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Abstract

Teaching thinking and reasoning has been a component of literacy in the
Foundation Phase since the introduction of the National Curriculum Statement.
The Curriculum assessment Policy Statement has included it in its literacy
programme. The curriculum stipulates that thinking and reasoning should be
integrated when teaching the language components of listening and speaking,
reading and phonics, writing and handwriting in home language and in the first
additional language.

The study sought to examine what Foundation Phase educators perceived their
role in teaching thinking and reasoning to be and whether teachers understood
what is meant by teaching thinking and reasoning. The possibility of teachers
using Philosophy for Children to teach thinking and reasoning in literacy in
South African township schools was explored.

The study involved three primary schools in Soweto, Gauteng in South Africa.
Six Grade 3 teachers were selected as participants for the study, two teachers
per school. The study adopted a qualitative approach._and used two interviews:
one before lesson observation and the other after teachers had watched an
unedited Philosophy for Children lesson on a DVD of year 2 learners of Gallion
primary school class from the United Kingdom. The study revealed that
teachers were not sure what teaching thinking and reasoning means and what
their role was in teaching these skills. The Philosophy for Children lesson DVD
gave teachers an idea of what teaching thinking and reasoning means.
Overcrowding was identified as one of obstacles that could prevent the
participants from adopting the approach fully and the participants themselves
identified training as support they needed from the Department of Education.
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Chapter 1 Introduction

1.1 Rationale and Baékground

I taught in the Foundation Phase' of a primary school for 20 years, teaching
Grade 1 to Grade 4 classes. This primary school is in the township Soweto in
Johannesburg, South Africa. The South Western Township (Soweto) was
originally created as a township on the outskirts of the city of Johannesburg for
black people by the apartheid government, which was determined to ensure
‘white’ cities.” Around 4 million people live in Soweto, which is situated in the
south west of Johannesburg. The area is poor and under developed with little
infrastructure and unemployment is high. Before the end of apartheid and the
change of government in 1994, black teachers were trained separately. Whites
and blacks were educated in separate schools and universities. Education for
blacks® was inferior to that received by whites in South Afiica, especially as a
result of an educational system that included many independent schools -
traditionally mainly attended by whites. Green argues that:

The corps of teachers in South Africa differs widely, for historical
reasons, with regards to teacher competences. In view of the very

circumstances under which teachers from different racial groups received

their own schooling and their professional training, this is not surprising.
(Green, 1999 p.13)

At the time, all Soweto schools were disadvantaged because they did not have
libraries or resources, such as electricity, water, furniture or textbooks. For
example, they relied on the graded readers supplied by the Department of
Education (DoE).

In an attempt to counter the disadvantage of having no books in the classroom,
the ‘Read Educational Trust’ (READ) introduced reading materials (children’s
story books with pictures and non-fiction books) that made up the so-called
‘box library’* in each classroom of particular Soweto schools, depending on the

® The Foundation Phase in South Africa covers the age group four- to nine-year-olds,

2 Townships are residential location in the outskirts of cities, mostly for blacks

* The term ‘blacks’ in South Africa means ‘generic black’ and includes a larger group of dark-skinned people
than African black South Africans. For example, it also includes people of Indian origin.

* A ‘box i '

brary’ is a wooden box with two shelves that could be placed on the table to display library books



availability of a sponsor. READ was established in 1979 as a non-governmental
organisation (NGQO) and works under the constraint that it can only support
schools for which it can find a sponsor. Different schools are sponsored by
different companies or individuals. As a result of this constraint, a large number
of Soweto schools did not receive this intervention.,

The school I taught at was one of the schools which did receive reading books
and training from READ. We used a whole language approach and the
programme we followed was called a ‘balanced literacy programme’. The
balanced literacy programme is a book-based approach to teaching literacy.
Story telling or reading ‘real’ book forms the basis of the programme and the
context for the teaching of all literacy skills. Phonics teaching, for example,
would focus on words used in the story and would be ‘extended’ to words that
began or ended with the sound in question.® All literacy components were
taught by using real books. We received training from READ trainers in the
afternoons. Class visits for support and guidance were undertaken during
teaching and learning contact time.

I left teaching to join READ in 1998. I worked as a trainer and was promoted to
provincial coordinator and then to regional manager. My responsibility as a
regional manager was that of a quality assurer for the READ/Business Trust
Learning for Living project. The project’s aim was to improve the reading and
writing skills of Foundation Phase learners in their First Additional Language
(English), by providing story books and non-fiction books to schools, followed
by in-service training for teachers. This training included guidance on how to
use resources for teaching literacy effectively and to provide support and
guidance in class during teaching and learning time. The project’s duration was
five years.

1 visited six provinces in my time as a regional manager at READ. My main job
was to monitor teachers’ understanding and implementation of the project and
to assess standards of implementation. My experience of lesson observation was
not confined to one provincé and part of my job was to observe thousands of
literacy lessons in about 150 schools in the Gauteng province, which includes
Soweto. My observations over these ten years to a large extent motivated me to
conduct this research. The teaching styles I observed were mostly teacher-

® For example: if in the text the word ‘dream’ appears, the teacher might decide to teach the blend [dr]. This
would include all words in the story that have that blend and words that have the same blend which are not in
the book.



directed, with an emphasis on rote learning. Teachers were asking questions that
learners already knew the answers to, so they were in fact rhetorical questions
that required little critical or independent thinking from the learners. They also
allowed no scope for answers that were different from those already in the
teachers’ minds. I noticed that in most instances the questions about the stories
we were working with were formulated by the teacher, with learners answering
the teachers’ questions. The learners sat in rows or perhaps in small groups, but
opportunities for learners to ask their own questions were rare. The pedagogical
pattern was that of LR.E.; that is, Initiation (teacher’s question), Response
(learner answering teacher’s question) and Evaluation (teacher saying, for
example, ‘yes, that is correct’) (Christie, 2008, p.39).

However, it occurred to me that for deeper learning — and this includes literacy
— learners need to have regular and frequent opportunities to ask their own
questions, because when learners are allowed to formulate their own questions
they need to think about what they know and what they do not know and this, in
turn, helps to link prior knowledge to the new information that teachers are
presenting. It also makes it possible for learners to draw on their own
experiences; hence, they are more motivated and engaged. 1 speculated that
giving learners opportunities to explore answers to the questions they had about
the texts would assist them in creating new meanings and understandings of the
texts. These meanings and understandings would be created at a-deeper level
than merely ‘giving back’ to teachers or policy makers what they believed to be
‘the’ correct meanings of the particular text. Of course, such questions about the
text would have to be generated by the learners themselves. This would require
a capacity to think critically and creatively about a text in order to generate such
questions. For the ‘scaffolding’ of such questions teachers would need to pay
attention to educational contexts that require children to think independently,
which requires a different pedagogy than IL.R.E. It would also require good,
open-ended questioning skills and a particular reading Style.' |

When the National Curriculum Statement (NCS) was introduced in 2002, T was
still working for READ. The NCS introduced six learning outcomes for
Literacy in the Foundation Phase: speaking, listening, reading, writing,
language structure, and thinking and reasoning (Department of Education, 2002,
p.19). READ aligned its lesson plans and material to the NCS. My observations
were that, although ‘thinking and reasoning’ {T&R) was officially given the
same status as ‘reading and viewing’, ‘writing’, ‘listening and speaking’ and



‘language structures and use’, it did not receive the same attention in practice as
the other literacy components. The teachers I regularly observed planned and
prepared their lessons for the other literacy components, but not for T&R.

Teachers from the six provinces 1 visited, which included all my class visits, did
not seem to know what to do to address the T&R component of literacy. Those
who did try to address this component never seemed to be sure about whether as
a matter of fact they were developing thinking and reasoning skills.

Although T&R has been a prescribed literacy component since the introduction
of NCS, it struck me in my observations that none of the teachers who took part
in this particular READ project were teaching T&R as a literacy component.
What I also noticed (and this was confirmed by the research reported on here)
was that teachers believed that T&R amounted to nothing more than teachers
asking questions in class.

When regularly observing thousands of lessons in my role as READ regional
manager (using a lesson observation guide), I noticed that teachers had not
changed their pedagogies for the teaching of the T&R component of literacy
and this was after the NCS had guided mainstream school practices through in-
service {raining. I worked for READ for 10 years and I had to draw the
conclusion that teachers require more and specific support and guidance with
regard to the teaching of T&R. This formed my motivation for the current
study. What seemed urgently needed was to find out how teachers themselves
perceive and understand their role in the teaching of T&R as part of literacy in
the Foundation Phase. I intended to find out teachers’ perceptions by listening
to these teachers. I then planned to use that information to start formulating the
kind of in-service and pre-service support student teachers and teachers might
benefit from for the teaching of T&R in the literacy classroom.

I left READ in 2008 in the year that the Foundations For Learning campaign
(FFL) was launched. The FFL focused on the Foundation and Intermediate
Phases and included clearer specification of the material learners should have
access to and the time needed for different learning activities in a week
(Department of Basic Education (DBE), 2011, p.9). The campaign was to run
for four years. However, in 2012 a new curriculum was introduced, the
Curriculum Assessment Policy Statement (CAPS), which not only replaced the
old curriculum (NCS) but was also very critical of it. This meant that schools
could not continue implementing FFL, which was based on the old curriculum.



The objective of the FFL campaign was to improve learners’ performance in:
literacy and numeracy in South Africa.

Literacy learning and teaching in the Foundation Phase had been identified by
practitioners in the field as a problem for some time but the National Systemic
Evaluation (DoE 2005) confirmed that two-thirds of South African children
were not reading and writing at their grade level by the end of Grade 3. The
systemic evaluation programme involved sampling between 35 000 and 55 000
learners in 2001 (Grade 3), 2004 (Grade 6) and again in 2007 (Grade 3). In each
phase of this research process, learners wrote language and mathematics tests, |
which were externally marked. The evaluation revealed poor results in literacy
(DBE, 2011, p. 9). The Progress in International Reading Literacy Study
(PIRLS) of 2006 had already picked up the poor literacy levels in the country
and as result the then Minister of Education, Naledi Pandor, launched the FFL
Campaign (DOE, 2008a, p.3). In sum, different interventions were happening at
the same time in South Africa and they were based on different teaching and
learning theories. CAPS rejects the outcome-based focus of the NCS (leaving
much independence in pedagogy to teachers).

It was also around this time that I changed jobs and started designing my
research project. My previous professional experiences as well as my work at
the University of the Witwatersrand (Wits) and my current job aIL profoundly
influenced the rationale for my research project. In 2009 and for a period of two |
years, I joined the Foundation Phase Division (Curriculum Studies) at the Wits
School of Education. As a tutor I taught Bachelor of Education (BEd) students
and students (mainly practising teachers) who were working towards their
Advanced Certificate in Education (ACE). The subject I taught was First
Additional Language (FAL), which included certain Janguage theorists and
different language methodologies. The ACE curriculum was more about how to
teach literacy skills, such as reading, writing, handwriting, phonics and teaching
listening and speaking. In contrast to my previous professional experiences,
these skills were not taught in the context of a whole language approach.
Neither was the teaching of T&R included in either of the University’s
curricula. As part of my job, I observed many literacy lessons of Foundation
Phase student teachers during their practical teaching experience component of
their BEd degree. In my two years at Wits I did not see any change in the
teaching styles of pre-service students. Students were given structured lesson
formats to follow by the University. They had to indicate which component of



literacy they would be teaching, the subject matter, and they also had to indicate
what assessment standard they were going to cover. Set questions were given
and possible answers to these questions were included in the lesson plans. Pre-
service students would choose assessment standards which were directly listed
under the component they were going to present. So, for example, if the lesson
was about writing the student would choose assessment standards that were
under the learning outcome (LO 4) ‘writing’.

Since 2011, T have been a coach and mentor working for the Gauteng Primary
Literacy Strategy (GPLS). In 2012 mathematics was also included in the project
and the project was renamed the ‘Gauteng Primary Literacy and Mathematics
Strategy’ (GPLMS). The purpose of both strategies is to support some 781
underperforming schools in Gauteng. These schools were chosen on the basis of
the results of the Annual National Assessment (ANA), which has taken place
annually since the launch of the FFL campaign in 2008. These schools had been
performing poorly in the yearly ANAs. In the 2011 ANA, the average
percentage score after re-marking was 35% for Literacy (DBE, 2011, p.20). See
Table 1 below.

Table 1: Average percentage score after re-marking the ANA

Province Grade 3 R o Grade 6
Literacy Numeracy - Lﬁﬁgﬁages - Mathematics
EC 39 35 29 29
FC 37 26 ' 23 28
GP 35 30 35 37
KN 39 31 29 32
LP 30 20 20 | 25
MP 21 19 20 25
NC 28 21 27 28
NW 30 21 22 26
wC 43 36 40 41
SA 35 28 28 : 30




The main aim of the GPLMS is to improve learners’ reading and writing skills |
and to improve mathematics results by providing resources to these schools. A 1
further aim is to train teachers on how to present literacy and mathematics

lessons. It is important for teachers that they are shown how to use these

specially written resources and how to employ different teaching strategies.

My current responsibilities include the coaching and mentoring of teachers. I
train teachers in the different methodologies they can use for the teaching of
literacy and I go through prepared lesson plans with them both for mathematics
and languages. I visit their schools to observe lesson presentations, seeing -
whether they adhere to the prescribed lesson plans, check learners” work and
monitor assessment, These lesson plans are structured and controlled. Teachers
have to present lessons and when mentoring takes place the coach monitors
whether the teacher’s lesson presentation is exactly as pre-planned.

My concern with this situation is that teachers are just following lesson plans
and doing as instructed. There is no time to pause and wonder with learners
about the meaning of texts that are being used for literacy. There is no time for
them to probe, to speculate or to ask questions. Importantly, there is little
opportunity for learners to connect the texts with their own personal lived
experiences and therefore to make the exercise an educationally meaningful one
for them. Also, there is so much to cover in one lesson that it is impossible for
the teacher to allow learners to ask questions or to share their opinions on any
subject matter, which is necessary for comprehension — another literacy
component.

The South African Grade 4 learners scored very low in comprehension in the
international tests (PIRLS, 2006) (see footnote 1). According to the PIRLS
summary report, the four comprehension skills seem to follow a hierarchy from
easiest to more difficult, requiring the learner to perform increasingly complex
reading tasks. The comprehension skills assessed are: retrieving explicitly stated
information, interpreting information, integrating ideas and information (PIRLS,
2006, p.25). ’

I conclude that my experiences as a teacher, teacher educator and trainer have
led me to believe that in order for young learners to perform sophisticated
reading tasks and to be critical and engaged readers, it is necessary to make
room for children’s own questions and ideas, which requires a different



pedagogy. This I wanted to investigate further and I therefore made it the focus
of my research project.

1.2 The Aim of the Study

As part of a Masters course, I was introduced to an approach to teaching T&R
called ‘Philosophy with Children’ (P4C). P4C is an approach that supports the
development-of some important literacy skills. Central to P4C is the
‘community of enquiry’ pedagogy.

This pedagogy nurtures critical, creative and collaborative thinking (see Chapter
3). As a starting point for a literacy lesson picture books and stories can be used
as a basis for the more learner-led enquiries (Haynes, 2003, p.29). 1
hypothesised that P4C could be an answer to the government’s demand to teach
T&R in Foundation Phase literacy and therefore decided to make it the focus of
my research project.

Hence, the focus of my study is to find out whether teachers could use P4C as a
means to teach T&R in literacy in South African township schools and to
identify the guidance teachers I work with need for learning this particular
‘community of enquiry’ pedagogy. The curriculum stipulates that T&R should
be integrated when teaching the language components of listening and speaking,
reading and phonics, writing and handwriting. The compdnent ‘Llanguage
structure and use’ should be integrated too (DBE CAPS, 2010, p.6): Teachers
seem to know how to teach all language components and, judging from my
observations, they can integrate language structure and use it with ease.
However, teachers seem to struggle to adopt an integrated approach with T&R
and this project aims to ascertain the reasons for this and to identify some key
elements of support necessary for the implementation of PAC in early literacy.

According to the CAPS, the teaching of T&R should also be developed when
teaching home language and the FAL in the Foundation Phase (DBE, 2010,
p.6). For this project I therefore chose a small group of Grade 3 teachers as my
research participants and, in‘order to avoid language barriers, FAL (English)
was chosen. Foundation Phase teachers teach all four Foundation Phase
subjects. Two of those subjects are home language and the FAL. Although the
idea of the study was to concentrate on the FAL, the findings would also have
implications for home language and possibly benefit all other official languages
in South Africa.



1.3 Research Questions

The following research questions guided my project: ‘

Main question: What is and should be the role of Foundation Phase educators in
teaching Thinking and Reasoning to Grade 3 learners in Literacy (First
Additional Language)?

Sub-questions:

1. How do teachers implement Thinking and Reasoning in their own
classrooms?

2. What are teachers’ perceptions of what it means to teach Thinking and
Reasoning in Grade 37

3. How do Grade 3 teachers respond to Philosophy for Children for the
teaching of Thinking and Reasoning? Do they think it is valuable and
what are the obstacles they identify?

4, What kind of support do Grade 3 teachers identify as a need for
developing Thinking and Reasoning skills as required by the National
Curriculum?

1.4 Importance of the Study

To make it possible to start formulating what kind of support Grade 3 teachers
might need to develop T&R in the Foundation Phase as required by the South
African government, it is important to study current literacy practices in a small
selected group of teachers in the Foundation Phase. By listening to their
persp2ectives and ideas it is possible to find out how they perceive their role in
developing their learners’ T&R skills. Althoughi the group of research
participants is small, all Foundation Phase (student) teachers might benefit from
the research and the support, it suggests. The reason for this is that my
professional experiences® strongly support the idea that all Foundation Phase

% report on these experiences in 1.1 of this report.



teachers in disadvantaged schools’ need support and guidance with regard to
teaching T&R.

Six teachers in this study were introduced to P4C and their responses to this
thinking skills approach were used to provide valuable information about its
suitability for the teaching of literacy in these particular Gauteng South African
Foundation Phase classrooms.

Two of the three schools that participated in this study were schools that had
been identified by the GPLS as being in need of government support to raise
standards. Also, obstacles were identified that could prevent the implementation
of this approach to teaching and learning even when teachers had responded in
favour of such an intervention in their classrooms. Finally, this small-scale
study may result in the formulation of some ideas, however modest, for
appropriate guidance for policymakers, teacher educators and teachers to start
formulating the kind of support teachers need for the teaching of T&R in the
Foundation Phase classroom — in particular if P4C is chosen as the educational
intervention.

1.5 Organisation of the Study

The report is structured as follows.
Chapter 1

Chapter 1 provided an introduction to the study, with a focus on my work
background, the aim, the rationale and the overall structure of my study.

Chapter 2

This chapter focuses on literacy in South Africa in the Foundation Phase. It
discusses the NCS and introduces LO5 Thinking and Reasoning as a literacy
component and the adoption and infusion of thinking and reasoning by the
CAPS.

"It might also be the case that other government schools or independent schools do need this kind of support,
but { have not been working with teachers from those schools, so | am not in a position to draw such
conclusions.

10



Chapter 3

In this chapter P4C is introduced as an approach that could be adopted by South
African disadvantaged schools for teaching and developing T&R in literacy.

Chapter 4

This chapter explains why qualitative research was selected as a research design
for this study, and gives an overview of the research instruments I used
(interviews and observations). Also, reliability, validity and limitations of the
study are discussed in this chapter. |

Chapter 5

Data collected is analysed in Chapter 5 Tables are used to represent the themes
that arose from the data.

Chapter 6

This chapter is a summary of findings, conclusion and interpretation.

11



Chapter 2 The Literacy Programme in South Africa

2.1 Introduction

The historical democratic elections that took place in 1994 changed the political
landscape of South Africa and heralded profound educational change. South
Africa had several exclusive syllabi before the democratic elections, one for
each race group. Post-elections South Aftica developed one curriculum for all
races. The first new curriculum to be introduced was Curriculum 2005 and this
was launched on 30 July 2001. This curriculum was later revised and called the
National Curriculum Statement (NCS). The latest curriculum is the Curriculum
Assessment Policy Statement (CAPS), which was introduced at the Foundation
Phase at the beginning of 2012.

2.2 Literacy

Barton and Hamilton (1998) suggest that literacy 1s primarily a socio-cultural
practice — something people do. It is an action, located in the space between
thought and text. Literacy does not just reside in people’s heads as a set of skills
to be learnt and it does not just reside on paper, captured as texts to be analysed.
Like all human activity literacy is essentially social and it is located in the
interaction between people (Larson and Marsh, 2005, p.10). Literacy implies
more than just the ability to see and understand different Sy_mbols- and to use
them to read and write. Literacy also involves attitude, assumptions and
expectations about writing and the value of these activities in one’s life.
Reading and writing are more than simply decoding and encoding print; they
are ways of constructing meaning with the written language. Learners must
understand that what is said can be written down and read again by someone
else — it is all about conveying the message (READ training notes, 2006).

Janks argues that “[m]any languages do not have a word for literacy” (Janks,
2010, p.1). In the model of literacy as a social practice, according to Larson and
Marsh “literacy is shaped by particular social, cultural, economic and political
contexts and is always ideol‘égical, that is it always carries particular meaning
and is imbued with power” (Larson and Marsh, 2005, p.11). The concepts
‘literacy’ and ‘language’ are used interchangeably in the South African
curriculum. Curriculum 2005 called the subject Literacy, Language and
Communication (LLC). The NCS called it Literacy. The CAPS calls it
language. Literacy/Language would include all language components: listening,

12



reading, phonics, speaking, writing, language structure and use (grammar), with
the addition of T&R and handwriting as literacy components since the
introduction of the NCS. Teaching of literacy components is influenced by the
approach that a school has adopted. Some schools have adopted;

Whole-part- whole model of instruction or

The First Whole in Literacy Instruction or

The Parts of Literacy Instruction or

The Final Whole in Literacy Instruction (Burns, 2006, p.2-7).

The whole-part-whole- model (A balanced literacy programme is considered a
meaning based philosophy, while phonics is a skill based philosophy (Burns,
2006, p.2). The DoE does no prescribe models nor approaches that should be
used by schools.

2.2.1 Literacy components

The literacy components that were taught before the introduction of the NCS
were reading, writing, speaking and grammar (now called language structure
and use). The NCS introduced six learning outcomes for literacy in the
Foundation Phase. These were speaking and listening, reading and viewing,
writing, language structure and use (grammar), and T&R. The NCS was the first:
curriculum to assign equal status to T&R as to the other learning
outcomes/components (DoE, 2002, p.19). T&R was not included in the South
African curriculum before this.

The introduction of T&R was consistent with the DoE’s curriculum aim, which
18:

to develop the full potential of each learner as a citizen of a democratic
South Africa. It seeks to create a lifelong, confident and independent,
literate and multi-skilled, compassionate, with a respect for the
environment and the éi)ility to participate in society as a critical and
active citizen. (DoE, 2002, p.4)

One can assume that part of what it means to be a critical citizen is the ability to
think and reason critically and creatively. Leicester claims that “critical thinking
can be thought of as a toolbox of skills which enable children to think more

deeply and clearly about what they believe (and what they read or are told in the
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media etc.), and about what they should do. Such thinking will help them to be
better informed and less open to biased persuasions, to prejudice and to
irrational behaviour” (Leicester and Taylor 2010, p.2). If children do not learn
this from an early age, these attitudes and skills are much more difficult to
acquire at a later age.

- Developing T&R skills is as important as developing knowledge. Erlbaum
argues that “thinking ability is not a substitute for knowledge; nor is knowledge
a substitute for thinking. Both are essential. Knowledge and thinking ability are
two sides of the same coin. They are the yin and yang of intellectual
competence and rational behaviour” (Erlbaum, 1985, p.62). Haynes and Murris
(2009) claim that there is clear evidence that using philosophical enquiry as a
teaching strategy increases children’s confidence in their ability and power as
meaning makers.

2.3 Teaching Thinking and Reasoning in the National Curriculum
Statement

Teaching T&R was official policy since 2002 and therefore compulsory for
Foundation Phase educators to teach (GDE, 2002.p19). However, as discussed
in Chapter 5, in this project it soon became clear that the p'articip'ating teachers
in this study did not understand what was meant by teaching T&R and they
struggled to teach this component. The response of all six participants was a
resounding “no” when asked the following question: “Do you plan lessons
purely to teach thinking and reasoning as a learning outcome?” (See Chapter 5,
Table 6.) Their response indicated that they did not know what to do. For
example, one of the teachers, Sophie, said, “I have never treated thinking and
reasoning as an LO [learning outcome]. I thought thinking and reasoning was
developed by just asking questions.” (See Chapter 5, Table 6.)

When Curriculum 2005 was introduced, the learning outcome T&R did not
receive the special attention it deserved. The main problem was that teachers
were confronted with this component for the very first time. During the
apartheid era, T&R was not a component of any primary school subject.
Lipmann argues that “teachers do what they are taught to do, and by and large
they do it well” (Lipman, 1992, p.10). However, in the case of T&R teachers
are not able to do well, because they have not learnt how to do it. Green —a
South African cognitive psychologist and teacher educator — explains the reason
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for this. She argues that “most teachers experienced their schooling and their
teacher education within an authoritarian system which viewed knowledge as
fixed and teachers as docile purveyors of information” (Green, 1999, p.13).
Like all teaching, lessons for T&R have to be carefully planned for. However,
in my study it became soon apparent that teachers lacked the skills and ideas to
develop T&R lesson plans. They did not seem to know what to do in addressing
this component and those who tried were not sure they were actually developing
thinking and reasoning.

All six research study participants confirmed my observations noted over a
number of years when I was visiting classrooms and observing literacy lessons
(as described in Chapter 1).

I am currently a coach and mentor for the Gauteng GPLMS project (see Chapter
1). It has become clear to me that these schools are not happy to be called
“underperforming schools” — they are now referred to as “priority schools”. The

selection of th8ese schools for my study sample was based on their poor results
in the ANA.

The general aim of T&R is that the learner is able to use language to think and
reason and to access and use information for learning. The Thinking and
Reasoning Assessment Standards for Grade 3, for example, expect that the
learner: | o B

e “Understands concepts and vocabulary relating to measurement (e.g. how

long is it?" ‘How far is it?7);
e . Uses language for thinking and problem solving;

e Compares things critically, (e.g. “which 1s more useful, a bicycle or a car?
Who uses a bicycle or car? Which is better for the environment?’);

e Discusses and solves problems in groups (e.g. ‘How can we keep our
environment clean?’);

@ Collects and records information in different ways;

e Carries out a simple survey (e.g. ‘how learners come to school — by taxi,
bus, car, and bicycle or on foot?’);

» Records information in different ways (e.g. a table, a chart, a diagram, a
bar graph);
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e Uses language to understand concepts and vocabulary relating to a
different Learning Area;

e Keeps a personal dictionary;
o Asks questions for clarification; .
e Transfers information from one mode to another;

e Listens to a story, talks and fills in information on a chart or labels a
diagram;

e Uses information from visuals or written text to create a chart, a bar
graph, or mind map or to label diagrams;

e Uses information from a chart, bar graph, diagram, mind map or picture
to write or complete a short text.” (DoE, 2002, NCS Foundation Phase,
pp.71-74).

Interpretation of these Assessment Standards and finding activities to address
them in literacy was difficult for teachers as a result of the ineffective training
they had received. This problem was also identified elsewhere. For example,
Fisher pointed out a few decades ago that in the UK “the curriculum aims of
most schools acknowledge the need to develop thinking skills in.children but
few give any clear indication as to how this can be achiéved” (Fisher, 1990,

p.vil).

Since then much has changed in countries such as the UK, where thinking skills
are now part and parcel of the mainstream curriculum and P4C is mentioned as
a recommended way of teaching “enacting dialogue” and oracy in all schools in
Britain by a team of education experts from Cambridge University who were
tasked with the largest independent evaluation of the British National
Curriculum for 40 years.® In South Africa, the need for schools to take T&R
seriously has only just been recognised, for example, with the launch of the
organisation Thinking Schools South Africa in 2011 (see: www.IACESA.co.za;
accessed 03 September 2012). The South African curriculum that was in place
when 1 conducted this research demanded that thinking be taught from the
Foundation Phase onwards, but the NCS training failed to give clear guidance
as to how this could be achieved in classrooms.

¥ See: www.primaryreview.org.uk/Downloads/Finalreport/CPR-booklet_low-res.pdf, p 24.
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2.4 Foundations for Learning Campaign Literacy Components

The South African DoE conducted national systematic evaluations in 2001,
2004 and 2007 to establish literacy levels of primary school learners
(Pirls,2008). These large-scale evaluations showed shockingly low levels of
reading ability across the country. The national score average was 39%. Since
then, schools have shown more interest in developing reading and writing skills
as they are viewed as more important literacy skills. Unlike teaching T&R,
teachers are more familiar with these traditional language components.
However, literacy skills are interdependent. One cannot improve one skill at the
expense of other literacy skills. Gust, 1995 questions whether the concept of
thinking has lost its value in education. He states:

People continue to complain that schools do not teach children to think.
And the critics are probably right. How often do we hear these pedantic
directives?

‘Say the word, spell the word, and say the word’
‘Repeat after me’

“Write the words three times each’

‘Fill in the blank’

‘Copy the definition’.” (Gust, 1995, p.1) |

But to be proficient in reading, writing, listening and speaking; that is, the
identified literacy skills, it is essential that children can think and reason well.
They should be able to communicate their ideas and put arguments forward in
conversation with others. This is the role of dialogue and the importance of
oracy that has been identified in the British Primary Review mentioned above.

The Foundations for Learning campai'gn (FFL) was launched in 2008 to focus
the system on improvement of learner performance in literacy and numeracy.
The FFL states that: “Milestones (knowledge and skills) were derived from the
learning outcomes and the assessment standards drawn from the National
Curriculum Statement [see also Chapter 1]. These milestones explain the
content embedded in the Learning Qutcomes and the Assessment Standards”
(DoE 2008a). Lesson plans were provided for teachers to follow. It is unclear
why the FFL campaign did not include prepared lesson plans on T&R as it did
for all the other more traditional literacy components. This document showed
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that Assessment Standards for T&R were distributed among lessons prepared
for teaching the usual literacy components. (See Appendix J.1 and J.2.)

A lesson had a number of milestones and assessment standards from different
components. The time allocated for each component rendered it impossible for a
teacher to address all milestones and assessment standards suggested in one
lesson. This meant that a lesson could address one or two of the suggested
milestones and assessment standards and not the rest. There was no system in
place to monitor that all milestones and assessment standards were indeed
achieved. '

The FFL campaign introduced the ANA framework. Teachers concentrated
more on developing reading and writing and on making sure that the four
assessment tasks prescribed for cach term were carried out. Teachers left out
components such as T&R — despite their importance. As Fisher claims,
“education is supposed to be about teaching young people to think, why does it
produce so many unthinking people?” (Fisher, 1998, p.27).

The Government Gazette stipulates the minimum contact time, as well as time
that should be spent on each component and on daily literacy activities (DoE,
2008b). In 2011 schools DBE learner workbooks were introduced in Grades 1
to 6. These workbooks were organised in the form of worksheets for every child
in Mathematics and Language (as discussed earlier Language and Literacy are
equated). Schools used these workbooks for a year (2011) and the DBE revised
them with the ajm of aligning them to the CAPS. It is again difficult to find
T&R activities in these workbooks because most of the activities are fill in, tick
and writing sentences using given words and require no critical or creative
thinking from learners.

- 2.5 Teaching Thinking and Reasoning in the CAPS

The national Curriculum Statement was amended to improve its
implementation. CAPS is not a new curriculum but an amendment so that the
curriculum is more accessible to teachers. CAPS provides details on what
teachers ought to teach and assess. CAPS is a single comprehensive policy
document which was developed for each subject to replace the old subject

statement, Learning Programme Guidelines and Subject Guidelines in Grades
R-12 (CAPS,2010,p.2). CAPS has incorporated T&R in its primary school
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language programmes. The curriculum stipulates that teachers should follow an
integrative approach when they teach language components as laid down in the
curriculum (DoE, 2011, p.250). It differs from literacy understood as a socio-
cultural practice (see 2.1 above) and has a more technical approach to the
teaching of the subject. The CAPS has four subjects (learning areas) in the
Foundation Phase: Mathematics, Life Skills and Languages (Home Language
and the FAL). Language components for Home Language and for the FAL are
presented as follows: CAPS (2011, p.6) for Home Language and CAPS (2011,
p.6) for FAL (see also Table 2). |

Table 2: The main skills in the First Additional Language Foundation
Phase curriculum

Listening and speaking Thinking and Reasoning and Language Structure and
Use (grammar) are integrated into all four language skills

Reading and phonics (listening, speaking, reading and writing)

Writing and handwriting

It is clear from Table 2 that the CAPS has incorporated T&R as skills that
should be developed within the literacy programme. All NCS literacy

‘components are adopted by the CAPS. However, an important difference for
this research project is that T&R and Language Structure and Use are no longer
considered separate learning outcomes. They have been integrated within other
components {an infusion approach).

The CAPS has opened up opportunities for the teaching of T&R as an
integrated approach. It explicitly states that “during the reading lessons the
teacher has many opportunities to engage learners in a range of levels of
thinking and reasoning. Examples of what kind of questions could be asked
under each category of questions are provided in the Home language
Foundation Phase CAPS document under comprehension” (CAPS, 2011, p.14-
15). There is the assumption that T&R is taught through the teacher asking
particular questions.
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Table 3: Ways of starting questions/activity instructions intended to

develop both lower and higher order comprehension skills according to the

CAPS

Literal comprehension:

Point out...
Read/quote the line...
Describe...

Find...

Show...

Locate...

State...

Reorganisation:

Compare...
List...
Contrast...
Divide...
Classify...
Summarise...

How is...different to...

Inferential:

Pretend...

Suppose...

Could...

What are the implications...?
What might have happen if...?

What consequences...7

Evaluation:

Should...?

In your opinion...

Do yoﬁ agree...?
Would you have...?

Is it right that...?

What best describes...?

Appreciation:

What did you think when...?

Is this word/ phrase effective for...?
Do you know anyone like...?

Why did you like/dislike...?

20




Source: CAPS (2011, pp.14-15)

What is clear from Table 3 is that teachers need to learn to ask particular kinds
of questions that are not just about recall or reference to facts in a text. The
teaching of T&R needs special attention; otherwise teachers will continue to ask
only literal comprehension questions (with the answers contained in the text
itself). The questions and activity instructions in Table 3 show that open-ended
questions could be asked and activity instructions given that would challenge a
learner to think.

Also, it has to be clear to teachers that the teaching of T&R is not optional, but
is explicit government policy. Teachers did not do well in teaching T&R when
the previous curriculum (NCS) was in place. It makes sense to teach T&R as
part of teaching language and literacy. Fisher argues that “it is through the use
of language that children take control of their thinking and make meaning from
the world” (Fisher, 1990, p.7). Fisher’s argument supports the aim of literacy
teaching as laid down in the NCS policy document: “The learner will be able to
use language to think and reason, as well as to access and use information for
learning” (DoE, 2002, p. 71). Haynes and Murris claim that “there is clear
evidence that using philosophical enquiry as a teaching strategy increascs
children’s confidence in their ability and power as meaning makers. Its
emphasis on oral work increases levels of participation actoss thé_ reading
ability range, from struggling readers to the very able” (Haynes and Murris,
2009, p.175). So, the DoE has to make sure that teachers understand the
demands of the curriculum and that teachers know more about teaching T&R.
To do this teachers who are not yet confident in teaching it need to be given
more guidance.

When I started the research, the CAPS had not been put in place as yet, so much
of this report directly links to the NCS, but can easily be translated to the CAPS.
The reason for this is that T&R is an important component in both curricula,
although in the CAPS T&R needs to be integrated in the teaching of the other
subjects and does not stand on its own. The Critical Outcomes of the NCS are as
follows.

“The National Curriculum Statement Grades R — 12 aims to produce learners
that are able to:

e Identify and solve problems and make decisions using critical and
creative thinking;
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e  Work effectively as individuals and with others as members of a team;

e Organise and manage themselves and their activities responsibly and
effectively;

e Collect, analyse, organise and critically evaluate information;

e Communicate effectively using visuals, symbolic and/or language skills
in various modes;

e Use science and technology effectively and critically, showing
responsibility towards the environment and the health of others; and

e Demonstrate an understanding of the world as a set of related systems by
recognising that problem solving contexts do not exist in isolation.”
(CAPS, 2011, p.6)

The Critical Outcomes were the cornerstones and pillars of education in South
Africa during the NCS and they all have something to do with T&R. Creative
thinking and reasonableness are embedded in each. The Critical Qutcomes are
discussed in more detail in the next chapter where I explore the approach to the
teaching of T&R embodied in P4C.
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Chapter 3 Thinking and Reasoning in Literacy through
Philesophy for Children

3.1 Introduction

While completing the course work component of my Masters in Education, I
was introduced to an approach to teaching T&R called P4C. P4C is an approach
to teaching and learning that supports the development of some important
literacy skills. Central to P4C is the ‘community of enquiry’ pedagogy.

3.2 The Philosophy for Children Programme

The P4C approach [o]riginated in the United State with the work of Mathew
Lipman and it sets out to influence the whole life of the school and its
inhabitants. It is associated strongly with Plato’s teacher, the Greek philosopher
Socrates, born in 469BC” ( Haynes,2008,p.55). Fisher argues that:

Philosophical thinking is a matter of thinking about thinking and as such
it has both cognitive and metacognitive content. The cognitive or
conceptual content includes the explanation of the most basic ideas of
everyday life, such as: who am I? What should I believe? and so on. The
metacognition content is about the process of improving one’s own
thinking and reasoning, so that one has a better understanding of oneself
as a thinker and better tools with which to examine whatever subject
matter is under review. (Fisher, 2005, p.1)

This is important for the teaching of literacy in the Foundation Phase because
learners learn more about themselves as they explore conceptual content. Their
thinking and reasoning skills improve as they engage in P4C.

3.3 Philosophical Enquiry

Enquiries are structured forums for rigorous group discussion that gives priority
to children’s own questions (Haynes and Murris, 2003, p.29). Enquiries are
philosophical when the community asks searching open-ended questions, often
about the meaning of central concepts that are embedded in our everyday
language. These include, for example, concepts such as ‘right’, “wrong’, ‘life’,
and ‘death’ (Haynes and Murris, 2012). The meanings we bring to these
concepts influence our day-to-day decisions as well as our thinking about the
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bigger questions, such as the origin of the universe. In P4C, members of the
community shape and reshape philosophical concepts. Philosophical concepts
are common, central, and contestable; that is, we use them all the time and they
are central to how we think about the world and people in this world.
Philosophical enquiries are important for literacy, because they encourage
people to think about the meaning of words (concepts) at a deeper level through
discussion.

In principle there is no reason why P4C could not be adopted in South African
schools because the CAPS language programme is structured in such a way that
T&R should be taught in an integrated manner. This means that P4C can be part
of a literacy lesson. Also, when looking at the evaluative questions/instructions
suggested in the CAPS document (see Table 3 in Chapter 2), these could be
used to develop a philosophical enquiry. Examples of these questions are ‘In
your opinion...?’, ‘Do you agree...?’, ‘Is it right that...?’ These types of
questions cannot be answered with one word only. They are open-ended
questions. In answering them, children have to substantiate and give reasons for
their answers.

Philosophical enquiry moves between concrete examples and abstract ideas,
drawing on the participant’s personal knowledge and experience and through
verbal reasoning and shared dialogue. According to Plato, a phil_b_sophical
investigation is an exploratory enquiry. It is a p'rocesjs',' of coming to know
something better by exploring conceptual connections and relationships (Fisher,
2005). Fisher argues that [b]y listening and responding to what others think we
come to learn what it is to think for ourselves. In articulating sharing, sharing
and modifying our ideas through the process of dialogue we come to take
responsibility for what we say and think, and empower others to do these things
too” (Fisher, 1998, p.140). P4C acknowledges that children are capable thinkers
and people and accords them an active role in the construction of knowledge.
Fisher observes that young children are born talkers. They chat, describe,
question and argue much of the time. With the right guidance, such talk may
spur their thinking, getting them to reason (Fisher, 1990, p.156).

P4C is a rigorous process. The method of P4C is engagement in a community of
enquiry. Gardner argues that “if a Community of inquiry is to be worthy of its
name, it must make progress towards the truth” (Gardner, 1995). Similarly,
Haynes claims that “...the teacher’s role can be compared with that of a

24



midwife and the teacher must question in a way that allows the truth to be
revealed” (Haynes, 2008, p.55).

When children are engaged in a community of enquiry their ideas are tested and
scrutinised by their peers.

As Haynes points out, “when children are thoughtfully vocal, their thinking and
talking can help to change the classroom from a place of instruction into a place
where education is possible” (Haynes, 2008, p.15). The teachers’ role is that of
a facilitator and the class learns to evolve as a community of enquiry, which is
defined as a rigorous, democratic and reflective approach to discussions built up
over time with the same group of learners. Lipman describes the teacher’s role
as follows: teachers need “to encourage children to explore feelings, to listen to
each other, take turns in speaking, and to seek solutions” (Lipman, 1977, p.12).
A good way of doing this is by giving children the opportunity to ask questions
about texts that can be used for literacy.

Using the P4C approach, learners are encouraged to ask thought-provoking
questions about, for example, picture books. The example used here comes from
a DVD of a P4C lesson presented in the UK. Listed below are the questions a
Year 2 class in a London school” came up with after reading the picture book
The Whisperer by Nick Butterworth (Allexant, 2007, DVD). (See Appendix K
for the DVD transcript of the lesson). The story is narrated by a rat who enjoyed .
himself when two cat families fought each other. The Ginger cat family and the
Black and White family were always up in arms with each other. The two cat
families were disappointed when they discovered that a love affair was going on
behind their back. The love affair was not accepted by either family. The two
families tried to separate the two lovers; unfortunately, it was too late. Five
kittens were born. Two kittens were black and white, two were ginger and the
fifth looked like a tiger. Because of the tiger cat the couple could not be
separated. Questions that were asked by the Year 2 learners in the (Allexant,
2007, DVD) are presented in the box below.

*Year 2 in England is equivalent to Grade 1 in South African schools.
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Allie: Why were the cats fighting?

Victor: Why were there a ginger cat and black and white cat and
the ginger cat a tiger cat?

Mike: Why was the rat selfish?

Jason: Why did they have babies and why did the cat come back
in the wild?

Matthew: Why was the last baby different‘?
Billy: Why did the Tiger come out of the box?
Naomi: Was Tiger a real tiger or a cat?
Maggie: Where did the cats go?
Aoutis: Why did the rat follow them around?
Jake: Why does the last kitten come out at the last minute?
Jake: Why are the cats so bad?
Why did the black cat and the ginger cat becoﬁe friends?
Why did the cat wake up? :
Shanna: Why were the cats sent off?
Where did the tiger come from?
Why did the cats ﬁghf no more?

Seminah: Why did tiger be scared and why did tigers become
friends? ' | |

Marcel: Why is there a stripe one?

Learners were free to agree or disagree (P4C Enquiry 1 2007).

26



As mentioned, an important inspiration for P4C is the Ancient Greek
philosopher Socrates. He argued that philosophy was open to all and that
philosophical skills could be developed by anyone who had the power of speech
(Fisher, 2005, p.5). In the dialogue Phaedrus Socrates argues that “written and
speechmaking (lecturing) are poor instruments in education because they
merely rely on rote memory, they do not express a lived process of mutual
enquiry” (Fisher, 2005, p.4). Haynes and Murris , also draw on Socrates when
they argue that “the community of inquiry ‘s emphasis on oral work increases
level of participation across the reading ability range, from struggling reader to
the very able (Haynes and Murtis, 2009, p.177). Participants are given time to
think and opportunities to rehearse ideas. There are no right answers and all
ideas are given a fair and equal hearing. Answers are always provisional”.

As shown in Chapter 2 T&R is a component in Home Language and the FAL,
which is English in most public schools; that is, government schools in South
Africa. In the Foundation Phase FAL lessons, learners could engage in
philosophical enquiry, as it develops T&R. Haynes describes it as follows:
“children are encouraged to think logically, critically and creatively. To reason
and reflect, and deliberate with an open minded disposition” (Haynes, 2008,

p.12).

3.4 Reasonableness

2The main objective of P4C is to teach reasonableness, which is primarily a
social disposition: the reasonable person respects others and is prepared to take
into account their views and their feelings. A link exists between reasonableness
and T&R. In teaching T&R, children are taught to think logically, critically and
creatively and the outcome of this thinking has to be reasonable. Burbules
claims that “a person who is reasonable wants to make sense of, wants to be fair
to alternative points of view, wants to be fair and prudent in the adoption of
important positions in life, is willing to admit when he or she has made a
mistake, and so on” (Burbules, 1995, p.86). Fisher also claims that:
“Philosophical inquiry initiates children into public discussion about the
meaning of language. It encourages people to think, what it is to be reasonable
and to make moral judgements” (Iisher, 1998, p.56).

Murris stipulates that “the concept of a ‘reasonable person’ lies at the heart of
Philosophy for Children and, arguably, of education itself and the ideal of
democracy. Reasonableness itself is a rich, multi-layered, concept. It calls to
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mind someone who is able to reason well: the skilful reasoner” (Murris, 1999,
p.6). The dispositional component of reasonableness helps bridge the notorious
gap between thought and action. According to Burbules, “a reasonable person is
one who will tend to have, and offer, reasons to support his or her choice of
belief and action, these are the manifestation of something more basic about this
sort of person” (Burbules, 1995, p.86). “Reasonableness as both a goal and a
form of ongoing behaviour is the cornerstone of the community of inquiry.
“Through their participation in the communal reasoning, children develop an
attraction to ideas of many kinds and from many sources” (Fisher,1998, p.150).

3.5 The Process

A stimulus is needed to start an enquiry. As Fisher explains:

Philosophy begins in wonder, this wonder can be evoked by different
stimuli. A stimulus could be anything from an object, values, a work of
art, beliefs, open questions, a picture, reviews etc. One class used an
apple as a stimulus for Socratic enquiry. The class then generates a
collection of open questions written in their books or question box, or
they can be written on the board or flipchart. A stimulus can come from
the teacher or a student. (Fisher, 1997, p.6).

Haynes proposes that “central to the practice of philosophy With'children is that
all discussions arise from children’s questions, usually in response to a ‘
particular stimulus such as a story, picture or poem” (Ilaynes, 2010, p.12).
Opening up space for children means inviting pupils to be curious, to puzzle, to
be surprised and to formulate questions that will provide the bases for
discussion.

There are basic requirements and procedures in a ‘community of enquiry’
classroom, which up to a point can also be negotiated with the learners. Haynes
claims that the “... main activity of the community of philosophical inquiry is
whole-class discussion where the classroom organization may vary from week
to week” (Haynes, 2010, p.27). When children are new to the process, the
teacher should plan what the stimulus will be and time should be allocated for
every element or step of the enquiry. If T&R is part of early literacy it makes
sense to use a stimulus that is relevant for this learning area, so a nursery rhyme
or picture book can be chosen. The teacher asks open-ended philosophical
questions as a strategy to develop an enquiry further. Teachers can use
questions that seek clarification, questions that probe for reasons and evidence,
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questions that explore alternative viewpoints, and questions that test
implications and consequences. In the enquiry in the London school above, one
of the questions that the teacher asked, for example, was “Who supports that
argument?” Open-ended questions act as an invitation to better, more rigorous
thinking.

Different types of questions elicit different responses. For example, certain
questions seek clarification where learners are encouraged to explain, define a
concept or give examples. Other types of questions are questions that probe for
reasons and evidence. These types of questions stimulate children to give
reasons, justify their assumptions and even to think about what constitutes
evidence. Children also put forward arguments.

Questions can also be asked that explore alternative viewpoints, by, for
example, re-stating an opinion or speculation. In P4C classes, teachers help the
children to test for truth value, consequences, implications and consistency of
these viewpoints. Finally, in a community of enquiry questions about the
questions and the content of the discussion can also be posed. For example, the
teacher can encourage the children to summarise parts of the enquiry (e.g. make
a mind map), to make some connections explicit, to analyse what has been
learnt, and to draw some conclusions. Socratic questions follow a pattern, a

progression through questioning, with the teacher following where the children

take the enquiry but influencing the content through the questions the teacher
asks (Fisher, 2005, p.8).

3.6 Rules for the Enquiry

Rules that facilitate this process of thinking together can be developed
collaboratively by the teacher and the class. The class can decide on how many
and what kind of rules they need and can agree on these rules through
consensus. It helps if the teacher writes the rules down on a chart, board or in
the children’s books and they could, for example, sign if they agree to abide by
them. The writing of rules and signing works well in a class where children
have basic writing skills. This communal democratic consensus helps children to
internalise the rules that are binding as a means for thinking together. A useful
agreed rule, for example, is “Waiting for your turn”. The community of enquiry
setting and ethos fosters self-discipline. The physical seating in a circle or half
circle expresses and helps to consolidate the communal aspect of this classroom
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work, which enables all the children in the class to see and hear each other
properly (Haynes, 2008, p.27).

Discipline can be developed through games, such as the ‘stand-up’ game in
which children move their chairs in such a way that they can all see and hear
each other properly. One of these games is the ‘Philosophical Fruit Bowl’ game.
A group of about eight people could play this game. They sit on chairs in a
circle. The main aim for this game is to examine beliefs and points of view. The
first step of the game would be giving participants fruit names. Apples or any
fruit could be instructed to swap places. One of the apples will not have a seat
because the teacher has sat on that chair. In the second step, that person will call
on the next fruit to swap places. The third step involves calling people who
share something in common to swap places, e.g. “those who are wearing jeans”.
The fourth step is the introduction of philosophical statements, such as “those
who believe in an afterlife should swap places”. This is a playful way of getting
children to commit themselves to a particular point of view, which can then be
examined further (lecture notes, 2010).

After each activity the children are brought together again into a whole class
group and asked to give feedback first on what they thought about the activity
and then on the ways they had talked about it together. How did they reach the
group decision? What sort of thing worked and what discussion to produce a
final set of ‘class ground rules for talk’? This list of ground rules is then to be
displayed prominently on the wall of the classroom. In all succeeding talk
lessons, these rules can then be referred to as “our rules for talk” (Wegerif,
2002, p.42). '

Teaching T&Rin the Foundation Phase is policy and has to be carried out. The
LR.E. strategy of dealing with questions, adopted by teachers, is undermining
the thinking ability and level of the Foundation Phase learners. The P4C focus is
on teaching T&R; it values children’s own ideas. Learners ask questions that no
one knows the answers to, and as they try to find the answers to their questions,
they apply their minds. Open-ended questions stimulate T&R. Teachers need
support and guidance on how to teach T&R through P4C.
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Chapter 4 Méthodology

4.1 Introduction

As argued in the previous chapters, the NCS Critical Outcomes demand that
education should produce citizens who can think critically and independently
and can solve problems. Although the NCS has now been replaced by the
CAPS, T&R is one of the literacy components that has to be developed from the
Foundation Phase onwards. Chapter 3 introduced a relatively new approach
(P4C) that could support teachers and teacher educators to teach T&R in South
African mainstream early literacy classrooms. In this chapter, I discuss the
design of my study, its structure, the selection of research participants, the
school profiles, the research ethics, the reliability and validity of the study, and
the limitations of the study.

.2 Methodology Approach

This research adopted a qualitative approach. Qualitative research is described
by Patton (2001) as using a naturalistic approach that seeks to understand
phenomena in context specifics, such “real-world settings where the researcher
does not attempt to manipulate the phenomenon of interest” (Patton, 2001,
p.39). In this study data was gathered on naturally oc¢urring phéﬁomena
(MacMillan and Schumacher, 2010, p.11). As MacMillan and Schumacher
point out, “qualitative research is based more on constructivism, which assumes
that multiple realities are socially constructed through individual and collective
perceptions or views of the same situation”. Henning (2004) confirms that a
qualitative approach is used to inquire and to collect data in a way that is
sensitive to the people and places that are being investigated.

- 4.3 The Structure of the Study

This research project was conducted in three different phases. The third phase
had two separate parts to it. For an overview of the stages of the research design
see Table 4 below.
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Table 4: Overview of the three stages of the research design

Stages Phases of the research | Methodology Focus of the intervention
chronologically

Stage 1 First interview Semi-structured Finding out what the
teachers think it means to
teach thinking and
reasoning.

Stage 2 Lesson observation Field notes Observing how the teachers
teac8h a thinking and
reasoning lesson.

Stage 3 Teachers watch a P4C | Observing Teachers watch an example

DVD of the new approach, i.e.
Part 1: P4C.

Stage 3 Second interview Audio taping and | Gathering teachers’ ideas
transcriptions after watching an unedited
DVD of children
participating in a P4C

| lesson.

Part 2:

In this study two interviews were conducted with six Grade 3 teachers, who
were participants in the study. Interviews were used because they also offered
opportunities for non-verbal communication and were opportunities to motivate
the research participants (McMillan and Schumacher, 2010). Moreover, they
made it possible to ask questions to uncover information that might not have
been revealed by other methods of data collection. For both interviews I used
semi-structured questions. This technique is flexible and adaptable and therefore
it enabled me to probe further, depending on the participants’ answers, to gain
more clarity. In semi-structured interviews, questions are phrased to allow for
individual responses. Questions were open ended, and fairly specific in their
intent. The semi-structured interview was chosen for this study because of the
belief that it is an informed and systematic discussion about a particular issue
under research (McMillan and Schumacher, 2010). (See Appendices L and N.)

In the second phase of the study I observed six teachers presenting lessons on
what they regarded as teaching T&R. Teachers were already familiar with the
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teaching of T&R because it was introduced in the Foundation Phase by the NCS
and they had FFL lesson plans to guide them (see Chapter 1). These lesson
plans were written in such a way that they integrated Assessment Standards of
Thinking and Reasoning across all language components.

4.3.1 The first interview (the first stage)

The first phase of the study was a semi-structured interview. The main aim of
the interview was to find out what teachers’ perceptions were of what is
involved in the teaching of T&R in Grade 3 and to investigate how they
implemented T&R in their classrooms. (See Table 5, in Chapter 5). The
interview took place at each of the three schools, in a classroom. This was
conducted after contact time. The first interview session did not take long
because the teachers did not have much to say about the subject. It took one
hour at each school. This interview was not recorded; 1 took notes.

4.3.2 Lesson observation

Observation was used to find out whether the research participants were able to
select and present a T&R lesson as required by the curriculum (DoE, 2002,
p.24). Observation is another good way of gaining knowledge on what is
happening in a bounded space. McMillan and Schumacher further argue that
observation is a way for the researcher to see and hear what is occurring
naturally at the research site (McMillan and Schumacher, 2010, p.350). Kidde
argues that “observation is a research tool when it serves subjected to checks
and control on validity and reliability” (Kidde, 1981, p.264). The CAPS was not
yet in place when these lessons were presented and the research conducted.
However, the study findings are relevant because the CAPS has incorporated
the teaching of T&R into language teaching (see Table 2).

Six Grade 3 teachers presented language lessons. Two teachers presented
listening and speaking lessons. Two teachers each presented a reading lesson
and two teachers each presented a writing lesson. Lessons were presented in
English, their FAL. A total of six lessons were observed. Learners were
informed about me and I was introduced to the six classes that participated. My
role as observer was relatively passive and unobtrusive. Lesson observations
were made during normal teaching and learning contact time. Data collection
was conducted through the making of field notes for this part of the research.

33



4.3.3 The second interview

In Part 1 of the third stage of the research teachers watched a one-hour unedited
P4C lesson published on a DVD in a British school (Gallion Primary School,
2007). This was subsequently followed by an interview (Stage 3, Part 2). The
aim of the intervention was to gather the ideas and opinions of teachers after
viewing this DVD and to find out which obstacles they themselves identified to
implementing this approach in their classrooms. The second interview, like the
first, took place at the teachers’ schools.

The DVD that was chosen for the intervention is deliberately unedited. It is a
comprehensive account of what happens in a P4C lesson in a London school,
without the possibility that certain moments have been edited out. The DVD is
commercially available; for this reason I did not require permission from either
the teacher or the children to use it in my research. It is a Philosophy for
Children inquiry with Year 2 learners in Britain, which I chose from the
published material available because it is related closely to the Grade 3 class of
the South African teachers. The school featured on the DVD, Gallion Primary
School, is located in Newham, in the East End of London. This area of L.ondon
is economically poor and many of the children do not have English as their
home language. The high deprivation affects children and older people.
Newham'’s population is one of the most ethnically diverse in London. It
seemed therefore a good choice for South African teachers, as there are few
white children in this class, which otherwise could have alienated the teachers
from the research.

On the DVD, the teacher begins her lesson by reading a story entitled “The
Whisperer”, written in 2005 by Nick Butterworth. Before reading the story the
teacher makes the learners aware that she would like them to think of any
questions they might have about the story. The teacher then reads aloud the
whole story to the children (see Appendix K) and proceeds with a P4C lesson as
outlined in Chapter 3. (For a story summary, see also Chapter 3.)

After they had watched the DVD, the teachers were interviewed and their ideas
and opinions were recorded. The DVD viewing and the interview took place
after contact time at the different schools.
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4.4 Sampling

Three schools with Foundation Phase classes in Soweto were selected for the -
study. The multiple sources of data in this study were six Grade 3 teachers. The
reason for the choice of the participants is that they were all teaching staff and
were all responsible for delivering the curriculum in the classroom. The
participants were selected on the bases that they taught Grade 3 and were
expected to be able to present a lesson in English and provide rich data on the
teaching of T&R as a language component. This would enable the main
research question to be answered: What is and should be the role of Foundation
Phase educators in teaching Thinking and Reasoning to Grade 3 learners in
Literacy (First Additional Language)? I used a convenient sampling method by
choosing schools in Soweto that T had worked with when I worked for READ.
(See Chapter 1.)

The schools had to meet the following criteria to be selected for the study:

1. The school had to have two Grade 3 classes. I thought working with six
teachers would be ideal. It would give me an opportunity to observe a
literacy component twice. Two teachers per school meant working in
three schools only. Permission to conduct the research would need to be
sought from three schools only. . |

2. The school had to be implementing the NCS and FFL.

3. The FAL in the school had to be English and the lesson presentation had
* to be in English.

I am not proficient in all South African official languages so I chose schools
that would be able to present lessons in English. It was important, though, that I
could communicate with the teachers in their own home language. However, the
research findings would be also relevant for other languages; as argued earlier
in this chapter — the curriculum requires that T&R has to be developed when
teaching FAL or Home Language.

One of the schools I had initially identified and approached as one of the
schools for my research did not accept my application, so I approached another
school. Unfortunately this school did not accept my application either. The first
school said that it planned to change the Language of Learning and Teaching
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(LOLT) of the school to English so they would not allow me to conduct
research in the additional language as some of the teachers were in favour of the
idea and others were not. The second school that refused my application did so
because the Grade 3 teachers were fairly new in the field and the principal felt
that they might not cope with the pressure because the school was part of the
GPLMS project. I approached Masole Primary School and my application was
accepted. Masole and Veza primary schools were GPLMS schools. Lesedi
primary school, which also accepted my application, was not a GPLMS project
school.

4.5 School Profiles

My six research participants were located at three different schools. What
follows is a detailed description of each school, as this is relevant for the
interpretation of the research data. The profiles of the three schools are almost
the same in nearly all aspects except for the structure, staffing and number of
learners. All three schools enrol children who live in and around the township
where they are situated, including children from informal settlements.

Masole Primary School"

Two of the research participants, Meme and Mantsho, teach at Masole School.
The school has 16 classrooms, an old office block and two newly built toilet
blocks. The old office block is not in use. One class is used as an administration
block. It is divided into four little rooms. The administration staff occupies one
room, the principal has his own room, and the head of department and the
academic staff have their separate rooms. The Foundation Phase uses seven
classrooms (covering Grade R to Grade 3). The Intermediate and Senior Phases
occupy five classrooms. Three classrooms are used for different purposes; one
classroom is used as a library, and another is used as a kitchen. This kitchen is
used mainly to prepare meals for learners. The third classroom is used as a
computer room. All doors have a security gate. The school is a quintile 3
school, giving it a status of no-fee paying school. This means that the school is
funded by the government. However, funding from government is insufficient
as argued below. The school has running water and electricity. The school is
well fenced and there are gate keepers during the day and security staff at night.
There are 764 learners at this school.

1% All names of schools and teachers are fictitious.
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The schools’ governing body is supportive, although it faces many challenges.
Most parents or guardians do not attend school meetings. The community
around the school uses the school facilities for its community activities. This
school is one of Gauteng’s underperforming schools. The school is corrently
receiving coaching and mentoring on how to teach Home Language, the FAL
and Mathematics as an intervention prescribed and specified by the Gauteng
Department of Education. The GPLMS literacy model is called the simple
approach. It is a skill based approach. Learners are taught phonics first,then the
whole word and lastly the whole sentence. The school has two LOLTs. The
LOLT is an African language from Grade R to Grade 3 and English in Grades 4
to 7.

Veza Primary School

The research participants Sophie and Thato teach at this school. This school has
16 classrooms, a library and two toilet blocks. The library was recently built.
Library books have been donated by NGOs. The school is fenced; the doors

have security gates. The school grounds are well looked after. The school enrols
Grade R to Grade 7 learners. There are 20 teachers at this school. The
Foundation Phase comprises eight classes. This school is also funded by the
government and is a GPLMS school. The school is one of the GPMLS schools.
The literacy model they follow is the same as the one Masole primary school is
currently implementing. ‘

Lesedi Primary School

Research participants Faith and Maggic teach at this (for Soweto) very old
school — it was built in 1964. Old classrooms have been renovated; additional
classes have prefabricated structures. The school has a computer room, new
toilet blocks, paved parking area, security fence around the school and security
gates on every door. This school is not classified as a priority school. It is a non-
fee paying school (quintile 3 school) and it does not belong to the same district
as Masole and Veza primary,schools.

The school population is the same as the other two schools. This school is not a
GPLMS school. The school has adopted the Balanced Literacy Programme.
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4.6 Ethical Considerations

According to McMillian and Scumacher, “ Ethics comprises the general
standard of beliefs of what is right and wrong from a moral perspective,
research ethics arc focused on what is morally proper and improper when
engaged with participants or when accessing archival data “ (MaMillian and
Schumacher , 2010, p. 1170 In order to comply with the ethics procedures that
the University of the Witwatersrand 1s committed to, I completed a form to
request permission from the provincial Department of Education (Gauteng) to
conduct research in the three Soweto schools. The request was approved. I then
submitted my research proposal and all my letter templates, consent forms and
interview questions to the Wits School of Education Ethics Committee. After
receiving ethics clearance (201 1ECE111C), I wrote a letter to the District
Manager. The application was approved. I then proceeded to request permission
to conduct research at the three schools by writing letters to the school
principals and the school governing bodies. I requested Grade 3 teachers to
participate in my research. | ' |

As an ethical principle of research, all research participants were given consent
forms that ensured their protection from harm, danger and stress. Participants
were informed that they could withdraw from the research at any time without
repercussion. Finally, their anonymity and confidentiality were guaranteed, and
all the data will be destroyed between three and five years after the completion
of this study. (See Appendices L and N.)

Apart from asking permission from the-six'teachers I also requested permission
from the learners’ parents to conduct research in their children’s class. Learners
were also consulted. Each learner received a letter requesting permission ( See
appendix H and E. The teachers were not paid any expenses to take part in my
study as they were interviewed at their own schools. The second interviews
(post-DVD interviews) were audio recorded and transcribed. The audio
recordings have not been used in a public arena and will be destroyed within
five years. The words of the participants have been used wherever possible to
highlight the uniqueness of their perceptions and to respect their voices.
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In order to exercise due ethical responsibility, pseudonyms have been used
instead of the names of the participants. This also includes the names of the
participating schools. Ethical requirements, such as voluntary participation,
informed consent, anonymity and confidentiality, were adhered to. The data was
subsequently analysed and the findings presented in this report only. (See
Chapter 5.)

4.7 Validity and Reliability of the Study

In qualitative research, issues of validity and reliability are difficult to determine
in totality; however, they form an essential part of scientific study (Maxwell
19960). Merriam (1998) argues that [r]eliability is problematic in the social
sciences because human behaviour is never static.

~ To determine reliability and validity of the study triangulation was used. The

first interview was used with all six research participants. All six participants
presented lessons to demonstrate their ability to teach T&R. They all watched
the same DVD on P4C and the second interview was semi-structured . In this
way, differences in reliability and validity were reduced and narrowed, although
not totally removed (Merriam, 1998). The use of triangulation in this study
enabled the researcher to obtain information through the use of different
methods and enabled the researcher to compare the results to establish similarity
of information.

Data collected from participants through interviews and lesson observations is
analysed and presented in Chapter 5. Field notes and a P4C DVD transcript are
used in this regard.
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Chapter 5 Presentation, Analysis and Interpretation of the
Data

5.1 Introduction

Chapter 5 examines the responses of the participants that were collected with
the help of the various research instruments (for an overview see Chapter 4,
Section 4.1) and the data analysed. The bio demographic data of the six
participants is presented in this chapter. Qualitative research was conducted to
examine how six teachers perceived their role in developing T&R in the
Foundation Phase literacy programme. Data was also collected on teachers’
responses to P4C and obstacles were identified that the teachers felt could make
it difficult to use P4C effectively. Finally, the support the teachers thought they
needed to incorporate the P4C approach as a methodology to teach T&R was
identified.

5.2 The Bio Demographic Data of Participants (Teachers)

The participants were all qualified educators and had been teaching for more
than 20 years. The longest serving participant had been teaching for 39 years
and the teacher in shortest service had worked for 25 years as a té_acher. Of
course, education is not static, governments change and curricula change to
meet various shifting demands. Much has changed in South Africa over the last
30 or 40 years, so it is not surprising that teachers need to attend in-service
training to upgrade their teaching skills and knowledge. Table 6 shows some of
the results of th222e first interview, which are somewhat negative. The teachers
did not know what was meant by teaching T&R.
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Table 5: The bio demographic data of participants (teachers)

Teaching | Mean Gender Qualification Teaching Classes | Mean and
experience | 8¢ experience taught range of
learners in
class
Thato: 53.5 Female Thato: Primary 29 Grades 1 | 40 learners
Teachers Certificate to3
Sophie Female Sophie: Secondary 38 Grades 1 | 40 learners
Teachers Diploma to3 '
(STD)
Meme Female Meme: Primary 30 Grades 1 | 40 learners
Teachers Certificate to 3
(PTC)
Mantsho Female Mantsho: Primary 25 Grades 1 | 40 learners
Teachers Certificate to 3
(PTC)
Maggie Female Maggie: Primary 36 Grades 1 | 40 learners
Teachers Certificate to3
(PTC)
Faith Female Faith: Primary 36 Grades 1 | 40 learners
Teachers Certificate to 3
(PTC) and Junior
| Teachers Certificate.

5.3 Thinking and Reasoning as a Literacy Component

The aim of the first interview was to find out what the teachers thought was
involved in teaching T&R in Grade 3 since its introduction as one of the literacy
components in the Foundation Phase. The teachers had undergone some in-
service training organised by the DoE, when introducing the NCS and FFL. FFL
lesson plans were provided (Appendices J1 and J2). This training should have
explained what teaching of thinking and r_easoning entails and the lesson plans
should have been used to show teachers how to go about the lessn. If this was
done then teachers be knowing what teaching thinking and reasoning involves.

As explained in Chapter 4, both interviews were semi-structured. Questions
were developed as a guide on what to ask. However, 1 would stop from time to
time to ask for clarification or probe if necessary. Table 6 below presents very
brief summaries of teachers’ responses to the first interview.
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Table 6: The first interview (the first stage)

Question Maggie Faith Meme Mantsho Thato Sophie

How do you feel Foundation | We struggle | Facilitation | A quick | Short Short time
about the For after these | not good fix time
In-service training? | L-earning workshops

lesson

plans were

good
How did you teach | Never I did not Incidental Asked Neglected | Never
Thinking and questions | this LO
Reasoning?
Do you plan No No No No No No
lessons to teach
Thinking and
Reasoning?
Do you allow Rarely Learners do | Learnersdo | No No No. [
learners to ask ask ask prepare
questions? guestions
How much support | No No No No We never | No support
and guidance do talk about
vou receive rom 1t
the school?
Do you ever No No No No No No
discuss teaching '
Thinking and
Reasoning? _
How do you know | By asking | It just Tdon’tteach | Leamers | Never. ' Never
your learners questions | develops it think Clever
thinking and about the | children
reasoning is answers | have
developing? good

' memory

What help do you Training Training Training, More Examples | Workshops
need for you to be and workshops | guidance | of lessons
sure of what to do workshops |

when teaching
Thinking and
Reasoning?

As seen in Chapter 2, teachers were required to teach T&R as part of the key
subject literacy in the primary school by the NCS and the FFL. As Table 6
shows, the six research participants did not teach T&R in a clear, pre-planned
and structured manner. Several teachers connected the teaching of T&R with

the teachers’ asking of questions and learners being able to answer questions

42




correctly. One teacher (Mantsho) connected T&R with learners’ thinking about
the answers to questions. Another teacher (Thato) connected T&R with being
clever and having a good memory. Again, another teacher (Faith) seemed to
believe that T&R is something that (naturally?) develops. In retrospect I could
have followed this idea up with a follow-up question to probe further. Table 6
clearly shows that the teachers believed that the training was conducted in a
very short space of time and was inadequate for them. As a result (they claimed)
they lacked subject or component knowledge. None of the six participants was
satisfied with the in-service training provided by the DoE, although Maggie felt
that the FFL lesson plans were good. All six research participants did not plan
or teach any specific lesson for T&R. Faith explained this as follows: “I was
blank as to how to teach thinking and reasoning” (sce Table 6). Faith’s response
is a clear indication that at least for her the curriculum training offered no
support in teaching T&R.

This seems to have been one of the key problems of the implementation of the
curriculum across all subjects. Green argues that “many teachers experienced
Curriculum 2005 as a threat to their own sense of professional competence and
emerged from their training anxious, puzzled and confused about their future
role and are resistant to the new curriculum” (Green, 1999, pp.13-14). Faith’s
response was a clear indication that the curriculum training did not yield
favourable results; hence, teachers were not teaching.T&R as there seemed to
be little understanding of what this would entail. Also T&R was regarded as
unconnected to the other curriculum subjects.

As Table 6 shows, all research participants said that T&R is not a component
within the language or literacy programme. Teachers went on teaching the
traditional literacy components of reading, writing, language structure and use
(grammar) and listening and speaking without T&R. What is striking, though, is
that despite their negative experiences with the T&R in-service training, they
identified in-service training as what could give them the skill and knowledge of
what is meant by teaching T&R and how to teach it.
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5.4 Lesson Observation (The Second Stage)

Six teachers presented literacy lessons in the FAL. T observed two reading
lessons, two listening and speaking lessons and two writing lessons.- The FFL
lesson plans, developed by the DoL, were available for teachers to choose
lessons that contained T&R (LO 5).

In the reading lesson both teachers focused on shared reading. Teachers read
with learners and asked learners to sequence the story. After reading the story,
the teachers initiated activities that were mostly comprehension activities. In the
listening and speaking lessons, the introduction was a story read by the teacher
with the learners listening to the story. The after-reading activities were
questions (asked by the teacher) and answers (given by the learners). Teachers
assumed that T&R was integrated in a lesson when they asked questions (see
Table 8). The writing lessons followed the same pattern, the reading of a story
followed up by oral questions (by the teacher) then written work (see Appendix
M).

The aim of the lesson observations was to find out how teachers were
implementing T&R in their classrooms. Pedagogical interventions, such as the
asking of open-ended questions, play a significant role in'develq'p_ing T&R.
Mohr Lone (2011) argues that “questions are central to l¢arning and to
philosophy. Philosophy emerged from questions, and the history of philosophy
is essentially a history of questions building on questions.” Questions which
were asked during lesson observations are presented in Table 7 below.

Table 7: Lesson observation (the second stage) questions asked by teachers

Teacher Lesson Questions _ ‘ Type of questions
Maggie Shared What do you see? _ Closed
reading What can you tell us about page 47 Open ended
Who can come and read this book? Checking literary knowledge
Give me the words with {dr} Checking hLiterary knowledge
Can you make a sentence with the word Checking hiterary knowledge
drop?
Faith Listening What is the story about? Open ended
and What did they do first? Closed
speaking What did they do with the bananas? Closed
What did they do finally? Closed
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Mantsho Writing Do you have a nickname? Personal information

What made Zola to go to jail? Closed

Look at the picture. How is he? Open

What do you think is happening in jail? Open

What have you leamnt from the story? Open
Merne Writing Why did the carrot allow the potato to join | Closed

them?

Which other vegetables are root plants Closed

I want you to give me vegetables you know | ¢oged

Name 10 vegetables, root, leaf and pocket

plants Closed

Sophie Reading What is the colour of the basket? Closed

Where do you think Tselane is going with Closed
the chicken?

What do we call this page? Closed
Who did Tselane meet first? Closed
Did Tselene continue selling? Closed
Thato Listening ‘What helps the bufterfly to change colour? | Closed
and kin What colour do you like of a butterfly?
Speaking Give me names of insects? Open
What do we use to kill insects that kill us? | Closed
How many wings do butterflies have? Closed
Closed

All the lessons presented were teacher led and required only a particular kind of -

thinking from the learners. Teachers asked all the questions in class and they
asked questions they themselves knew the answers to; hence, the children’s task
was to give the answers the teacher wanted to hear — as a means to check correct
understanding. Of these questions 75% were ‘closed questions’; that is, they
mostly asked Jearners for information which was ‘in’ the book as it were. Mohr
Lone argues that “when a teacher asks a question in a classroom, typically the
teacher is not attempting to initiate a dialogue about the question or to
demonstrate the value of questioning, but _rather' is seeking a specific answer
from the students” (Mohr Lone, 2011). Only 25% of the questions asked by the
teachers were open-ended questions. Haynes and Murris argue that “questions
are the hooks we use to ‘fish’ for new knowledge. Pupils must have the
opportunity not only to ask questions but admit mistakes, set off in wrong
directions and figure out better ones” (Haynes and Murris, 2004, p.68). Itis
important for independent thinking that asking questions is not associated with
not-knowing-something (Mohr Lone, 2011). If not, children quickly figure out
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that asking questions means being stupid and they will simply stop asking
questions (Mohr Lone, 2011).

Listed in Table 7 above are 28 questions as examples from the six lessons
observed. One teacher (Mantsho) asked three questions that involved some kind
of demahding T&R: “What do you think is happening in jail?”, “What have you
learned?”, “Look at the picture”, “How is he?”(see Table 5). The first question
involves the use of the imagination (possible scenarios in prison), but none of
the creative suggestions by the learner were assessed through the asking of
further questions that required critical thinking (e.g. “How likely is the scenario
you have just suggested?”). The second question is an open-ended question, but
again without knowing how and whether further questions will be asked, it is
difficult to assess whether and to what extent it required the learners to think
and reason.

When I observed them in class, the teachers seemed in a hurry when asking
their questions. For example, they asked five questions to be answered by five
different learners — the structure was that of teacher questions, learner answers
followed by another question asked by the teacher (often unrelated to the
learner’s answer) and followed by an answer from another learner. Questions
request answers and when the answer is given the teacher accepts or rejects the
answer and moves on to the next learner. As we have seen in Chapter 1, this
particular question and answer pedagogy is referred to in'the literature as IL.R.E
(Initiation, Response, and Evaluation) (Christie, 2008). The approach is teacher
centred, requires little thinking and is individualistic, as learners are not given
opportunities to think with other learners in pairs or in small groups before
answering the teacher’s questions. The teacher’s role is that of simply checking
that the learners know the correct answers; that s, the answers seen by the
teacher as being correct. Such closed, factual questions do not require any
critical or creative thinking by the learners, nor the teacher. -

Some of the research participants indicated that such questions do not require
any deep thinking. For example, Meme said, “We are given so much by the
department and they expect so much from us, and as a result, that is why we
summarise when we do things. We do not reach that depth” (see Table 10).
These teachers felt justified in using I.R.E and blamed the Gauteng DoE,
although it might be true that this does not hold for all South African teachers.
District curriculum officials do not undertake class visits because the unions
have stopped them from doing so. Green argues that “the éorps of teachers in
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South Africa differs widely, for historical reasons, with regard to teacher
competence. Teachers range across a spectrum in terms of their subject
knowledge, their didactic knowledge and the extent to which their own
cognitive capacities have been developed” (Green, 1999, p.13).

It is important information that my research participants were aware since their
first interview that I was interested in the teaching of T&R. I asked them to
select lessons that would demonstrate how they teach this curriculum
requirement. Their lack of subject knowledge became clear during the
observations, and the interviews showed that they never paid any specific
attention to the planning and teaching of T&R. I assumed that when they were
specifically requested to present a lesson on this component they would be able
to choose a lesson that had the Assessment Standard for Thinking and
Reasoning. I had therefore expected better T&R lessons. Listed below are the
Grade 3 Thinking and Reasoning Assessment Standards.

We know this when the learner:
e Understands concepts and vocabulary relating to measurement
» Uses language for thinking and problem solving
e Collects and records information in different ways -

e Uses language to understand concepts and vocabuiéry relating to different |
learning areas (e.g. Make a timeline for history)

e Keeps a personal dictionary and uses a children’s dictionary
e Asks questions for clarification. (DoE, 2002, pp.71-74).

These Assessment Standards are very broad and, therefore, do not offer clear
and specific support for teachers. They do not guide the teacher in what to teach
and bow to teach T&R. Some of the Assessment Standards would be neglected
by language teachers because they seem irrelevant. (See the list Grade 3 literacy
Assessment Standards in the paragraph aboveabove).

Assessment Standard 2 was partly used by all six participants in a sense because
learners used language to communicate. However, not much thinking and
problem solving took place in all six lessons observed. Fisher would be in
agreement with Assessment Standard 2 when he claims that “it is through the
use of language that children take control of their thinking and make meaning
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from the world” (Fisher, 1997, p.7). The kind of language used to develop T&R
depends on the type of questions asked by learners and/or by the teachers in
class. When probing, open-ended questions are asked in class, certain language
use is characteristic of the dialogical exchanges between learners and between
learners and teachers as witnessed in the particular DVD used for this research
(see Appendix K). Learners asked thought-provoking questions and they were
free to agree or disagree. They would then state their reason for agreeing or
disagreeing (see Appendix K).

If we apply these questions from Chapter 2 (see Table 3) to some of the
examples in Table 7 we can change some of these closed questions into more
probing open-ended ones. Here are two examples:

What do we use to kill insects that kill us? (Thato) -> Is it okay to kill insects,
just because they kill us?

Which other vegetables are root plants? (Meme) —> What are the differences
and similarities between vegetables and animals?

Teachers need to know more about these types of questions and when to ask
them. One teacher (Faith) mentioned learning about Bloom’s taxonomy as she
was furthering her studies. “I did not 2222teach it but I know the Bloom
taxonomy which I did when I was upgrading” (see Table 5). Many teachers
have studied Bloom’s taxonomy through workshops conducted by the DoE.
Posters with the taxonomy even hang in schools, but the questions the six
teachers asked in this study did not show any evidence of any knowledge or
understanding of Bloom’s Taxonomy. If they had, they would have asked
higher-level category questions. For example, when asking analectic questions
the teacher would use verbs such as explain, analyse, compare and distinguish,
among others. For these teachers at least, the DoE should run their in-service
training differently for effective classroom implementation. As Haynes and
Mutris observe, “if we want to encourage more open-ended and high-order
questioning, we have to make time and space for learning that is well structured
and carefully prepared, also where the direction and the goals are not tightly
controlled by us” (Haynes and Murris, 2004, p.68). In sum, the teachers need
more guidance and knowledge about questions for T&R and also how to use
them (pedagogy). This is the focus of the next section.
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5.5 Teachers’ Responses to Philosophy for Children

In the third stage of the research teachers’ responses to the P4C approach they
had seen in the DVD used in this research were obtained.

5.5.1 Introduction

Participants were interviewed after watching a DVD of an unedited P4C lesson
(Allxant, 2007. DVD) as part of literacy with a class of Foundation Phase
learners (Year 2). This research instrument was used to answer the research
questions: How do Grade 3 teachers respond to a different approach
(Philosophy for Children) for thinking and reasoning? Do they think it is
valuable and what are the obstacles they identify?

All six participants had an opportunity to watch the DVD in the comfort of their
own schools. An interview was conducted with each teacher after viewing the
DVD. All participants liked the 60 minute P4C lesson shown on the DVD. They
all agreed that P4C definitely develops T&R. When interpreting the data, a
number of themes emerged from the interview: ‘Learners asking questions in
class’, ‘Thinking and Reasoning as a literacy component’, ‘Listening and
Speaking’ and ‘Writing’, ‘Reading, participation, attention and concentration’,
the ‘obstacles for the implementation of P4C in South Africa’ and, finally, the
‘support teachers identify they need in order to teach P4C’. Each theme is
analysed and discussed below with an overview of teachers’ responses in table
format.

5.5.2 Learners asking questions in class

As mentidned before, all six lessons I observed were teacher led, with all
questions posed and formulated by the teacher. This was in contrast to the P4C
lesson questions, where learners were asking the questions. All participants
were fascinated by the type of questions learners asked. It was a learning curve
for them. Their responses recorded in Table 8 expressed amazement.

Table 8: Learners asking questions in class

Participant Teachers’ Responses

Meme Some questions were asked by the educator. And she went as far as giving
the learners a chance to write their own questions.

Learners formulated their own questions, and as a result, the questions
were answered randomly by anyone of the children who wanted to answer.
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And they were given ample time. We as teachers have a tendency to stop
children. We want the children to talk fast and if they cannot, we stop
them. It ends there. But in the DVD the learners were given ample time to
answer anyhow they felt best.

And when the learners ask the questions on their own, it becomes so
interesting to them.

Taith

I think so. The type of questions that the leamers came up with, lead them
to think and reason, because most of the questions were “why” questions,
whereby the learners had to think before they answer.

I'm also going to do as [ saw in the DVD as it was very interesting. 1
think it is good for learners to ask questions sometimes, and go away from
this method of the teacher being the centre.

Maggie

I’m not going to ask learners questions, I would like them to ask those
questions like it happen in the DVD.

It’s good because you can see that Jearners are with you and they are
concentrating.

Mantsho

And when the learners ask the questions on their own, it becomes so
interesting to them.

Some have sense, some are vague, some are challenging.

Thato

I would give the learners a chance to. ask the questions, and I can handle
that.

They would get debating skills between each other, even in meetings,
they’ll know how to discuss when a question is raised, and handle
situations even when they are adults. It’ll also give them confidence and
the ability to share ideas and opinions.

All six participants felt that their teaching style had déprived learners of the
chance to formulate their own questions. For example, Faith observed the lack
of teacher-centredness: “It is'good for learners to ask questions sometimes, and
go away from this method of the teacher being the centre.” Maggie indicated
that she will adopt this approach.”.

Faith made a link between questioning and T&R: “The type of questions that
the learners come up with, lead them to think and reason, because most of the

questions were ‘why’ questions, whereby learners had to think before they can
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answer” (see Table 8). Young children, before they start school, ask lots of
questions. Adults are forever fascinated and amused. Children sometimes drive
adults mad by their curiosity. Teachers somehow forget about this characteristic
of young children, possibly as a result of a curriculum-driven educational
system that focuses, 8on the whole, much on learners’ knowledge of the
answers to closed, factual questions. As a result, they believe that there is need
to prepare questions for learners.

5.5.3 Thinking and Reasoning as a literacy component

Table 6 clearly indicates that teachers need guidance on how to teach T&R.
They watched a DVD that demonstrated the teaching of T&R through P4C.
Their responses on whether the approach (P4C) as seen on the DVD develops
T&R or not are presented in Table 9.

Table 9: Development of T&R

Participant Teachers” Responses

Mantsho What I like about this is that it gives the learners time to think on their own,
using their own language to describe the book, or what they feel, if they
agree or disagree because they were reasoning.

They are able to take part by responding to questions. You can see that they
were thinking. o

They were free to agree and disagree with their classmates stating
their reasons for doing so

Meme Yes. I think it is a method that one can use. Because when we look at the

' video, learners are given an opportunity of saying thing on their own. They
were not lead by the teacher telling them what she wants them to say. She
said no, fet’s hear about you. I you were that cat, they were arguing about a
situation involving the cat and arguing about whether cats can swim or not.
Others were saying that they could swim, which demonstrates that they were
answering from their own minds, they were thinking. Others referred to
newspapers and, others would respond that they had seen otherwise on TV.
So it demonstrates that the learners were thinking broadly.

So if those kids can do it, I believe that my learners can do it too, given time,
and all we have to be to get to know it. T like it.

Faith [ think so. The type of questions that the learners came up with, lead them to
think and reason, because most of the questions were “why” questions,
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whereby the learners had to think before they answer

Yes, I learnt a lot, and I think I'm going to adopt this style because usually
we have this L.O. in language, but I didn’t know how to apply the method of
making the learners to do the thinking and reasoning so it was very difficult
for me to accommodate this L.O. in my teaching. So I think I'm going to
adopt this style. |

I think it goes through all of them.

Maggie

Learners have to think about the story and write down their own questions.

Yes I am also going to adopt the method as I saw how it stimulated thinking
and reasoning skills.

Thaio

Yes. By telling the learners to write the questions about the story, everyone
was involved, thinking, reasoning and thinking back to what was said in the
story.

Yes. During reading time, it can be done. We can give them an opportunity
to ask questions, select one question and discuss the one question that they
all chose.

They would get debating skills between each other, even in meetings, they’ll
know how to discuss when a question is raised, and bandle situations even
when they are adults. It’l] also give them confidence and the ability to share
ideas and opinions. | '

Sophie

When the teacher was reading the story and when other learners were
talking. They were listening attentively, that is why they could say whether
they agree or disagree.

All six participants agree that the new approach, P4C, viewed on DVD does
develop T&R. Their comments were varied, all in favour of the approach. One
of the advantages of P4C identified by Mantsho was that it gives learners time
to think on their own, using their own language. She further claimed that “they
were free to agree and disagree with their classmates stating their reasons for

doing so0” (see Table 9). Learners were given an opportunity to say things on
their own. They were not led by the teacher telling them what she wanted them
to say. Sophie’s comment is that learners are stimulated. Thato agrees with

Sophie with regard to attention when she says, “that everyone was involved,
thinking, reasoning and thinking back to what was said in the story”.

52



In P4C, children are engaged in a community of enquiry as discussed in Chapter
3. Some of these claims discussed in the literature about the community of
enquiry we see confirmed in what the teachers said about the DVD they
watched. The learners gain more knowledge from each other’s experiences and
knowledge through thinking with others; they develop vocabulary by thinking
and talking about stories; they learn how to read and engage with picture books
critically. While gaining more knowledge; that is, understanding the story at a
deeper level, they are challenged by the enquiry to ‘think out of the box’, to
enhance their thinking and reasoning.

In support of the approach demonstrated on the DVD, Faith said: “Yes, I learnt
a lot and I think T am going to adopt this style because usually we had this LO in
language, but I did not know how to apply a method of making learners to do
the thinking and reasoning, so it was very difficult for me to accommodate this
LO in my teaching. I think I am going to adopt this style” (see Table 9).

All six participants felt that they could make a start because they had seen the
DVD and it had given them an idea on how to develop T&R. However, they
acknowledge the problems this may cause with the existing schooling system
that interferes with their teaching; for example, being called to the office during
contact time. Sophie said: “Yes, If we are given time. Every now and then we
are being called to for courses and we get interrupted not only by the school,
officials want this and this. So when you have an idea of what you want to
teach, then you get side tracked by what you learnt in the course.” (See Table
13.) Many of these obstacles discussed in Chapter 2 and in this chapter (see
Table 13) are confirmed by the data. '

5.5.4 Listening and Speaking

Listening and Speaking is one of the literacy components in the Foundation
Phase. In this component children are given the opportunity to ask questions
and to listen to each other’s arguments. In this sense listening and speaking is
developed in P4C. Table 10 below represents participants’ responses after
viewing the PAC DVD.

Table 10: Listening and Speaking

Participant Teachers® Responses

Sophie What I liked when the children were talking about the book and its title and
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they all felt free to express themselves.

When the teacher was reading the story and when other learners were
talking. They were listening attentively, that is why they could say whether
they agree or disagree.

Mantsho

They are able to take part by responding to questions. You can see that
they were thinking.

And the involvement 0f every learner in the classroom. Let each child have
a chance to speak.

And most of them were talking about the cat. Others were speaking sense,
others were speaking otherwise. But what was interesting is that each child
was able to speak in the classroom, they were listening to each other,
sharing. It was also interesting.

Meme

Yes. I think it is a method that one can use. Because when we look at the
video, learners are given an opportunity of saying thing on their own. They
were not lead by the teacher telling them what she wants them to say. She
said no, let’s hear about you. If you were that cat, they were arguing about
a situation involving the cat and arguing about whether cats can swim or
not. Others were saying that they could swim, which demonstrates that
they were answering from their own minds, they were thinking. Others
referred to newspapers and others would respond that they had seen
otherwise on TV. - ' ' '

I also like the part where they debated. We nornially think our kids are too
young to debate so we don’t give them a chance to debate. So if those kids
can do it, I believe that my learners can do it too, given time, and all we
have to be to get to know it. I like it:

Thato

It is a lovely activity as those who are shy get a chance to participate and
helps open up communication.

No we can do it in drama. When we dramatise, because the one will be
speaking and the other will be listening, waiting for their turn. And then we
will be communicating about the action that is being done in the drama.

They would get debating skills between each other, even in meetings,
they’ll know how to discuss when a question is raised, and handle
situations even when they are adults. It’ll also give them confidence and
the ability to share ideas and opinions. It also gives other learners the
confidence and motivation to speak. When one learner sees another learner
answering, he/she will admire and want to copy that child.
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Faith I remember in the DVD the teacher encouraged the learners to listen to
each other, because when some of the learners were speaking, some of
them were raising their hands up and the teacher explained.

They listen to other children’s questions. And then they speak about the
‘question that has been chosen for the day. They bring out their opinions
about the chosen question, whilst the other children listen, and they are
given a chance to speak.

All participants agree that the approach encourages learners to speak and to
listen. Other competencies, skills and attitudes that are developed as children
are participating in P4C are: confidence, sharing ideas and opinions, debating
skills and communication skills. Moreover, the inclusivity of the practice had
been picked up (learners are motivated, especially the shy ones) and they are
able to formulate thought-provoking questions.

In the DVD the teacher used a story as a springboard for a community of
enquiry. As mentioned above in this chapter, the teacher read aloud the story to
her class. Stories are often used for thinking and reasoning in P4C (see e.g.
Fisher, 1998; Haynes and Murris, 2012). Fisher states that “stories provide the
most common starting point for philosophy with children, and a natural means
for developing thinking, learning and language skills* (Fisher, 1998). Meme
pointed out clearly that she believed South African children can also do what
the children are doing on the DVD. This is what she said: “I also like the part
where they debated. We normally think our kids are too young to debate so we
do not give them a chance to debate. So if those kids can do it, I believe that my
learners can do it too.”

Listening and speaking are skills that my research participants agreed that P4C
develops. Faith said “they listen to other children’s questions. And then they
speak about the question that has been chosen for the day. They bring out their
opinions about the chosen question, whilst other children are listening and
making sense of what is said. When their turn comes they speak out” (see Table
10).

PAC teaches children to be good listeners. When this is achieved children
become skilled listeners. They concentrate because they know that they are
going to share their wonders with other children after story reading. For one to
participate meaningfully in P4C, one needs to be attentive so that one can
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express one’s opinion. At the same time one needs to give reasons why one has
adopted a particular position. Another literacy component developed by P4C is
writing. Teacher’s responses on writing are presented in Table 11.

5.5.5 Writing

In the P4C DVD observed by the six research participants, learners were asked
to write their own questions. The participants liked the activity as they had
never practised this with their own classes (see Table 11 below). However, a
number of them had a problem with learners’ written work as it is used by
district officials to assess teachers’ effectiveness and efficiency in class.

Table 11: Writing

Participant Teachers’ Responses

Thato And there is writing involved. Because when they construct their questions
they have to use language.

Meme And she went as far giving the learners a chance to write.

Mantsho And they all wrote the questions down. Each one was given a chance to
write it down and mount it on the board.

The part where the learners write their own quest_ioﬁs, because most of the
time I read the story, and [ impose' questions on them. So I don’t think I’ll
be using the method that I have been using, I'm going to use the method
which I saw where the children were writing the questions. It’s a change.

Maggie Yes it’s more or less the same. Learners have to think about the story and
write down their own questions said: the part where the learners write their
own questions, because most of the time I read the story, and I impose
questions on them. So I don’t think I'll be using the method that [ have
been using, I'm going to use the method which I saw where the children
were writing the questions. It’s a change.

All participants liked the section of the DVD lesson where learners were asked
to write. According to Mantsho, it was unusual that learners write their own
questions. She said, “because most of the time I read the story, and I impose
questions on them. So I don’t think I’ll be using the method that I have been
using, I’m going to use the method which I saw where the children were writing
the questions. It’s a change.” This was the sentiment expressed by all. The
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participants decided to talk about their frustration regarding learners’ written
work. On the other hand, Mantsho agreed with Meme,who complained that the
DokE forces them to concentrate on written work at the expense of other literacy
components because when district officials come to school they check the
fearners’ books and little else. Teachers find themselves not being able to
adhere to time allocated for all language activities. This is what Mantsho said
about written work:

Because the problem is that they want writing to happen daily. And if you
are going to be writing daily, they’ll be time that you’ll take from reading
and use it for writing, because they will say if they read, “Where is the
evidence?” Because we can read the story, we can do that, we can do for
two hours, so that we can give each other a chance. Because in the video
there is evidence of other learners struggling, and they ask to be reminded
about so and so’s question. You see. And if we are going to do that, we
cannot write on that day, we can do story telling. And then the next day,
they’ll be time for us to write anything about the story. So with the
department, it does not work like that, you must write things down, so it
will affect the reading time. (See Table 13.)

It is important, though, that those children have opportunities to talk before they
write. Vygotsky argues that “thé change from maximally c’ompaé_t inner speech
to maximally detailed written speech requires what it might be called deliberate
semantics — deliberate structure of the web of meaning” (Vygotsky, 1986,
p.184). This means that the quality of the oral work impacts on the quality of

the written work (internalised outer speech). Learners’ oral language has to be
firmly developed and this will enable them to understand better what they read
and then they will write better too.

The main problem with written work is that — as the research revealed — the
teachers are evaluated and assessed through learners’ books and nothing else.
This is one of the reasons why they make sure that written work should be
completed by all children no matter how long it takes. Mantsho complained that
learners take a long time to write; however, she liked the part where children
were writing. This is what she said: “And they all wrote the questions down.
Each one was given a chance to write it down and mount it on the board” (see

Table 11).
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5.5.6 Reading

At the start of the lesson the teachers observed on the DVD that the teacher was
reading the story to the learners. The learners were also reading their own
questions and other learners’ questions as they were placed first on the floor and
then on the flipchart next to the teacher.

Reading did not feature prominently because, in the P4C DVD used for this
project, the story was read by the teacher. She used various actions to maintain
the children’s attention. (See Appendix K.) When participants were asked,
“Which part did you like?”, Thato responded that she liked the story reading,
which she said “made children concentrate and pay attention”. She further said
T&R could be developed during a reading exercise as children read. The other
participants liked the fact that children asked questions.

Teachers’ Responses

Thato said, “I liked the introduction of the method that made the children
concentrate and pay attention to what was going to happen. The introduction
was the teacher reading the book and the teacher used various actions to
maintain the attention.”

Yes. During reading time, it can be done. We can give them an opportunity to
ask questions.I observed two reading lessons. Both teachers did an activity
called ‘shared reading’. Shared reading is a method where learners fead a text at
the same time with the teacher word for word. Texts read during shared reading
are either so-called ‘big books’ (that is, larger versions of picture books) or an
enlarged text. Learners were asked questions such as ‘What do you see on the
cover of the book?’ or ‘What is the next page called?’ They went on viewing
the pictures inside the book. They all read the book. After reading, activities
were prepared by teachers. These activities were about finding out if learners
comprehended the story and if they could sequence the events. (See Appendix
L.) In contrast to the P4C sessions, all ‘shared reading’ lessons were teacher led
and teacher controlled.

5.5.7 Learners’ participation, attention and concentration

All six research participants were impressed by how well disciplined the
learners in the P4C lesson appeared to be. There was no problem that required
learner management as in disciplining or punishment. Table 12 presents
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participants’ opinions about the ability of P4C in motivating learners’

participation, in making children more attentive and able to concentrate. On the

whole PAC seemed to create a very positive learning environment.

Table 12: Learners’ participation', attention and concentration

Participant

Response

Thato

I liked the introduction of the method that made the children concentrate

and pay attention to what was going to happen. The introduction was the

teacher reading the book and the teacher used various actions to maintain
the attention '

Mantsho

They are able to take part by responding to questions. You can see that
they were thinking.

And the involvement of every learner in the classroom. Let each child have
a chance to speak.

Yes. And most of them were talking about the cat. Others were speaking
sense, others were speaking otherwise.

But what was interesting is that each child was able to speak in the
classroom; they were listening to each other, sharing. It was also
interesting. :

Faith

I like the same thiﬁg. We are in the same boat. What 1 Tiked the most is that
all the learners were participating and no one was playing around, they
concentrated. |

I think the part where the learners sit down in a circle with the teacher and
discuss their questions. Learners listen well when they are together, than
when they are sitting on their chairs. Sometimes you can’t see them well
when they are playing in the back rows. Therefore when they are seated in
a circle, you can see all of them and they concentrate better than when they
are sitting on chairs. '

Maggie

It’s good because you can see that learners are with you and they are
concentrating.

Learners’ participation, attention and concentration were mentioned as some of

the attributes that are developed and enhanced by giving learners opportunities
to participate in P4C enquiries. As presented in Table 12, Thato observed that

the learners were concentrating. Mantsho observed that all learners were
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participating by responding to questions asked and by listening to other children
and that they all had a chance to speak. Learner participation, attention and
concentration are important in education and play a significant role in learners’
achievement.

All six participants believed that they could begin to teach T&R after viewing
the PAC DVD. However, they realised that the way schools are managed and
the poor culture of teaching and learning might work against their teaching
T&R, despite the fact that it is government policy, so they are legally required
to teach this LO.

5.5.8 Obstacles for Philosophy for Children in South Africa

As argued above under Section 5.5.5 on writing, participants said that learners
take too long to complete a writing task. Written tasks are more time consuming
and overlap with time allocated for other components. Teachers feel obliged to

give children the time they need to finish the task because, in essence,
curriculum district officials in Gauteng and other provinces where unions are
active are not allowed to do class visits. This means that they take learners’
books to see if teachers are on target. More obstacles to teaching P4C are

presented in Table 13 below.

Table 13: Obstacles to teaching P4C in South Africa

Participant | Teachers’ Responses Obstacles
Meme I’m worried about the time they took on this, the one Time
' hour and four minutes. We are given so much by the
department and they expect so much from us, and as a
result, that is why we summarise when we do things. The Department of
We don’t reach that depth. Because by then I'm worried Education assesses
that I should have done this, when the department teachers through

comes, and they look at the books, I should have
covered this and covered that. Therefore when you are
busy with your GPLS, kindly consider this, what the
department is only interested in, is seeing the books, the
amount of writing in those books.

Yes, the writing. How far you are with the books, the
amount of work that appears in those books, and as a
result, we give the children so little time to speak.

learner’s written
work in Gauteng
Province.
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Faith The part in which the teacher asks each and every Large classes
learner to bring the question that he or she wrote, and '
paste all the questions on the board. If I am to be
working outside, it will be very difficult to take all the
questions from the learners as they are too many
learners.

Manisho So with the department, it does not work like that, Learners’ written
because the problem is that they want writing to happen | work

daily. And if you are going to be writing daily, they’ll
be time that you’ll take from reading and use it for
writing.

They must write things down, so it will affect the
reading time.

Thato Every now and then we are being called for courses and | Interruptions
we get interrupted not only by the school, officials want
this and this and this. So when you have an idea of what
you want to teach, then you get side tracked by what
you learnt from the course

All participants seemed to have a problem with time: They were not coping with
the work load, which was coupled with other demands from their school
management team and/or from the district office. Thato said, “every now and
then we are being called for courses and we get interrupted not only by the
school, officials want this and this” (see Table 13.) They also complained that
learners took too long to complete written tasks and that they were unable to
reach every child daily because of the large number of learners. Two

participants from the same school, Meme and Mantsho, felt that it was unfair of
the DoE to assess them through learners’ written work (see Table 13). Mantsho
put it this way:

People want to see evidence when they come. They don’t even come to
the class and see how much the learners know. They just take books. We
want them instead to come to our classrooms to do the presentation on
their own, but they don’t. (See also Table 13.)

Overcrowding is another problem that would make it difficult to conduct P4C.
Most schools have large numbers of learners — more than 40. Some teachers in
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Soweto have 65 learners in a class. Because of the size of her class, Faith
believed that she would not be able to carry out the part in which the teacher
asks each and every learner to bring the question that he or she wrote and pastes
all the questions on the board. Faith said, “If I am working outside, it will be
very difficult to take all the questions from the learners as they are too many.”
Going through each learner’s question in one period would not work in such
large classes. The only way in which it could work would be to work with small
groups, but that is not easy to manage in the small classrooms. Sitting in a circle
would in itself be impossible in many such classrooms. These logistical issues
certainly pose a serious threat to the possibility of P4C becoming mainstream in
South Africa.

Another obstacle that has been identified by Green is the funding of teacher
development as one of the obstacles that would prevent PAC from being
implemented in South Africa. The reasons for this, according to Green, are:

Teacher development by non-governmental organisations is a practice in
South Africa, but the funding for this is generally sought from donors.
There is not a tradition of teachers taking financial responsibility for their
own development and many would resent such suggestion. (Green, 2004,

p.18)

In a sense all the above-mentioned obstacles coul'd be removed if P4C were
regarded as important enough. The problem of large classes could be resolved
by the DoE hiring more teachers and allocating more spaces and buildings for
teaching. Teachers would not have time problems as they do now because in
smaller classes every child would have a turn to argue their point and to write
whatever needs to be written. Not only the children but also the teacher would
benefit from this approach. Green observed: “It appears that they would now
benefit from substantial training in Philosophy for Children, particularly if it
focused as much on themselves as on their learners” (Green, 2004, p.18).

5.5.9 The support teachers need for teaching Thinking and Reasoning

All six participants felt they needed support in order to develop T&R in their
Grade 3 classes using P4C. Table 14 below captures teachers’ ideas and
suggestions of what they think will be of great help with the implementation of
P4C in their classrooms.

62



Table 14: The support teachers need for teaching T&R

Participant Teachers® Responses

Thato I think reading material such as books, TV’s, and DVD’s. After reading the
books they will discuss the story and disagree. Then they will discuss
further until they reach a certain consensus.

Sophie | I think us as teachers must watch more DVD’s, like in service training to
see what other teachers do in their classrooms. We would also attend
courses if they were there and available.

Meme I’'m sure we are used to taking thinking and reasoning in isolation, and
seeing as they are going to merge, we need to be reminded about those
things. I’'m sure after a workshop or two; we’ll be used to it. It is not that
hard. But an old habit is always a problem. It’s going to take time to adjust
but eventually, we don’t have any doubt we will get it.

Mantsho We were ignoring it in fact. We do LO 1, 2, 3, 4... and

The part where the learners write their own questions, because most of the
time I read the story, and I impose questions on them. So 1 don’t think I’ll
be using the method that T have been using, I’m going to use the method
which I saw where the children were writing the questions. It’s a change.

Faith I think so because I was blank as to how to teach thinking and reasoning.
When I prepared my lessons I usually wrote down some AS’s from the
L.0O. but I don’t remember myself Concentrating much on thinking and
reasoning.

Table 14 above presents teachers’ ideas and suggestions of what they thought
would be of great help if they implemented P4C. As argued above, courses are
viewed by Thato as interrupting teaching and leaming because teachers have to
Jeave their classes earlier in order to attend workshops. In this case, it is an
obstacle. However, at the sarhe time, training is mentioned as a necessary
support mechanism. Meme talks about “a workshop or two”. Although a
workshop or two will not be sufficient to start P4C, it is interesting to observe
that the teachers themselves identified the support that would be needed. The
quality of training and the time consuming nature of training are the main
problems. These teachers had had bad experiences with the NCS training when
the T&R component was introduced at first. It was Faith who said: “I was blank
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to how to teach thinking and reasoning”, but Faith also received NCS training
and three years of using FFL lesson plans.

The teachers also included DVDs, television and books as what could be of
help. It is no surprise that the teachers mentioned DVDs. After all, it was a
DVD that gave them helpfulr ideas about how to teach T&R and this
documentary had had a real impact on them. It revealed that what they had been
neglecting to teach could be taught. Faith said: I was blank as to how to teach
thinking and reasoning (Table 14). It is important to note that DVDs, books and
television on their own will not teach a teacher how to teach a PAC lesson. They
are important and necessary only if they are part of a well-structured training
programme that includes guided practice and carefully structured experiences.

The choice of training/workshops by the teachers as a means to develop the
necessary skills and knowledge in order to teach T&R through P4C might be
interpreted as sending mixed messages because they mentioned bad experiences
with the NCS training and other workshops. In the first interview participants
complained that training received was inadequate and was conducted in a short
space of time. Meme had problems in particular with the way the training she
had received had been facilitated: “Facilitation [is] not good. Facilitators did not
understand what they were work shopping us on.” To explain the workshop
situation further Mantsho said: “Tt is usually a quick fix. Most of the time we
leave the workshop confused.” Faith agreed with Mantsho, which is that
workshops left them more confused. Faith also agrees: “We struggle after these
workshops. Some of us were not trained in FFL we were given files only.” (See
Appendices J1 and J2.) They all complained about training that takes place in
school holidays, which they said 1s conduted in a short space of time. I tend to
believe that short courses and workshops are indispensable as one of the most
effective ways of improving in-service teacher skills and knowledge, but this
claim needs to be justified through further research. '

Changing teachers’ attitudes to courses is another issue that needs attention.
Nevertheless, the criticisms about the facilitators of the workshops the teachers
attended are of real concern and need to be addressed. It is crucial that trainers
are experienced in teaching T&R and that they are knowledgeable, well
prepared and efficient.

All six participants were relieved to discover that teaching T&R can be
achieved by attending courses and watching DVDs. They recognised that it
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would not be easy to break their old way of teaching. However, P4C was
recognised as important, so they would need constant support and guidance
from all stakeholders.

It is clear that the teachers’ lack of understanding of what is involved in
teaching T&R can be attributed to the fact that the NCS training was carried out
in a very short space of time and was inadequate; hence, teachers lacked subject
or component knowledge (see Table 6). So it seems that the in-service training
received was indeed inadequate and perhaps even non-existent as their
comments seem to suggest. Sophie and Thato taught at the same school and this
is what they each said when responding to the question: “How did you teach
Learning Outcome five (LOS5) Thinking and reasoning?” Sophie’s response
was: “I have never treated thinking and reasoning as an LO. I thought thinking
and reasoning was developed by asking questions.” Thato’s response was: “I
neglected this LO, because I did not know what to teach when you want to teach
thinking and reasoning” (see Table 6 and Appendix N).

Anecdotal evidence suggests that teachers did not receive any follow-up
support, either from the DoE or from the school management. Actually without
exception, all participants pointed out that teaching T&R never came up for
discussion at their school meetings. W8hen participants were asked if they
received any guidance and support with regard to. teaching T&R they all said
“no”. Faith’s response was: “No support especially for L.OS. We talk about
reading and writing as our main concern.” (See Table 6.) Lessons presented by
the teachers confirm the fact that teachers show little insight into what the
teaching of T&R entails (see Appendix N). Teachers do not understand what
their role is in teaching T&R; hence, they neglect it. It is easier for a teacher to
stop and correct a language structure and use error while teaching any of the
three literacy components: listening and speaking, reading and phonics and
writing and handwriting. However, it is not be as easy with T&R because
teachers do not ask probing questions. 2Asking simple comprehension questions
is considered a strategy for developing T&R. Mantsho said this about
developing T&R: “Asking qﬁestions develops thinking and reasoning” (see
Appendix N and Table 6). The CAPS has incorporated the teaching of T&R in
its primary school language programmes. The Curriculum stipulates that
teachers should follow an integrative approach when they teach language
components as laid down in the Curriculum (CAPS, 2011, p.250).
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Teaching of T&R is not taking place consciously in most classes. This is
revealed by the data collected and its analysis. The DVD lesson seems to have
demonstrated how teaching of T&R could be done. A summary of the research
findings is presented in Chapter 6.
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Chapter 6 Summary of Findings and Conclusion

6.1 Summary of Findings

Chapter 6 present rescarch findings arrived at through the interpretation of data
analysed in chapter 5. Data analysed will be used to determine if participants
responses to research questions gave us a clear and definite direction that
indicates if teachers know what their role is in teaching thinking and reasoning.

6.1.1 Introduction

The study set out to examine what the role of Foundation Phase educators is and
should be in teaching T&R to Grade 3 learners in Literacy (FAL). Findings are
discussed in relation to the research questions:

e What are teachers’ perceptions of what it means to teach Thinking and
Reasoning in Grade 37

e How do teachers implement Thinking and Reasoning in their own
classrooms?

e How do Grade 3 teachers respond to Philosop_hy for Children for the
teaching of Thinking and Reasoning? Do.they think it is valuable and
2what are the obstacles they identify?

e What kind of support do Grade 3 teachers identify as a need for
~ developing Thinking and Reasoning skills as required by the National
Curriculum? :

6.1.2 Teachers perceptions of what it means to teach Thinking‘ and
Reasoning in Grade 3.

The findings revealed that all six research participants did not know what is
meant by teaching T&R. Table 6 summarises the findings and shows that
teachers had little understanding about what is involved in the teaching of T&R.
Anecdotal evidence also suggests that when curricula were introduced that
required teachers to teach T&R the teachers did not receive any follow-up
support from the DoE or from the school management. Actually without
exception, all participants pointed out that teaching T&R never came up for
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discussion at their school meetings. When participants were asked if they
received any guidance and support with regard to teaching T&R they all said
“no”. It was indicated by the research participants that learning areas such as
Reading and Writing are school management and the DoE’s main concern.

6.1.3 Teachers’ implementation of Thinking and Reasoning in their
classrooms.

The first interview (see Table 6) and the lesson observations revealed that
teaches do not teach LOS5 (Thinking and Reasoning) in their classes. Lessons
presented by the research participants revealed that the teachers had little insight
into what the teaching of T&R could entail, nor how it could connect with other
learning areas such as literacy (see Table 6). The research participants did not
understand what their role was in teaching T&R; hence, they neglected it. They
also did not regard the outcome as relevant for the other subjects in the
Foundation Phase.

So it seems that the in-service training the teachers received was indeed
inadequate and perhaps even non-existent as their comments when interviewed
suggest. The research indicates that the teachers did not teach T&R when it was
first introduced by the NCS, despite the fact that FFL developed lessons plans,
which included T&R assessment standards. The quantity of these assessments is
also significant for how T&R is valued by the DokE; there were be three lesson
plans per term that had T&R assessment standards. It could be argued that if
curriculum policy does not focus on T&R, it is unreasonable to expect teachers
to understand what is involved in the teaching of it.

The study revealed that the six teachers used the L.LR.E. format when asking
questions in the literacy class. Typically most questions the participants were
asking were closed, with the teacher already knowing the answers to the
questions. The asking of open-ended, probing questions requires practice and
training and I have shown how some of the closed questions they were asking
during the research in class can be turned into more open-ended ones. These
questions make us think more deeply and provoke reasoning activities in class.
They also show how questions can link in more directly with children’s own life
experiences when making sense of texts. Moreover, the research suggests how
unacquainted the teachers were with less factual and closed questions as part of
a literacy lesson. The findings of the study clearly show their need for further
support for developing questioning skills. Although they indicated this need
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themselves, the research participants might have underestimated how much
unlearning of established pedagogical habits needs to take place. As the next
section suggests many obstacles exist to the asking of open-ended, probing
questions as part of literacy.

6.1.4 Teachers response to a different approach (Philosophy for Children)
Its value and cbstacles.

Research participants seemed to like the new P4C approach. They realised that
when they adopted this approach, their learners would be able to apply their
minds in the same way as those children in the DVD had. They also identified
other literacy skills that would be developed by implementing the methodology;
skills such as listening and speaking and reading and writing; all these are
literacy components. Other skills that are developed by P4C, which are also
important for learning are: attention, concentration and participation. The
teachers saw the method as supportive of the curriculum (the integrative
approach). They wished to start implementing the method immediately;
however, they were aware of the obstacles they would face.

Overcrowding is one of the obstacles mentioned. Large classes would require
more time so that every learner gets his or her turn to contribute to the
discussions. Teachers also experienced many interruptions during contact time
from the school management. P4AC would not be 'condu'cte‘d successfully if a
teacher could be called to the office at any time. Teachers are assessed through |
tearners’ books. Teachers’ assessment through learners’ books is regarded as an
obstacle that would make it difficult for teachers to use the PAC approach in
their classes as it would not be assessed by the DoE. Teachers do not adhere to
time allocated for other literacy components; more time is used in making sure
that when DoFE officials come to schools they find enough written work in
learners’ books.

Interestingly, the obstacles the teachers mentioned are all ‘external’ obstacles;
that is, external to themselves. The teachers pointed to the obstacles they faced
from the DoE and the school management, but they showed little awareness of
the subtle questioning skills involved in conducting philosophical enquiry with
children and the difficulty of learning these skills quickly. Valuable further
research could consist of a research project that involves these same teachers in
P4C in-service training and monitors possible changes in practice. The need for
such training was identified by the teachers themselves.
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6.1.5 Support needed by grade 3 teachers for developing Thinking and
Reasoning skills as required by the National Curriculum '

The findings show that teachers need in-service training. In-service training in
the form of workshops and full courses were cited as what would help in
guiding teachers as to what to do when conducting P4C. For new theories and
practices to be implemented in classrooms, in-service training is essential.
Therefore, timing and the opportunity to put new ideas into practice are
essential. Training time in some provinces is problematic because unions are
against training teachers during school holidays. DVDs were mentioned as a
resource that would help. The use of DVDs as part of the course material would
be more effective Than using the DVD on its own.

6.2 Conclusion, Limitations and Ideas for Further Research

The CAPS has incorporated T&R in its primary school language programmes.
The Curriculum stipulates that teachers should follow an integrative approach
when they teach language components as laid down in the curriculum (CAPS,
2011, p.250). The teaching of T&R is policy and has to be adhered to by all
literacy teachers in the Foundation Phase. However, the study has revealed that
teaching of T&R is largely accidental. Intervention is needed. Téachers need
guidance and support. T

My work experience presented in this report in Chapter 1 motivated me to
conduct this study. I observed that the school curriculum has changed and has
introduced T&R as a component in literacy. However, literacy teachers do not
teach it. Also, government-initiated literacy projects ignore it and continue to
teach as if the teaching of T&R is not policy.

The study was conducted in Gauteng. The GPLMS project is currently running
in this province. The DoE has selected about 780 schools that have been
identified as needing extra help so as to improve learners’ performance in
Literacy and Mathematics. Two of my research schools were part of this project
and the third school was not. All three schools were comparable as far as
teaching strategies are concerned and the teachers’ lack of knowledge and skill
in teaching T&R. In my experience the schools and teachers in this study are
not exceptions, but confirm my initial suspicion that the teachers I work with
need help with regard to the teaching of T&R.
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Of course, this research report only reflects the teaching practices, perceptions
and ideas of six teachers in Gauteng. An important next step would be to
conduct a similar study with many more teachers of the GPLMS. Findings
could be compared with other studies that could be conducted with teachers in
other countries. As I have argued in the introduction to this research, the
rationale for my study is my professional concern for young South Africans’
performance in international literacy tests. It is of significance that none of the
teachers was concerned about P4C as a ‘foreign’ intervention — not appropriate
for use in South African classrooms. Although lack of space was indicated,
solutions could be found for this practical problem (e.g. the use of the outdoors).
Importantly, the teachers did not mention that not having English as a first
language would be a stumbling block for the young learners involved in the oral
work that is part of P4C. This in itself merits further research into the potential
of PAC for teaching T&R in early literacy. The teaching of T&R should take
place in the Foundation Phase classroom as laid down in the curriculum.
Teachers need support and guidance in this regard.
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Office of ithe District Directorn: Johannesburd Central District:(D14)
Cnr Chris Hani & Morola Roads, Pimville, Soweio, Box $00064, Bertsham, 2013
Tel: 011 S83 2308 Fax: 0865881986
-Email:Lynn.Sampson@gauteng .gov.za
 Website: www education gpg.gov.za . .
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Appendix E

LEARNER'S INFORMATION SHEET

Dear

My name is Cecilia Lukhele. I am studying for a Master’s Degree
in Education and I nced to complete a research project (is a bit like
having to do homework). The aim of my study is to understand
how your teacher is teaching you Thinking and Reasoning in the
Literacy progranmume.

You are invited to participate in this study.

All information collected from my observations will be
confidential. This means that only you, me, your parents or
guardians and other teachers will know that I am observing the
lessons, but I will not use your name in any of my writings I need
to do for the university.

You don’t have to take part in this. You can also decide to stop at
any time. Tt won’t influence your marks. If yoﬁ would like to
contact me with any questions you may have, ﬁIease feel ﬁrée. to
call me on 082 823 6874 © © ©.

Thank you for your time © .

Cecilia Lukhele
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Appendix F

{A Letter to the principal and the SGB chairman)
P.O. Box 3681
Cramerview
2060

Johannesburg

Dear Sir/ Madam

RE: APPLICATION FOR PERMISSION TO CONDUCT RESEARCH

1 am a post- graduate student at the University of the Witwatersrand schoel of Education,
Johannesburg; doing a Masters degree in Education (Thinking Classrooms and Communities).

A request is hereby made for research to be conducted in your school for a pericd of twa weeks, the
first two weeks of September 2011. The research is on “the role of the Foundation Phase teacher in
developing Thinking and Reasoning in literacy grade three First additional language {English)”. The
participants shall he two grade three teachers.

“all interviews and the DVD viewing by educators will be done after contact time. Lesson
ohservations will be done during teaching and learning time, one lesson per teacher. The researcher
will adhere to the school time table. The data is te be used as part of a masters’ degree report.
Confidentiality wilt be upheld.

Your co-operatien in this matter is highly appreciated.
Yours truly
Cecilia N. tukhele

0328236874
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Appendix G

APPENDI "

7 P.0. box 3681
Cramerview
2060

Johannesburg

" PARTICIPATION INFORMATION SHEET FOR THE TEACHER® 7 -

My name Is Cecilia N. Lukhele. 1am currently a student at the schoot of Education at the University
of the Witwaterstand, ' |

-twiuld like todnvite you to participate in a-research;study.

the-liferacy programsne. My'research topicis (What s theroleraf. Foundation Phaseé-éducatois In v -
«developingithethisking-and reasoning:skills:ofthe-grade 3 Jearnzrsin thesditeracy programine (First
; dd[ﬂqnahi;anguage}‘-? Thisresearch will endble me to:writéa raport foriny Masters-degreesiar &

v ; — Jiteracy cimponents. The interview willbe-donetin orderto:gather the mest accurate and honest,
tata as possible, therefore | would like to audié:fapeithe Interview. These tapes will be kept in a safe
wplace arid destroyed within 5 years. When transcribing the tapes, only liSeu'dbnyms_‘wllt.be used,”

The intervlew will be conducted at any time convenient to you. It will take:30 1o 45 minutes.

If you have any concerns about participation, or any questions that you would like to ask about the
study please contact me at any time at the email address below. Participation is voluntary, and no
one is oblized to answer all the questions, and you are at liberty to withdraw from the study at any
point. Data collected will be kept confidential, and no information that coufd identify you would be
included in the research report. if you wish to participate, please indicate on the Consent Form
attached. Your participation in this research will be greatly appreciated

Yours truly
Cecitia N, Lukhele
(082 823 6874

ntohelengcl@live.co.za

swoulld like to condutta neseatch,on the roleof the-teachefin-developing Thinking and'Reasonkigii =

Participation in this research entails being interviewediand being observed when teaching one of the*
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Appendix H

INFORMATHION SHEET FOR THE PARENT

My name is Cecilia N. tukhete. | am currently a student at the schoal of Education at the University
of the Witwatersrand.

1 would jike to conduct a research on the role the teacher in developing Thinking and Reasoning in
the literacy programme. My research topic is...” What is the role of Foundation Phase educators in
developing the thinking and reasoning skills of the grade 3 learnersin the literacy programme” (First
additional Language}? This research will enable me to wiite a report for my Masters degree,

| woulid like to observe your child's teacher, teaching her class thinking and reasoning skills, which is
part of the curriculum.

¥ you are willing that your child should participate in this research, please indicate on the Consent
Form attached.

Yours truly
Cecilia N. Lukhele

(82 823 6874

ntiohelengd @live.co.za
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Appendix 1.1

A{Ppaﬁam

AbPrican
Re:aaﬂ’\

Matits

" Teelane’s mother soid, .
‘We need paraffin 1o keep worm.
Toke this chicker to sel!

“and get some paraffin.’

T&e}uno‘-‘we_’nl <own the road singing,
Whert-is in'my beskef?
‘ Con you tell?

What & in'tmy baskef?
A chicken to selll’

Mrs Moyo soid,
"I take your chicken and | will
give you same soop.’

Mrs Tambo said,
‘T will foke your soap and | vnll give
you some sugar.”

Tselone went down the rood singing,

- Tsclane went down the raod s:nglng.

‘What is in my bosker? "What is in my basket?
Can  you tell? Catr you tefi?
What is in my basket? What is in my baskef?

Some soap fo selll’ Somes sugor fo selll’

Mes Dlome said,
‘T will take your sugar and I will give
your o chicken,’

*COh no! Not another chickenl' scid
Tsekane, “Yhat should 1 do now?”

Then Tselone saw somsoie coming
down the rood.
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Tselkme went home singing.
“What is in oy basked?
Con you telf? .
Wha):‘;s iy my boskel?
Iothing io seil!

Palesa said, *T will foka your chicken
-and I wil give you some poraffin.’

Fl
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Appendix 1.2

@ Play: The learners participate in free
play on the playground. Ask them to
describe the effects of exercise on
their bodies. How do their muscles
feel,when they have been running
around?

@ Bonginkosi Dlamini, known as Zola,
is a South African musician, actor )
and television presenter. o
@ ‘Zo%arw—ﬁhm-iﬂ-eﬂﬁhﬁfﬁth&pg_qgst;‘
~toughest arcas in Soweto. His.

ﬁctivitgﬁg?_"l‘ﬂg story of Zola _

Complete the sentences under each picture.

: neighbourhood was called Zola, ]
b which is where he got his nickname. ‘-
g 7 ola’s father abandoned the family
“ when he was young. He was raised
by his mother. When he was still a
teenager, Zola went 'to jail for. -
stealing a car.’
e After this unhappy start, be decided
to change his ways-and seta good
example as a role model. He started
singing kwaito music with words in
Afrikaans and tsotsi, the tanguage of  } - ape
the-townships, The words of his
music try to inspire young people to

i 4. When he was young, Zola 2. He went to
siole a con

slarted ainging kwaito masis -

P —

Joil or prison

LA

4. Mow he is 0 rofe medal and
seis ogood exomple .

whanged his e and

o Zola has acted in films, including Tsofsi, which
won an Academy Award. His televison
" programime, Zola 7, was created to help people
solve their problems and make their dreams come
true. ) '
@ Zola gives to other people by helping young
rmusicians to be successful and by doing work for
charities in South Africa.

[ —— e g R e TS
i Resoutces .
: « Pensand penclls

obtain a good education instead of S Lms‘ ;:z;z‘,% :

stenling o became a suecessful I
musician and started his own music ® Discyss how Zola turned his lfe around
campaxny. completely. Why is he a role model?

@ The learners complete page 74 in the Learners
Waorkbook.

@ Can the learners complete the sentences correctly?
@ Do the learners recognise that Zola is a Tole model
by choice?

"'E""" STERY?

it
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Appendix 1.3

pQS& 1

T\“cz_ %l:m‘“ﬂ
Yema \Oi
Magaie and
’ ?@%ﬁ

To make cur fruit salod, we
needed:

2 oranges 7Y (7
4 banonas %

3 apples @®®

2 buoches of ??
. 3ié‘;}pac\
ears 23 Q0
LN

Some sugar e

We ore in Grade 2 ot Dikgabane One day we made fruit sclod ot
Sehoot. Qur teacher is Mrs Kubeka, schoal.

We dlso needed thede things:

-
a bowd .

a chopping board
aknife e
a squeezer

o serving spoon  =—— .

After that Mrs Kubeka peeled the
paw-pow. She cuf the paw-pow
into pieces,

Then we pesled the bananas.
Mrs Kubeka cut the banonas into
pieces.

Naxt Mrs Kubeka peeted the
pears. She cut #he pears into

pieces. -

We put the henanas in The bowl.

e
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ey

After that Mrs Kubeka peeled the
appiles. She cut the apples into
pieces,

Then we wishid the grapes in
water,

[T

BV L 5 A
We put the apples in the bowt. e, .
- - ) : . 15 1 = - - -
Nexd Mrs Kubeka azf fhe oranges Afier thot we mixed fhe fruit salad
in hoif. We squeezed fhe oranges. with a spoon. Finaly Robeloni put
some sugar on the top.
T
523 3 A2 ; et > .
We put the orange juice in the R - . .
ol e -

A Coose 1he right onswer, 0. Find these words in the book, '
: The book is about ——— 1. Lock on 'page 4. Write one word
: * o dass maldng @ paper kite . . thert ends with ed, - - . :
-+ adoss making feuit solod . 2 Look'on poge 7, Weits one word
* o doss going fo the zoo - thest bagins with dr,

3. Lock on poge 19. Wriie one
word thot ends with es.

B, Answer fhose questions:
1. What fruit did the dhildren use to

muke: the fruit salad? E E. Copy and complets these senfences. |
2. Yhat did the chidren putontap 17 i Check in the book, i
) of the fruit salod ut the end? : D1 Wa our hands with a .
- . n H claan - :
C. Find these wards in the beok, Write . : 2 Wepub__applesinthe i .
the word ond the poge number, o . .
1. knife - poge_ - £ Draw a piciure of yourself eafing #ruit
2. day s - solod, Write:
3: ready ~OpoEE - . dmode fruit solad. '

I osed and

S . - kY




Appendix 1.4

A‘f"iya nc“x
Insects
A S-{:Pva Y‘eg;} E\j
Fedto

A %?ttm. j

‘This is a fly. Thisis o bee.
A fly has six legs. A bee has six legs.
It is an insect. It is an insedt.

This is a lodybird.
A lodybird has six fegs.
It is on insect.

This is o drogonfly.
A dragonfly has six legs.
¥ is on insect,

his is @ butterfly.
s butterfly hos six legs.
fis an insect.

This is @ cricket.
A cricket has six legs.
It is an insect.
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qut.:l

This & an ant.
An ant hos six legs.
It is an insect.

This i a spider.
" A spider has eight legs,
4

D
Use a letter from the box to
complete the words,

1. Choose the right answer.
The story is about
® insects
o fruit

4. Look in #he book and 4
i the missing words.
® Abse _ _ sixlegs.
® A spider is an
insect!

2. Find these words in the
book. Write she word
ond the page number.
= buterfly - page
s spider - poge ..
® eight . - page __

3. Draw o picture of an
insect. Write;

is on insect.

3. Look in the book and
write down one word

fhat begins with sp.

il et ot s ored £ phrcd
Py -
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Appendix 1.5
A story read by Meme as her introduction
| A lost potato
There was this farmer who had a big field in which he ploughed Wiﬂ'l his tractor

And grew different vegetables. It was time to harvest as all the vegetables were
ready to be eaten or sold. The farmer collected all vegetables from the field and
put them where the tracks will collect them. As the farmer was driving the
tractor which was pulling a wagon full of potatoes that were singing “yum- yum
we are going to make best chips and samba chips”. One potato fell and was left
behind.

The poor potato was afraid to be left behind; it hopped and hopped until it
reached the other vegetables. It went to a heap of spinach and asked are you my
mother? The spinach shook and said “how can I be your mother when I am
green?” The potato went to a heap of fruit and asked “Are you my mother?”
The fruit shook and said “How can I be your mother when T am round and clean
people eat me without peeling me. Get away, before we give you to the pigs!
The poor potato hopped and said “I wonder where my mother is, why she
leaved me all alone? The potato.saw a heap of beans and asked “Are you my
mother? The beans shook and said “How can we be your mother? We are beans
and we make soup and we are beautiful not ugly like you! The poor potato. The
poor potato began to cry and said “I wonder where my mother is, nobody wants
me. They all say I am ugly. Did my mother [eave me because I am ugly? Whilst
he was wondering a pig approached and said “Here is my lunch”. The potato
hopped away and met a heap of carrots. He asked “Are you my mother? The
carrot said “I am not your mother but we are related because we are all root
plants. Come and join us. The potato was happy to find relatives that could look
after him.
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Appendix J.1 — Foundations for learning lesson plans

WEEK1 ORAL WORK AND LISTENING & SPEAKING

LOASS  [L01AS124 T 102AS1457 © LD5AS3

MILESTONES

ACTIVITIES

-

DAILY MORNING ORAL WORK

DAY 1: DAY/MONTH/BIRTHDAY/WEATHER CHART

Begin the day by greeting everybody and welcoming them back to school. If there are any
new children in the class take a few minutes to infroduce them to the other learners; Discuss
the day/month charts and any special happenings, including birthdays.

Use the weather chart. '

"Talk about the weather. Ask: What is the weather like today? What was it like yesierday?

Have leamers select the correct weather symboal fof the day and put & on the weather chart.
Continue to write a ‘moming message’ on the board for tearners. (See Terms 1 and 2.)

DAY 2: HOLIDAY NEWS

Begin the day by discussing the day/month charts and any special happenings.

Tell the leamers about a special day in your holidays. Mbcie} how to do this expressively by
varying the tone and piich of your veice and using [nteresting and descriptive language.
Tell the learmers they are each going fo share 2-4 minutes of news about their holiday or 7
something else they have seenfread/experienced recently, Explain that to make their news
interesting it is important to vary the valume and pitch of their voice, make eye contact with
the people they are talking to, and use interasting words and descriptions.

From Day 3 onwards, have 3-4 leamers each day share 2-4 minutes of holiday or generat
news. Use for Assessment Task 1. Every learner should be assessed by the end of
Weel 2.

N
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LISTENING AND SPEAKING

ACTIVITY 1: READ ALOUD 7
= Read a short, suitable non-fiction text to the leamers. You could chobse a text from a picture
" book, textbook or reader, e.g. a short paragraph about a famous person or people who help
others. ' ' )
= Introduce the text fo the learners and draw on their prior knowledge (their worlds). Introduce
any new words needed. These can be written onto flashcards and placed on the Word Wall.
= Read the textto the leamers in a fively, interactive way. '

ACTIVITY 2: RESPONDING TO THE TEXT
*  Ask [eamers some guestions about the text, e.g. Who/What was the text abotit? Where was |
Gandhi born? What did he do in Scuth Africa? . ’
*  Give learners a task that requires them to respond individually to the text, e.g. if the text is
- about a famous or special persen you could ask leamers o think about a special person that
they know., Learners could tell a partner who the person is and why they think the personis
special, :

Prepare for the following week’s Listening and Speaking activities by explaining o the

learners that parents are being invited fo visit the olass & {afK to the learners about the

work they do. You will need to: '

»  Make the arrangements with the parents who are able fo corme and also with other membears
of the community. ’

= Talk to the leamers about behaviour when there are visitors fo the dass and discuss the type
of questions they could ask. i

Try to make your Listening and Speaking time fun!
' Throughout the year you should continue o teach your
fearners simple songs and motivate them by singing with
them. :

FOUNDATION PHASE . ' 12 LAYING :S0LID FOE_INDATloﬂs FOR LE"ARNH\_IG )
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Appendix J.2 — Foundations for learning lesson plans

Grade 3 LITERACY: Third Term Lesson Plan

WEEK 4 READING

LO/ASS |L03A82,35  © LO4ASS LO5AS24  LOB AS236

MILESTONES | Shared reading

*  Reads bhook as a whole ciass with teacher (shared reading) and dlscusses main idea,
characters and plot . .

. Expresses whether a story was fiked and is able to ]ust!fy answer

»  Answers higher order quesnons hased on the passage read

Group, guided reading

*  Reads aloud from book at own, level in & guided readmg group with teacher i.e. whele group
reads same story

Pa:md/]’ndependent reafing

*  Reads aloud fo.a pariner :
. Reads mdependentiy for BnJDyment and information from a vanety of ficon and non-fiction

1. exs . .

IS Buﬂds own Wmd bank and personal d[ctlonary {Wm:ng mllestone] .

: Coples efva sm’ipie pamphiet Tor Group Réadmg
ACTIVITIES

DAY 1:

SHARED READING AND WRITING: INTRODUCING A SHARED TEXT

+ lIntroduce a Grade 3 level Big Book or a text from a class redder, The text shouid be a
dialogue {play) preferably based on a familiar fable. if you do noi have such a.text, wiite part
of a fable the leamers are familiar with as a dialogue. .

» Orientate learners to the text as before. Do a picture walk. Talk about the features specrﬁc fo -
adialogue (play), e.g. the use of bold/underlining/colour. for characters names and the colon
used fo infroduce the actual words spoken by each characfer.

= Ghow learners a single page {or double spread) of the text o look at quickly {i.e. scan). Ask
learners to name the characters in the diaiogue/piay. ‘

= Focus on prediction skiils: Have a brief class discussion on what the leamers think the
dialogue will be about.

WORD & SENTENCE LEVEL. WORK/GROUP, GUIDED & INDEPENDENT READING/

WRITING .

= Teach 5 new vocabulary words based on the text. -

*  Vocahulary task: Learners write the vocabutary words into their Personal Dictionaries. Use
for Assessment Task 2. Every learner should be assessed by the end of Week 5.

» Guided reading: Yellow Group

= Focus for the week: Sight word recognition. Readmg aloud with expression, using
appropriate siress, pausing and intonation.

* Independent reading; Learnérs read a page or more of a graded reader andfor newspaper or
pamphiet each day. Use for Assessment Task 2.
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DAY 2:

SHARED READING AND WRITING: MODELLED READING

= Read the text to the learners. If suitable, try to use a slightly different expression for the
different characters in the dialogue (play).

= Afterwards check understanding by asking 3 - 4 oral wh questions (Who where... what
happened..., why..).

« Have each learner write an individual response fo say whether they enjoyed the story or not,
giving reasons. Use leamers’ written responses for Assessment Task 2.

WORD & SENTENCE LEVEL WORKIGROUP,'GUI'DED & INDEPENDENT READING/

WRITING

= Wiitten task: Sequencing: Write B sentences summarising the events in the story. Mix them
up so that they are in the wiong sequence. Learners write the sentences in the eorrect
sequence. Use for Assessment Task 2,

s Guided readmg Blue Group; independent readlng Use for Assessment Task 2.

DAY 3:

SHARED READING AND WRITING: SHARED READING

= Do shared reading with learners. Afterwards ask some open-ended questions to draw out

_.any cause-effect refations in the story, e.y. e.g. What happehed when did___ ?
Why do you think happened?

WORD & SENTENCE LEVEL WORK/GROUP, GUIDED & INDEPENDENT READING/

WRITING

= Writien task: Jearners do a short comprehension base{i on the shared reading text. It should
cansist of 2-3 factual questions focusing on understanding main idea, plot and characters.
Use for Assessment Task 2. -

+  Language: Draw attention to the verbs in the text. Use a sentence from the shared text.
Identify the verb in the sentence. Revise subject—verb agreement e, g The amman’s sing. The
fion sang. :

> Guided reading: Red Group; ndegendent readlng Use for Assessment Task 2.

DAY 4:

SHARED READING AND WRITING: RE-READING THE TEXT

*  Re-read the text together with learners. Make your voice softer but still use the pointer.

WORD & SENTENCE LEVEL WORKI/GROUP, GUIDED & INDEPENDENT READING/

WRITING

» Language: Revise simple present and simple past verb fenses based on the shared text.

« bLanguage task: Provide sentences from the text in the present tense {either directly from the
fext or based on the theme). Leamers re-write them using the past tense.

. Sight words: Teach 5 new sight words. :

= Sight Words Task: Learners write 5 sight words into their Spelling Books.

*  Guided reading: Green Group; Independent reading. Use for Assessment Task 2.

FOUNDATION PHASE N o 52 TAYING SOLID FOUNDATIONS FOR LEARNING
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Appendix K- P4C DVD transcript
The Whisperer by Nick Butterworth 2005

Teacher: Let’s see if the message changes in this book and remember any
questions that you might have as we read the story.

Cats fighting I love it. I mean when they are fighting each other they are not
coming after me see or my kind. My kind well you can say we are a bit like
mice, ok a little bit bigger but we are just as cuddly, I am rat. Hey don’t go
listen up I’ve have a story to tell you. Two families of cats, one ginger one
black and white , did I say families , they are more like gangs they have been at
each other’s throats for as long as 1 can remember, they are rude they spit they
call each other terrible names and they fights well like cats all the time so
imagine my surprise one night when I came across this two they were weird I
mean the way they were looking at each other the way they were talking it
wasn’t fighting talk ooh Amber your eyes beamed brighter than the stars oh
Monty your words are like poetry have some fish , fairest Amber 1 have feasted
on your beauty I could not eat another thing. Stars poetry fish what was that all
about what had got into them suddenly I knew it was love oh Amber or Monty
this was bad these two were the son and daughter of the rival gang leaders the
gangs would have to be to be told ,just one problem how? There was only one
way the whisper it’s the best better than shouting better than a letter better than.
anything! Everybody hears the whisper, but they don’t see the whisperer its
beautiful I began to whisper through drain pipes through thin walls into all the
right ears my whisper ran wild it worked the gang leaders call an emergency
truce for just one hour they agreed to stop all the fighting so they could deal
with this love business the love cats were made to stand before the gangs, old
ginger tom spoke first, he was serious, this is a disgrace! He said you have
betrayed yourselves and YOUR FAMILIES then up spoke one eyed Flossy 1
hate to do it she said but I hate to agree with this old fleabag now you must
choose to go back to your families see each other no more and we will all forget
about this dreadful business! But if you refuse old tom butted in you will be
banished you will not be allowed to return unless you promise not to carry on in
this shocking way. 1 was just going to say that Flossy groaned, this is just too
hard amber said her voice all wobbly like she was going to cry, we cannot do it
said Monty if we must choose we choose to go. Yes oh yes hip, hip hooray
goodbye my love friends and good rid dens (that is the rat speaking). Well after
that it was business as usual for quite a while things between the gangs were as
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good I mean as bad as I could remember lovely. Then one freezing winter night
something terrible happened, they came back suddenly the they were at the
yards gate pulling an old box behind them, straight away the tow of them were
surrounded by cats hissing and murmuring old tom and flossy pushed their way
through, we take it Flossy purred we take it you have come back because you
realised that you need your families good then she snapped! Now you must
separate and go back to your families hang your heads in shame. We do need
our families Monty said but before you force us to separate the is something that
you should see suddenly a flap on the box moved then out came four of the
ugliest cat brats you ever saw, two gingers and two black and white these are
our babies Amber said and they need their family too, the gangs gasp (help)
Old Tom smiled but he was not laughing this is no problem he said these little
beauties will go to their mother’s family with her these little black and white
monkeys will go with their father to his lot that is easily settled. Not really said
Monty the box flap moved again and then! There was another one but another
one of what? It was not ginger and it was not black and white or maybe it was
both all three kind of stripy, we have five kittens amber said, this is Tiger. It
was the first time 1 have ever seen Flossy or old tom at a loss for word
speechless they were amber picked up the one she called tiger and held him
close to them both say hello to your grandma and granddad tiger she said. I'm
worried they called a truce while they sort out the Tiger business. What if they
get used to not fighting or worse what if they come after me or my kind? No
those dumb old cats won’t change. I will lie low I’ll get whispering I will be -
fine don’t you think but what about those cat brats 1’ve got a bad feeling about
them if they get on to me hey I’'m gone

Thinking game

Teacher whispers: to the children and say what I want you to do is to have
your thinking time to think about any questions about the story. [ am going to
put it on a page where tiger came but you may think about any question on this
story.

Teacher then explains: what we are going to do now is we are going to make a
circle in a moment and we are going to write our question on a piece of paper.
So if you can stand up as you go you can go prowls back as cats, move back in a
circle stretch as cats they search.
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Teacher explains again: Tam going to quickly pass a piece of paper around
and I want you to write a question about our story “the Whisper”

One of the children asks a question, can we write down two questions, the
teacher replies that yes you may write down two questions but on a separate
piece of paper. '

Teacher: you can write down a question with person next to you.
Questions from the kids
Allie: why where the cats fighting?

Victor: Why were there a ginger cat and black and white cat and the ginger cat a
tiger cat?

Mike: Why was the rat selfish?

Jason: why did they have babies and why did the cat come back in the wild
Matthew: why was the last baby different?

Billy: why did the Tiger come out of the box?

Naomi: was Tiger a real tiger or a cat

Maggie: Where did the cats go?

Aoutis: Why did the rat follow them around? |

Jake: why does the last kitten come out at the last minute?

Jake; Why are the cats so bad?

Why did the black cat and the ginger cat become friends?

Why did the cat wake up? - -

Shanna: why were the cats send off?

Where did the tiger come from?

Why did the cats fight no more?

Seminah: why did tiger be scared and why did tigers become friends?

Marcel: why is there a stripe one?
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Then the teacher asked the kids to vote for question?

The children voted for the question: Where did the cats go?
Discussion by the Kids (P4C)

Teacher to Naomi: why did you ask that question?

Naomi: I asked that question because the book does not tell us where the cats
went.

Teacher: Does anybody have any idea where the cats went?
Michael answers and the teacher asks him to speak directly to Naomi.

Michael: Since the book does not tell us they could have gone anywhere like
wonderland, America or even out in space.

Teacher: Michael says the cats could have gone anywhere, who supports the
statement?

Nathaniel: 1 agree with Michael because they could have gone anywhere and
that is why I think they can go where ever they want.

Teacher: Is there anybody who agrees or disagrees with thét?

Jason: I disagree with Michael because they could not be in space because cats -
don’t go into space, they could have gone into the forest or a tree house.

Teacher: Michael do you want to respond back to Jason?
Michael: I disagree because it is just a story so they can go anywhere

Teacher: So Michael your arguments is that because it is just a story they could
have gone anywhere?

Michael: Yes
Teacher: Who supports that?

Aoutis: I support what Michael said because a story is a land that can go
anywhere but in the world ends, a story can go place to place so I would agree
with Michael and disagree with Jason.

Teacher: recap Oatis agrees with Michael because anything can happen in a
story where as in real life it ends. Naomi how would you respond to that?
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Naomi: I agree with Michael because it’s only a story that can go anywhere.
Teacher: Is there anybody at the moment that is going to support Jason?

Jason: If it was not a story we humans go to space and cats don’t go into space,
but because it is a story they can go into space so I agree with Michael.

Teacher: So you have changed your statement. Is there anybody who has a
completely different point of view?

Georgia: You know there was a time I would agree with Michael because cats
can go anywhere in real life and in a story as well.

Teacher: seems to me Michael that you have quite a lot of support for the point
of view that the cats could have gone anywhere.

Allie: T want to disagree with Michael because they cannot go anywhere
because cats don’t know how to go into space therefore they went back in the
wild.

Teacher: So you mean they cannot go into space because they don’t know
anything about space so why would they go into space whereas the wild is
something that they know. Who could contribute to that point of view?

Martha: I just wanted to say rﬁaybe they went away for a reason; they could
have gone to the cat hospital because they knew they were pregnant and that is
the reason the left.

Nathaniel: [ disagree with you ally because like cats can go in the wild, it like
sometimes the world is like space anywhere they could go but not comeback
because it’s the wild.

Teacher: victor who are you going to talk to or are you going to talk to the
whole class ' '

Victor: 1am going to speak to Maggy
Teacher: Okay off you go

Victor: I want to agree with Maggy because maybe there is a place cats go
when they are going to have babies. They also stayed away to keep the babies a
secret. Tigers belong to the cat family just like lions and leopards so why would
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the granddad be angry with Tiger but are happy with the ginger cats and the
black cats.

Teacher: Reminds the children that they need to listen to each other so that
they can think of an appropriate résponse to the statements

Aoutis: I don’t know what to do with Victor because I’m not sure if you are
agreeing with Maggy or not? Do you agree with Michael or not.

Teacher: Victor agrees with Maggy that cats might want to o to place where
cats can have babies like a hospital.

Aoutis: Well at first he said cat could have gone anywhere and knows he is
mixing it with reality when he refers to a normal place like the hospitals. A
book is a book.

Teacher: Are we challenging reality

Aoutis: Yes because a book is a book and children should use their imagination.
Teacher: Victor do you want to respond or let someone else respond.

Victor: 1 will respond

Teacher recap: Children should use their imaginations when reading stories

therefore this story can go anywhere, Naomi ori ginally said where did the cats
20? And we said the can go anywhere because it’s a story and we can use our

imaginations.

Victor: Maybe they went to a warm place where they could have the baby, cats
have cat houses to keep warm and when they are in pain. Maybe they went
there when they were close to having the babies and while they were there the
hospital is able to change one cat for them and make it tiger cat to add to the cat
family as in the story the is a lot of black and white and gingef cats.

Aoutis: Victor is taking the point because he has changed his point of view
about the cats, so I agree with him but at the same time I don’t agree with him.

Final Round
Teacher: pass the drum around and you get to say what you want.

Victor: 1 agree with Michael because black cat are a bit mature and they like to
roam in the dark. The cat can be transported by an astronaut for a little while.
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Michael: I disagree with Georgia because cat cannot go anywhere because if
they want to go swimming they can’t while dogs can.

Jason: I disagree with Maggy because maybe the cat found a box and there
were so many Kittens and they took the box to the family. I agree with Maggy
that they can go anywhere even space.

I don’t think they went to space by flying, I think they use one of the cannon
ball machines to go to space and they had buckets on their heads

I disagree with Jason because cats can actually go to space because we have
space cats that can get there sometimes even space.

I agree with Billy because cannot go anywhere and go swimming like dogs.

I disagree with Billy dogs and cats cannot swim properly like people, the can
even drown

I disagree with Billy because I once saw on the Tele that cats can go swimming
and I once I saw a newspaper that the cats’ owner took his cat swimming twice
a day and the other one has to do with Ally I disagree because cats could have
already been in the box.

Aoutis: surprise that Georgia totally copied what I wanted to say, I wanted to
agree with Billy in the Story cats can swim but I only saw a cat swim on once.
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Appendix L The First Interview

Six participants (two teachers per school)

Interview 1 — Veza Primary School

1. How long have you been teaching foundation Phase?
Sophie: 38years

Thato: 29yecars

2. Where you trained as a Foundation Phase teacher?
Sophie: STD

Thato: PTC

3. How do you feel about the in-service training you received when NCS and
FFL were introduced?

Sophie: training during holiday short time.
Thato: Short time.

4. Literacy had six learning outcomes, How did you teach LOS (thinldng and
Reasoning) |

Sophie: [ have never treated thinking and reasoning as an LO. I thought
thinking and reasoning was developed by just asking questions.

That: [ neglected this LO, because I did not know what to teach when you want
to teach thinking and reasoning.

5. Do you plan lesson purely to teach thin_king and reasoning as a learning
Qutcome? '

Sophie: No. It is easier to teach all other Los. You can plan and teach reading,
writing, but not thinking and reasoning. Thato: No planning for thinking. It is
integrated

6. In which literacy component do you find it easy to develop thinking and
reasoning?
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Sophie: Listening and Speaking. Thato : Reading. You ask comprehension
questions

7. Do you allow learner to ask questions in your class, and how do you respond
to them?

Sophie: [ prepare questions for every lesson.

Thato: NO. All learning matter questions are from me.

8. How much support and guidance do you get from the school?
Sophie: Thinking and reasoning. No support. It is like it does not exist.
Thato: We are never asked about it and we never talk about it.

9. Do you ever discuss teaching of thinking with your Foundation Phase
colleagues?

Sophie: No

Thato: No.

10. How do you know your learner’s thinking and reasoning is developing?
Sophie: I have never thought that thinking and reasor‘li.ng can be ‘taught.

Thato: Children who give correct answers in clé,ss, I consider them to be
intelligent and that they have good memory. Sophie. That help do you need for
you to be sure of what to do when teaching thinking and reasoning?

Sophie: Workshops.

Thato: Examples of thinking and reasoning lessons. Q1&2

Interview 1— Masole Primary School

1. How long have you beenﬁteaching foundation Phase?
Meme: 30

Mantsho: 25

2. Where you trained as a Foundation Phase teacher?
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Meme: PTC (primary teacher’s certificate).
Mantsho: PTC (Primary teacher’s certificate).

3. How do you feel about the in-service training you received when NCS and
FFL were introduced?

Meme: Facilitation not good. Facilitators did not understand what they where
workshoping us on.

Mantsho: It is usually a quick fix. Most of the time we leave the workshop
confused.

4. Literacy had six learning outcomes, How did you teach L.O5 (thinking and
Reasoning) ' '

Meme: Question was asked that develop Thinking and Reasoning. Incidental or
integrated.

Mantsho: Incidental. Asking questions develops thinking and reasoning.

5. Do you plan lesson purely to teach thinking and reasoning as a learning
Outcome?

Meme: No
Meme: No

6. In which literacy component do you find it easy to develop thinking and
reasoning? '

Meme: Reading
Mantsho: Writing

7. Do you allow learners to ask questions in your class, and how do you respond
to them?

Meme: Learners do ask que‘hs.tions
Mantsho: No. I prepare questions for them.
8. How much support and guidance do you get from the school?

Meme: WE get guidance in teaching other literacy components not 1.O5
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Mantsho: No.

9. Do you ever discuss teaching of thinking with your Foundation Phase
colleagues?

Meme: No. It is like it is not there. Mantsho: It has never been an issue. No one
talks about that LO. ' |

10. How do you know your learner’s thinking and reasoning is developing?

Meme: I don’t teach to develop thinking and reasoning. I teach reading, writing,
language structures, speaking and listening.

Mantsho: Thinking happens when learners think about the correct answer, then
they are clever or they have a good memory. Reasoning; we do not do that in
class.

11. What help do you need for you to be sure of what to do when teaching
thinking and reasoning?

Meme: Training, workshops.

Mantsho: T need more guidance.

Interview 1 — Lesedi Primary School

1. How long have you been teaching foundation Phase?
Faith: 36 years

- Maggie: 33 years

2. Where you trained as a Foundation Phase teacher?
Faith: PTC +secondary

Maggie: PTC +Junior

3. How do you feel about the in-service training you received when NCS and
FFL were introduced?

Faith: We struggle after these workshops. Some of us were not trained in FFL.
We were given files only.
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Maggie: The only good thinking about FFL were the lesson plans.Q2

4, Literacy had six learning outcomes, How did you teach LO5 (thinking and
Reasoning) '

Faith: T did not teach it but I know the Blooms Taxonomy which I did when I
was upgrading.

Maggie: Everything is integrated.

5. Do you plan lesson purely to teach thinking and reasoning as a learning
Outcome?

Faith: No.
Maggie: Everything is integrated

6. In which literacy component do you find it easy to develop thinking and
reasoning?

Faith: Reading comprehension
Maggie: Writing

7. Do you allow learner to ask questions in your class; and how do you respond
to them? '

Faith: Learner do ask questions
Maggie: It is rare.
8. How much support and guidance do you get from the school?

Faith: No support specifically for LO5. We talk about reading and writing as
our main concern.

Maggie: In literacy meetings we talk about developing reading and writing.

9. Do you ever discuss teaching of thinking with your Foundation Phase
colleagues?

Faith: No we never.
Maggie: No.

10. How do you know your learner’s thinking and reasoning is developing?
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Faith: Thinking and reasoning develops naturally.
Maggie: It develops as we ask them questions.

What help do you need for you to be sure of what to do when teaching thinking
and reasoning?

Faith: Training, workshops.

Maggie: Training. Yes!
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Appendix M — LESSON OBSERVATIONS

Lesson 1 - Lesedi Primary School
TEACHER: Maggie

A reading lesson

Fruit Salad (See Appendix 1.3 )

Teacher: Look at the cover. What do you see?
Learner: The girl is in the class

The Teacher opens the next page;

T: What do you call this page?

L: Title page

T: Why do we call it title page?

Children are sitting down, smiling are happy
Nexf page: Page 2-3

T: What can you tell us about page 2-37

L; Children are smiling

T: Is there any other thing?

I.: The children are smiling

L: The children are in the class

T: What can you tell us abotit page 47

L: I can see orange, apples, grapes

T: What do we call all this?

L: Fruits
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Page 5

L:

T

I see a bone

Stand up and show us that bone

1.: No it is a bone

L:

L:

Spoon

Chopping board

T: Page 6

L:
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There are children

: Children are washing their hands

: There is soup

: Page 7

: Children are sitting down

: The boy is happy

: The boy is whipping hands with a clean towel-
: Page 8 |
: The teachers is smiling

: Teacher helping the kids

: Page 9

: The girl is smiling

: There are picture

: The girl is holding the chopping board

: The boys and girls are in the class

: Page 10

: The teacher is happy
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L: The teacher is chopping bananas

L: The teacher is talking to the children

Page 11

T: What do you think is happening on the next page?
L: The salad is finish

L: The children are.eating

T: Now I am going to read this book

*Teacher reads aloud-pointing

T: Now we are going to read

*The teacher and the children read together (shared reading)
T: Let us read again

T: Who can come and read this book?

*A learner read the big book. The rest of the class was looking and listening.
T: A boy must come and read —1 want a boy o
*The boy reads.

T: From there we have this sound {dr} as in dﬁed

T: Give me other word with the sound {dr} |

L: Dress

T: Give me sentences using the word dress.

L: This is my mother’s dress

L: My dress is too short.

T: Drop

T: Can you make a sentence with the word drop?

L: I drop my phone
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: I drop my bag

: Drive

: I drive my car

: My mother is driving my car
. I drive my bicycle

: No we don’t drive a bicycle
: Weride on it

. Another word

: Drink

: Let us make sentences

: I drink my beer

: I drink water

: Mother is drinking tea

: Another word with

: Draw

: I am drawing class

: I am drawing Spiderman
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: I draw my teacher

*Learners were given clean sheets of papers

*They were to find words that begin with the sound dr and make sentences.

Lesson 2 - Lesedi Primary school

TEACHER: faith

- (Give me another word with the same sound
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Listening and speaking

The book - fruit Salad (See Appendix 1.3 )

T
L
L
T
T
L
L
T
L
T:
L
T
L
T
L
T
L
T

: What type of salad did you eat?

: Pasta.

. potatoes

: What is the story about?

: What did they do (First sentence)

: They wash their hands with soap

: Then the dried their hands with a clean towel

: What did they do next?

: They made fruit salad.

1 want the steps. What did Mrs Khubeka do?
: she cut the powwow

: What next

: Peeled the bananas

: What did they do with the bananas?

: They cut the bananas

: After that what did they do?

: They cut the pears into pieces

: What did they do with the pears?

L”: Put them in the bowls

T
L
T

: What did they do with the oranges?
: They squeezed the oranges

- Next
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L: They washed the grapes and put them in the bowel
T: What did they do finally?
L: Put sugar and we tasted the fruit

T: Go back to your desk take your school bag and put it on the table —take out
your homework book do this quietly

*Fach learner was given a clean piece of paper
T: I am going to give you the instruction once
T: Draw a square

T: Draw a triangle on top of the square

I: Then you draws two squares which are going to be windows then draw a
rectangle 5 minute to do the task we have two minutes left we can colour the
house

T: Write your name on your paper
I want to see all these who did not listen to mstructions.

(Listening activity)

Lesson 3 - Masole Primary school

TEACHER - MANTSHO
Zola ( see Appendix 1.2)
WRITING |
*The teacher read the story
T: Let’s give this story a title
L: Zola’s story
T: Zola was his nickname because he was from Zola.

T: Do you have a nickname?
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: Yes mum

: I will read the story again

: What made Zola to go jail?

: Because he stole a car.

: Look at this picture which is on the picture

: How is he?

: He is sad

: What do you think is happening in the prison?
: the place smells and dark

: the place is terrible.

: Why did Zola steal a car?

: because the was poor

: He wanted to have money

: H_is father abandoned him

: He realised that stealing is not good thing |

: Who of you leaves with their mothers and no father?

*Some children raised their hands

T
L:
L:
T:
L:
T:

T:

Who is you role model?

my father

Nelson Mandela- frees Education Peace between Black and White.

Ask me any question about the story
Why did Zola steal the car?
What have you learnt from this story?

When you steal you go to jail
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L: It does not mean that when you are poor you have to steal

T: Look at the picture discuss choose a writer and write 3 sentences.

T: Look for a role model in the magazine

T: Who is you role model and tell me why that person is your role model?

T: Complete the sentence under all these pictures

Lesson 4 - Masole Primary School

TEACHER - Meme
The Lost Potato ( see Appendix .5 )
T: Why did the carrots allow the potato to join them?
L.: Because the carrots are vegetables
T: A tomato, a cabbage did not allow the potato to join them
L: A carrots is a root plant
T: Which other veggies are root plants?
: Leaf plant
: Pockets plants
: Why do we plant veggies?
: They have vitamins
: What do they need to grow?
: Soil
: Light
: Water

: T will quickly show you a word then make a sentence
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: Wash
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: He washes a potato, spinach

: Which veggies can be sliced?

: she slices a carrot, potato

: Cut

: She cuts a cabbage, carrot

: T want you to give me veggies that we peal

: Onion, carrot, potato

: Don’t use pronouns

: Father washes veggies

: Mother washes spinach

: I am a raw plant they fry me. I smile so well. What am 1?
: Onion

: Potato

: I am red outside me can be eaten raw/ripe. What _arh 17
: You are a green bean |
: I am a root plant. I make good simba chips.

: potato |

: T am a leaf plant. I can only make salad. What am I?

: Who are we?

: We are omnivores

: Because we eat meat and veggies
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: Let’s go back to the plant
-A carrot, potato, onion is a root plant

L: A cabbage, coli flower, spinach, celery is a leaf plant
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T: By the way —Why did you say? Why we plant veggies?
T: They have vitamins

*Written activities (group activities)

Group 1: Complete the sentence

Group 2: Plural

Group 3: Name ten veggies. Root, leaf, pocket

Lesson 5 - Veza Primary school

TEACHER -Sophie

Book Title — Tselanes’ Basket (See Appendix 1.1)

: What is the colour of the basket?
: What do you think Tselane is going with the chicken?
: She is going to sell the chicken

: What do we call this page?

T

T

L

T

L: Title
L: No title page

T: Why do we call it page?

L: Because it has a title on it

T: I am going to read and after that I will ask you questions.
*Learners joined in to sing Tselane song (refrain)

T: Why was it necessary that Tselane must sell the chicken?
L: The need paraffin

T: why did the paraffin?

L: To keep they warm
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T:

: Who did Tselane meet first?

: Mrs Moifo

: Mrs Moyo took the chicken and gave Tselane a packet of soup
: Whom did she meet second?

: Mrs Tambo gave Tselane sugar

: Did Tselane stop to sell?

: Why did not Tselane stop to sell?
: Because she needed paraffin

: Next she met who?

: Mrs Dhlomo

: She offered her chicken

: Was Tselane happy?

: No

: Tselane said oh no

: Whom did she meet next?

: Palesa

What did Palesa offer?

T: Paraffin

T,
L:
T:
L:
T:

T:

Did Tselane continue selling?
No

Why?

She got the paraffin

How was Tselane mother?

Happy

121



: The book teachers us something
: To read

: To sell

: When I sell I want what?

: Money

: Money —yes we want money

: What do you want money for?

: Shoes

= 0= = &40

: Chicken

Lesson 6 - Veza Primary School

TEACHER - Thato

Speaking and listening

Insect’s — African Reading Matters

T: I am going to read you a short passage

T: Let’s read together

*The whole class read a passage on Butterﬂieé.
T: What helps the butterflies to change colour?
T: Do you know butterflies, where do we find them?
L: In flower.

T: Why they like flower?

L: They are bright.

T: Who is bright the flowers or the buiterflies

T: When it wants to get bright colours what does it do?
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L: Tt opens up its wings

: What colour do you like of butterflies?

: Yellow and black

: Red and blue

: Does it have eyes?

2 Yes

: Does it have legs?

: No

: Is the anything that does not have legs?

: What two thing that are like a butterfly?

: A bee

: Bees have legs.

: What is an insects-give me names of insects
: Mosquitoes, bug, ants, spider

: What do you use to kill insects that trouble uls‘?

: Doom
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: How many antennae do butterflies have?

How many wings do butterflies have?

L:two

T: Why do butterflies sometime close their wings together?

L: to rest them.
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Appendix N — The Second Interview

Teachers’ response to the new approach, obstacles to P4C and help needed
to adopt the approach.

Question 1 - What did you like about this method?

Veza Primary School

Thato: T liked the introduction of the method that made the children concentrate
and pay attention to what was going to happen. The introduction was the teacher
reading the book and the teacher used various actions to maintain the attention
Cecilia: So the teacher read very well, the children were being attentive,
thinking and reasoning. Ma’am what did you like about the DVD?

Sophie: What I liked when the children were talking about the book and its title
and they all felt free to express themselves.

Thato: Also liked that the teacher knew the book before she read it out to the
children, which allowed the teacher to be free to be to explain and express. She
was thoroughly prepared for the lesson

Question 1 - What did you like about this method?

Masole Primary School _

Mantsho: It involves all the learners.

Cecilia: How ma’am? ,

Mantsho: They are able to take part by responding to questions. You can sce
that they were thinking.

Cecilia: Who asked the questions?

Meme: Some were asked by the educator. And she went as far giving the
learners a chance to write.

Mantsho: What I like about this is that gives the learners time to think on their
own, using their own language to describe the book, or what they feel, if they
agree or disagree cause they:-were reasoning.

Meme: Learners formulated their own questions, and as a result, the questions
were answered randomly by anyone of the children who wanted to answer. And
they were given ample time. We ag teachers have a tendency to stop children.
We want the children to talk fast and if they cannot, we stop them. It ends there.
But in the DVD the learners were given ample time to answer anyhow they felt
best.
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Lesedi Primary School

Question 1 - What did you like about this method?

Maggie: I liked that every learner was participating and had their own
questions.

Faith: I like the same thing. We are in the same boat. What I liked the most is
that all the learners were participating and no one was playing around, they
concentrated. |

Question 2 - Do you think it does what it is meant to do? (Developing
thinking and reasoning skills) If it does, how?

Masole Primary School

Cecilia: Does it really? Do you think it is a method that is relevant or that can be
used to develop thinking and reasoning?

Meme: Yes. I think it is a method that one can use. Because when we look at
the video, learners are given an opportunity of saying thing on their own. They
were not lead by the teacher telling them what she wants them to say. She said
no, let’s hear about you. If you were that cat, they were arguing about a
situation involving the cat and arguing about whethet cats ¢can swim or not.
Others were saying that they could swim, which demonstrates that they were
answering from their own minds, they were thinking. Others referred to
newspapers and others would respond that they had seen otherwise on TV. So it
demonstrates that the learners were thinking broadly.

Cecilia: Whatever they were saying they were backing it up with reasoning,
they gave out their reasons. . : .

Meme: Your question said is that the right method? Yes it is, but there are
various other methods that can be used to arouse thinking and reasoning, but to
their level, we still feel it was still suitable. Moreover what I like about it, the
learners were the one’s writing the questions. We saw them writing the
questions. We as teachers like posing the questions to the learners. We don’t
give them time to really think about constructing the questions themselves. So I
like that skall.
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Cecilia: Most of the time we don’t think that the learners have their own
questions about the story. We always give them the prepared questions.
Mantsho: And they all wrote the questions down. Each one was given a chance
to write it down and mount it on the board.

Cecilia: And if the question was not understood, the teacher gave them an
opportunity to say the question as the learner intended it to be. Some children
came up to speak and the teacher pointed out where the question mark should be
and how to answer. Did you see that?

Mantsho: Yes

Meme: Yes

Question 2 — Do you think it does what it is meant to do? (Developing
thinking and reasoning skills) If it does, how?

Lesedi Primary School

Faith: T think so. The type of questions that the learners came up with, lead them
to think and reason, because most of the questions were “why” questions,
whereby the learners had to think before they answer.

Cecilia: “Why” questions meaning they had to give reasons for their opinions?
Faith: Yes. | o -

Maggie: Yes it’s more or less the same. Learners have to think about the story
and write down their own questions. '

Cecilia: Ok so they had to listen to the story and think about it, and ask
themselves questions about the story and put those questions down so that they
could get answers to the questions. So you think it does develop thinking?
Maggie: Yes

Question 2 - Do vou think it does what it is meant to do? (Developing
thinking and reasoning skills) If it does, how?

Veza Primary School

Thato: Yes. By telling the learners to write the questions about the story,
everyone was involved, thinking, reasoning and thinking back to what
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Cecilia: Yes you’d also not need to move furniture as that would take time,
which would prevent possible accidents too. You don’t think that there
would be noise or disturbance?

Faith: Yes

Cecilia: So which part did you like, or which part would you adopt immediately
or better yet, which part would you implement next year as your methodology?
Maggie: I’'m not going to ask learners questions, I would like them to ask those
questions like it happen in the DVD.

Cecilia: So what you are saying to me is, sometimes you’ll have your
predetermined questions, but mostly from now on, you want to hear questions
from the learners. So how are you going to deal with that? Are you going to ask
cach learner like the teacher did in the DVD to write the question, or are you
going to ask them as we already do, asking each child what is their question and
getting the children to vote for the question that they will explore? So how are
you going to do that?

Faith: I'm also going to do as I saw in the DVD as it was very interesting,.

Question 3 - Which part did you think would work well in your class?
Veza Primary School

Sophie: The whispering game due to the size of the class.

Thato: It’s a lovely game.

Cecilia: No, you see we can divide the learners into four and have each group
with their own message. At the end, the owner of the message can tell you what
it was and we can write it down. Then at the end we can check and see if the
message is still the same.

Thato: It is a lovely activity as those who are shy get a chance to participate
and helps open up communication.

Question 3 — Which part did you think would work well in your class?
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Masole Primary Sechool

Mantsho: Yes for me there is one in particular. The part where the learners write
their own questions, because most of the time I read the story, and I impose
questions on them. So I don’t think I’ll be using the method that [ have been
using, I’m going to use the method which I saw where the children were writing
the questions. It’s a change.

Cecilia: Writing is safer than saying them out [oud, however they can still give
you the questions orally, but all the best if it 1s written down. Even il it is not
answered during the specified time, it can be dealt with next time.

Meme: I also like the part where they debated. We normally think our kids are
too young to debate so we don’t give them a chance to debate. So if those kids
can do it, [ believe that my learners can do it too, given time, and all we have to
is to get to know it. I like it.

Mantsho: And the involvement of every learner in the classroom. Let each child
have a chance to speak.

Cecilia: Because all the questions were there and at the same time, it was the
whole class that agreed on a specific question, they chose it themselves, that
“we think this would be of interest for us today to discuss”, so that’s what they
did. Did you notice that? ’

Mantsho: Yes

Meme: Yes

Cecilia: And if the question was not understood, the teacher gave them an
opportunity to say the question as the learner intended it to be. Some children
came up to speak and the teacher pointed out where the question mark should be
and how to answer. Did you see that?

Mantsho: Yes. And most of them were talking about the cat. Others were
speaking sense, others were speaking otherwise. But what was interesting is that
each child was able to speak in the classroom, they were listening to each other,
sharing. It was also interestigg.

Cecilia: The way this question was treated, one question and each child saying
their own opinions and reasons behind that... Usually we don’t do that, we ask
five questions and that’s it. We never say, “what do you think of so and so’s
statements?” I like it or I don’t like it because of a, b, ¢, d. So it teaches children
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not to be personal, when you disagree, it’s like you are attacking me now, I
liked it for that.

Meme: I'm worried about the time they took on this, the one hour and four
minutes. With us it is different. I don’t know if it deviates from the plan. We are
given so much by the department and they expect so much from us, and as a
result, that is why we summarise when we do things. We don’t reach that depth.
Because by then I’'m worried that I should have done this, when the department
comes, and they look at the books, 1 should have covered this and covered that.
Therefore when you are busy with your GPLS, kindly consider this, what the
department is only interested in, is seeing the books, the amount of writing in
those books.

Cecilia: So the written work is evidence of teaching.

Meme: Yes, the writing. How far you are with the books, the amount of work
that appears in those books, and as a result, we give the children so little time to
speak.

Cecilia: So they don’t test the thinking and reasoning of learners?

Mantsho: No they don’t.

Meme: That is why we want you to put in black and white that sometimes when
they come and do the class visits, let them consider the lesson that I've done
already and let them test the kids on that. Let them not only dwell on this.
Mantsho: Because the problem is that they want writing to happen daily. And if -
you are going to be writing daily, they’ll be time that you’ll take from reading
and use it for writing, because they will say if

Mantsho: Because the problem is that they want writing to happen daily. And if
you are going to be writing daily, they’ll be time that you'll take from reading
and use it for writing, because they will say if they read, “Where is the
evidence?” Because we can read the story, we can do that for two hours, so that
we can give each other a chance. Because in the video there is evidence of other
learners struggling, and they ask to be reminded about so and so’s question.
You see. And if we are goiﬁg to do that, we cannot write on that day, we can do
story telling. And then the next day, they’ll be time for us to write anything
about the story. So with the department, it does not work like that, you must
write things down, so it will affect the reading time.
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Cecilia: Thank you. It is important what you are saying. However, from the
very video, there are sections you could shorten, maybe for that day, that period.
Like reading all the questions from the learners, maybe you take five and you
work on the five and the learners decide to choose one. That could be an idea
for our situation. |

Mantsho: And then the following day? Do we continue?

Cecilia: Then the next time maybe you can continue with the other questions...
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Question 3 - Which part did you think would work well in your class?
Lesedi Primary School

Faith: T think the part where the learners sit down in a circle with the teacher
and discuss their questions. Learners listen well when they are together, than
when they are sitting on their chairs. Sometimes you can’t see them well when
they are playing in the back rows. Therefore when they are seated in a circle,
you can see all of them and they concentrate better than when they are sitting on
chairs.

Cecilia: Ok I understand. T did not think of that. Learners when they sit in pairs,
they are just pairs. But now when they form a circle, they form a whole.

Faith: And they are closer to you.

Question 3 - Which part did you think would work well in your class?
Lesedi Primary School

Faith: The part in which the teacher asks each and every learner to bring the
question that he or she wrote, and paste all the questions on the board. If I am to
be working outside, it will_be very difficult to take all the questions from the
learners as they are too many.

Cecilia: Ok, no. That you can modify. You can decide to take five questions
from the learners today and they choose one of them and then next time you do
the rest. That one you can modify. It definitely did take a lot of time because the
teacher had to read it and where she didn’t understand she had to call the learner
to explain him or herself. '

Question 4 - Is your method for developing thinking skills different from
this approach? and how?

Veza Primary School

Cecilia: Because we have been teaching thinking and reasoning since
curriculum 2005 NCS and now CAPS, we are still integrating it with whatever
we are teaching, so how do you go about teaching thinking and reasoning in
your class?

Thato: We never had a chance, that thinking and reasoning, it just happened.
We never had time to teach it. We thought it would just come as we teach and
as questions, only the teacher asking the question.
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Cecilia: But did you check what type of questions would develop thinking and
reasoning, as some questions are just recall and memory.

Thato: Yes we did. We ask them to give reasons.

Cecilia: Was it a planned move?

Sophie: It just comes.

Cecilia: So you wouldn’t plan a lesson and say this specifically is going to be
my question for thinking and reasoning? It’s just why, where, how and when.
Sophie: Yes

Cecilia: Do you ask questions like; “Do you like it and why? Did you enjoy it
and why?”

Sophie: Yes, and they give reasons.

Question 5 -Did you learn anything new about teaching thinking and
reasoning? Flaborate.

Veza Primary School

Thato: Yes a lot. The learners are discussing and the teacher gave herself time.
Her attitude and relationship with the learners was good, calling of attention,
correction of manners. She is also well prepared.

Cecilia: Is it possible to copy her and be like her? _

Sophie: Yes, if we are given time. Every now and then we are béing called for
courses and we get interrupted not only by the school, officials want this and
this and this. So when you have an idea of what you want to teach, then you get
side tracked by what you learnt in the course

Question 5 — Did you learn anything new about teaching thinking and
reasoning? Elaborate.

Masole Primary School

Cecilia: You have been teaching thinking and reasoning for some time now,
since the new curriculum. Did this DVD show you some other ways of teaching
thinking and reasoning?

Mantsho: The part where the learners were warming up in the DVD, was
interesting because sometimes they lose concentration, so where they were
yawning and stretching hands, it was also interesting because after that she
continued the story.
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Cecilia: So she went on refreshing them by doing games and all that. So that is
usually lacking in our teaching? '
Meme: Yes

Cecilia: Anything else that you learnt as a new skill?

Mantsho: The whispering game. The one in which the message is sent and 1s
‘Jost’.

Cecilia: Yes, we usually call it The Broken Telephone. You remember when we
were doing training, we did that. T gave you a message and it was distorted at
the end and it was like a joke. And it is a lesson for teaching and listening, and
speaking. Because that child is listening to the message which is being
whispered and the child has to convey that message, that exact message. But
because of our lack of a trained ear to listen perfectly and the ability to relay the
message as it is meant to

Question 5 — Did you learn anything new about teaching thinking and
reasoning? Elaborate.

Lesedi Primary School

Faith: Yes I learnt a lot, and I think I’'m going to adopt this style because usually
we have this L.O. in language, but I didn’t know how to apply the method of
making the learners to do the thinking and reasoning so it was Véry difficult for
me to accommodate this L.O. in my teachmg So T think I’'m going to adopt this
style.

Cecilia: While talking about L.O.’s. You were aware that thinking and
reasoning was an L..Q. and it was a standalone and it had assessment standards
and even then it was difficult to prepare a lesson on thinking and reasoning. So
it means that even the assessment standards were not much of a guide.

Maggie: Yes I am also going to adopt the method as I .saw how it stimulated
thinking and reasoning skills.

Cecilia: So it taught you the style of asking questions and the type of questions
to ask and giving almost every child a chance to speak their mind. So I was
going to say then, about this thinking and reasoning, as part of the language
programme, you are aware that in CAPS, it is not a standalone component. We
are now supposed to integrate it when we do other language components.
Therefore when you do reading, you will include language structures which is
grammar, you'll include thinking and reasoning, when you do writing, same,
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when you do listening and speaking, same. You need to do that. So this method,
when you look at it, where can use it among the components that we are talking
about? We spoke about reading which goes hand in hand with phonics, we
talked about writing and we talked about listening and speaking. Where would
you use this method? Under which component would you place it?

Faith: I think it goes through all of them.

Cecilia: Ok, it goes through all of them because learners wrote and then they
discussed. And whatever they discussed they can write about it and then it stems
from reading, the whole thing, the teacher read, and there is writing involved
there.

Faith: And there is writing involved. Because when they construct their
questions they have to use language.

Cecilia: Yes, definitely. And the teacher was even correcting the question marks
and all that. That is language structures now.

Question 6 - Is it possible that you can apply this approach in your class? (
If yes, when and how?

Veza Primary School

Thato: Yes. During reading time, it can be done. We can give them an
opportunity to ask questions, select one question and discuss the one question
that they all chose. '

Thato: Spelling, language and grammar.

Cecilia: Who's speaking?
Thato: The learners and the teacher.

Cecilia: Who's listening? .
Sophie: Also the teacher can listen to what the learners answer, also the teacher
can speak to the learners while the learners are listening.

Cecilia: But do you think it develops thinking and reasoning because now it is
questions from the teacher that come ready made?

Thato: No we can do it in drama. When we dramatise, because the one will be
speaking and the other will be listening, waiting for their turn. And then we will
be communicating about the action that is being done in the drama.
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Cecilia: But in this method, do you see that just from a simple question a whole
period can be completed if every child is given a chance to say their opinion and
mind.

Thato: Yes.

Question 6 - Is it possible that you can apply this approach in your class? (
If yes, when and how?

Masole Primary School

Meme: It is possible for me to apply it but overcrowding is a problem, it is also
time consuming because you are expected to write.

Cecilia: What is the problem with writing?

Meme: People want to see evidence when they come. They don’t even come to
the class and see how much the learners know. They just take books. We want
them instead to come to our classrooms to do the presentation on their own but
they don’t.

Cecilia: Do your children take too long to write?

Meme: Yes they do! They don’t finish quick enough. The problems arise from
the children being under age. Most of them, three quarters of the class, in fact
are under age. That is why they don’t finish on time, it takes an effort for them
to finish. ' " '

Question 7 - What is your opinion about learners asking questions?
Lesedi Primary School

Cecilia: Questions by learncrs. We have spoken about that already, thatitis a
neglected area. A teacher wouldn’t think of stopping after telling a story or
reading a story to say what do you think of the story, the first question or did
you like the story and why. And while the one child says I like it because of this
and that, we never go on from that to say do you?

Faith: I think it is good for learners to ask questions sometimes, and go away
from this method of the teacher being the centre.

Cecilia: The teacher leads the Iessons, you listen to my story and I’'m the one
who’s going to ask questions. '

Maggie: It’s good because you can see that learners are with you and they are
concentrating.
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Cecilia: I think you do it twice and the third time, every child will know that the
teacher will require my opinion and my questions about this, so they think and
they listen, and they’re involved.
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Question 7 - What is your opinion about learners asking questions?

Veza Primary Schoeol

Cecilia: Do you think your lesson will go well, if you just read a story, or tell a
story and ask the children to ask any question, which obviously is not going to
be answered by you, would you say that your lesson has gone well?

Thato: No.

Cecilia: What does that mean? It means you have to ask the questions?

Thato: Yes the first question. Like children asking the questions, and discussing
the question. The children will be answering that question, because they
would’ve been listening to the lesson being taught, not the teacher answering
them.

Cecilia: I thought you were saying when you said the first one that the teacher
should ask the first one.

Thato: No [ wasn’t saying that. I would give the learners a chance to ask the
questions, and I can handle that.

Cecilia: Ok from what we have learnt today from the DVD, what is the rationale
behind learners asking questions? What do you think the opportunity for
learners to ask questions, what would the learners get from that?

Thato: They would get debating skills between each other, even in meetings,
they’ll know how to discuss when a question is raised, and handle situations
even when they are adults. It’]] also give them confidence and the ability to
share ideas and opinions. '

Question 7 - What is your opinion about learners asking questions?

Masole Primary School

Mantsho: Some have sense, some are vague, some are challenging.

Cecilia: Ok vague but it is important to that child. There is something that this
child wants to know. Maybe vague due to lack of good knowledge, but the child
can be given a chance to explain him or herself.

Meme: And when the learners ask the questions on their own, it becomes so
interesting to them.

Question 8 - Is listening and speaking developed by this approach? And
how?
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Veza Primary School

Thato: It is developed.

Cecilia: When were the children listening?

Sophie: When the teacher was reading the story and when other learners were
talking. They were listening attentively, that is why they could say whether they
agree or disagree.

Thato: It also gives other learners the confidence and motivation to speak.
When one learner sees another learner answering, he/she will admire and want
to copy that child.

Cecilia: When we do language, we have time allocated for developing listening
and speaking. So my question is, does this method help the educator develop to
listening and speaking skills within the learners?

Question 8 - Is listening and speaking developed by this approach? And
how?

Masole Primary School

Meme: Yes it does. Especially with the first activity that was given to them,
whereby they have to whisper some question in each other’s ears to rotate that
message. It gives the learner a chance to listen attentively, and then to be able
again to say what they have heard, whether it is correct or not, cause you find
that somewhere somehow the message distorted. ' .

Cecilia: And still they agree and disagree. You cannot agree or disagree with
someone if you did not listen.

Meme: That is why some of them wanted to be reminded, “what did you say
about the...”

Cecilia: Yes. I liked it. I liked that girl, “who can refresh my mind?”

Mantsho: What about when they were asked to close their eyes and think of any
interesting... '

Cecilia: Oh ok. It was at the beginning when the teacher wanted them to say any
message that they wanted to wpass in the classroom. Then while they were about
to do that, she interrupted them and said, I have an idea. We are going to pass
around three messages. So now just imagine, if you’re going to get three
messages during the same period. It will be mixed up somewhere, and you’ve
got to pass them on to the next person so it was also challenging their listening
and speaking at the same time.
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Question 8 - Is listening and speaking developed by this approach? And
how?

Lesedi Primary School

Cecilia: Do you think if you use this methodology during your listening and
speaking time, it will develop the listening and speaking skills of your learners?
Faith: Yes.

Cecilia: Elaborate. When do they listen? Where is listening in the approach?
Faith: They listen to other children’s questions. And then they speak about the
question that has been chosen for the day. They bring out their opinions about
the chosen question, whilst the other children listen, and they are given a chance
to speak.

Cecilia: So their opinions are informed by what other learners are saying. So
while other children are speaking, they are listening attentively, so if you agree
with the third learner from the beginning and the tenth one, it means you have
been listening.

Faith: I remember in the DVD the teacher encouraged the learners to listen to

each other, because when some of the learners were speaking, some of them
were raising their hands up and the teacher explained
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Question 9 - What help do you think you need for you to be able to develop
your learners thinking and reasoning skills?

Veza Primary School

Thato: I think reading material such as books, TV’s, and DVD’s. After reading
the books they will discuss the story and disagree. Then they will discuss further
until they reach a certain consensus.

Sophie: I think us as teachers must watch more DVD’s, like in service training
to see what other teachers do in their classrooms. We would also attend courses
if they were there and available.

Question 9 - - What help do you think you need for you to be able to
develop your learners thinking and reasoning skills?

Masole Primary School

Cecilia: CAPS requires us to integrate thinking and reasoning and language
structures, which is grammar into all the other language components. When you
teach phonics and reading, integrate it with those. When you teach reading,
integrate it with thinking and reasoning. Those are no longer the standalone
components of the language structure. Do you think you are ready for that?
What help do you need for you to have confidence, for you to be sure that you
know what to do when it comes to developing thinking and reasoning, you
know what to do when you are now doing thinking and reasoning with your
learners. ,

Meme: I’m sure we are used to taking thinking and reasoning in isolation, and
seeing as they are going to merge, we need to be reminded about those things.
I’m sure after a workshop or two, we’ll be used to it. It is not that hard. But an
old habit is always a problem. It’s going to take time to adjust but eventually,
we don’t have any doubt we will get it.

Cecilia: I don’t know but I think it is unfortunate that the NCS when it
introduced thinking and reasoning, it didn’t do a good job of training teachers,
because that is a new component in language in South Africa. We didn’t do 1t
well while it was a learning outcome, what now when we are going to integrate
it now. As a standalone it had its own assessment standards, but we were not
good in delivering that.

Mantsho: We were ignoring it in fact. We’d LO 1,2,3,4...and 6?
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Question 9 - - What help do you think you need for you to be able to
develop your learners thinking and reasoning skills?

Lesedi Primary School

Cecilia: I should think the DVD in itself has really helped you and shed a light
into what the development of thinking and reasoning could be.

Faith: T think so because 1 was blank as to how to teach thinking and reasoning.
When I prepared my lessons I usually wrote down some AS’s from the L.O. but
I don’t remember myself concentrating much on thinking and reasoning.
Mantsho: Yes for me there is one in particular. The part where the learners write
their own questions, because most of the time I read the story, and I impose
questions on them. So I don’t think I’1l be using the method that I have been
using, I’m going to use the method which I saw where the children were writing
the questions. It’s a change.
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