multiple

modes of expressing or making meaning, moving beyond language symbols to that of

multiple symbols, including, amongst others, drawing and visual images. Accordingly,

school curricula are beginning to include multimodal representations which ‘allow

for the expression of a much fuller range of human emotion and experience, and which

acknowledge the limits of language’ (Kendrick & McKay 2004, p.111). Textual

diversity embodied in opportunities to produce a variety of text types as well as

pictures, drawings and computer-generated graphics is subsequently a foregrounded

feature of the NCS (DoE 2002). 

Accepting that teachers interpret and implement the curriculum according to their

contexts and circumstances and that curriculum implementation therefore varies

across contexts (Macdonald 2006), I would however argue that there is a marked

overemphasis on drawing to the exclusion of other text types in Boitumelo’s in-school

world. This argument is supported by the extract from a comprehension test included

below (Figure 7.5). (Aspects of this same comprehension test based on a short

newspaper crime report were discussed in Chapter 5, section 5.2.3.)
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Figure 7.5: Second extract from first term comprehension test.



Figure 7.6: Boitumelo’s text written in response to Group Interview Five activity.
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Figure 7.6: Boitumelo’s text written in response to Group Interview Five activity.
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