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Descriptors attached to the term ‘pedagogy’

Radical pedagogy; pedagogy of the oppressed (Freire, 1968/1970); pedagogy for the opposition
(Giroux, 1983); pedagogy of closure / open-ended pedagogies (Lusted, 1986); pedagogy of
possibilities (Simon, 1987, 1992); border pedagogy (Giroux, 1988/1990); pedagogy of the
unknowable (Ellsworth, 1989/1992); emancipatory pedagogy (Freire & Macedo,1987; Lather, 1992);
pedagogy of domination (Nkomo, 1990); visible and invisible pedagogies (Bernstein, 1990};
progressive pedagogy (Walkerdine, 1992); post-critical pedagogy (Lather, 1992; Green,1998);
postmodern pedagogy (Green, 1993); feminist pedagogy (Gore, 1993); regimes of pedagogy (Gore,
1993); resolutory and non-resolutory pedagogy (Bensusan & Shalem, 1993); explicit pedagogy
{Bernstein, 1996); competence and performance pedagogies (Bernstein, 1996; Moss, 2002);
periphery pedagogies {Canagarajah, 1999); a pedagogy of appropriation {Canagarajah, 1999);
pedagogy of multiliteracies (Cope & Kalantzis for the New London Group, 2000); defensive
pedagogies (McNeil, 2000); pedagogy of substance (Shulman, 1989, 2004}; pedagogies of difference
(Green, 1998, Trifonas, 2003); pedagogy / ies of indifference {Lima, 2000; Lingard, 2006); backlash
pedagogy (Gutierrez, Asato, Santos & Gotnada, 2002); pedagogy of hope (hooks, 2003; Lavia, 2006);
decolonizing pedagogy (Tejeda et al, 2003); pedagogy of discomfort (Boler & Zembylas, 2003); the
pedagogy of poverty (Haberman, 2003); pedagogies of reconnection (Comber & Kamler, 2004); turn-
around pedagogies (Comber & Kamler, 2004}, multimodal pedagogy (Stein, 2004); responsive
pedagogy (Slonimsky & Shalem, 2004); poetics of pedagogy (Hugo & Muller, 20086); pedagogy of
access {Rule, 2006); dialogic pedagogy (Rule, 2006); pedagogy of inquiry {Nicol, 2006); postcolonial
pedagogy (Crowley & Matthews, 2006); fusion pedagogies {Millard, 2006); ambulatory pedagogy
(Brenner & Andrew, 2006); productive pedagogies {Hayes et al, 2006; Christie, 2003); pedagogies of
the same {Lingard, 2006); culturally relevant pedagogies {Seidl, 2007); vernacular pedagogies (Breen,
2007}; nurturance pedagogy (Perumal, 2007); reconciliation pedagogy (Ferreira and Janks, 2007);
human rights pedagogy (Robinson & Zinn, 2007); engaging pedagogy (Tinning, 2007); hip-hop
pedagogy (Pennycook, 2007); modern pedagogy {Clarke, 2008); a pedagogy of compassion (Jansen,
2008); visual pedagogy (Adams, 2008); transformational pedagogy (Pennefather, 2008); capability
pedagogies (Walker, 2008); empathy pedagogy (Maxwell, 2008); signature pedagogies (Lieberrnan
and Pointer Mace, 2008); self-reflexive pedagogy {Luke, 2008); pedagogy as gift {Luke, 2008);
pedagogy of compliance {Alexander, 2008); dichotomous pedagogies (Alexander, 2008); humanising
pedagogy (Keet, Zinn & Porteous, 2009); post-conflict pedagogy (Jansen, 2009).
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A NADEOSA
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Course Design

The course curriculum is well-researched, with aims and learning outcomes
appropriate to the level of study; content, teaching and learning and assessment
methods facilitate the achievement of the aims and learning outcomes; there
is an identified process of development and evaluation of courses.

Elements of the Criterion

Course planning

4.1

4.2

4.3

4.4

4.5

4.6

The course is designed with national needs as well as the needs of prospective learners
and employers in mind.

The elements of the course (see 4.3 and 4.4 below) and the relationships between
them are consciously planned.

For each course, there is a publicly accessible and learner-friendly description of the
aims and learning outcomes; entry-level skills, knowledge and experience; credit
rating and/or notional hours of learning; target learners; teaching and learning
strategies; content outline; items in the learning package (including elements such as
study guides, textbooks, tutorial letters, audiotapes and videotapes); assessment
strategy; and a year plan containing key dates for iearners.

Choice of media and technology is justified in the light of the aims of the course,
required learning outcomes, learner needs, capacity to access and use the
technologies, the physical features of the teaching sites and available facilities and
services.

There is a stated language policy for the course which is based on the national language
policy, language profiles of learners, career context and curriculum. The policy is
implemented in course materials, assessment and learner support.

The list of courses offered by an educational provider is limited to a number that
allows for quality investment in course design and development in the context of
budgetary limitations. (Quality is defined by the criteria in this document).

Course curriculum

4.7

4.8

4.9

The amount and complexity of work required to complete the course merits the
credits which it has been allocated. This also applies to the assessment for recognition
of prior learning and experience. '

Where a course is imported or exported, account is taken of the needs of local
contexts, and, where necessary, the course is adapted accordingly (for example, by
the inclusion of local case studies or a glossary of terms).

Content, teaching and learning strategies and assessment are carefully structured to
facilitate the achievement of the learning outcomes.

Designing and Delivering Distance Education: Quality Criteria and Case Studies trom South Africa
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4.10 Various forms of learner support are built into the design of the course.

4.11 Teaching, learning and assessment activities encourage critical thinking and
independent learning.

4.12 The teaching and learning strategies of the course acknowledge learners’ existing
knowledge and experience, and provide opportunities for guided integration of new
knowledge.

4.13 Where appropriate, experiential learning opportunities are designed into the course.
There are suitable methods of recording and assessing this (such as portfolios, loghooks,
project reports, learner interviews, or reports from the mentor).

Quality assurance

4.14 The educational provider requires relevant competence of authors, consultants, and
others that are brought into the course design and development process.

4.15 The educational provider gives authors, consultants, and others involved in the course
design and development process necessary guidance and training regarding aspects
of distance education in order to assure quality in their work.

4.16 An appropriate infrastructure exists within the educational provider to administer
the range of elements of the course efficiently.

4.17 There is a timetable for the regular revision and updating of courses.

Designing and Delivering Distance Education: Quality Criteria and Case Studies from South Africa
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5.

Course Materials

The content, assessment, and teaching and learning approaches in the course
materials support the aims and learning outcomes; the materials are accessibly
presented; they teach in a coherent way that engages the learners; there is an
identified process of development and evaluation of course materials.

Elements of the Criterion

Materials development planning

5.1

5.2

5.3

5.4

The development of course material is based on a project plan which describes, for
example, finances and other resources, the delegation of responsibility among those
involved, and an adequate time schedule for the work.

If existing course material is used for a particular course, its suitability is evaluated in
terms of required learning outcomes, the appropriateness of the teaching and learning
approach, and its relevance for the target learners,

If existing course material is used for a particular course, there is proper
acknowledgement of the source of all quotations and no breach of local or international
copyright laws.

While the provider holds copyright for course materials developed by employed or
contracted staff, the individual author’s intellectual property rights are also respected.

Quality course materials

5.5

Materials are developed and reviewed in terms of the following criteria:

5.5.1 There are clearly laid out aims and learning outcomes, and an explicit
indication of study time (notional study hours per section of the material)
which allow learners to adopt sensible study plans.

5.5.2  The contentand teaching approach support learners in achieving the learning
outcomes,

5.5.3 Learner-friendly introductions, linking and summarizing passages motivate -
the learners and provide coherence to the materials.

5.5.4 The content of the course is accurate, up-to-date, relevant to aims and
outcomes, free of discrimination, and reflects awareness of the multilingual
and multicultural reality of South African society.

5.5.5 The language level of the materials is appropriate for the target learners and
the materials assist learners with the particular difficulties that learning-through-
reading and learning at a distance require.

5.5.6 Care is taken to understand the contexts in which learners live and work, as
well as their prior knowledge and experience. This knowledge is used in the
design of the materials.

Designing and Delivering Distance Education: Quality Criterla and Case Studies from South Africa
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5.5.7 Active learning and teaching approaches are used to engage [earners
intellectually and practically, and cater for individual needs.

5.5.8 Contentis presented in the form of an unfolding argument, rather than discrete
bits of information that have no obvious connection.

5.5.9 The various elements of the course materials and different media are
integrated, and the integration is clearly sign-posted.

5.5.10 The course materials are designed in an accessible way. Access devices (such
as contents pages, headings), graphic presentation of information, and layout
facilitate use by the target learners.

5.5.11 The overall technical quality of the materials facilitates learner use.

In web-based/online courses, the following additional criteria apply:

5.6.1 The service is speedy and reliable: it is easy to connect to the site, and the
site loads quickly with a minimum number of crashed sessions.

5.6.2 Pages and text are designed for consistency, readability and attractiveness.

5.6.3 The site is easily navigable, has a sitemap with clearly marked links, and the
different elements integrate seamlessly with each other.

5.6.4 Thesite is up-to-date, with minimum technical faults, and continuously under
development.

5.6.5 The site clearly displays its institutional links and acknowledges sources of
material used.

5.6.6 Support in the use of various functions on the site is provided both in the site
itself and from external technical assistance. '

5.6.7 The site encourages interactions with other learners as well as with the tutor/
mentor.

Quality assurance

5.7

5.8

The materials development plan includes provision for evaluation during the
developmental process in the form of critical commenting, developmental testing,
or piloting.

The materials are periodically reviewed in the light of ongoing feedback from learners
and tutors and advances in knowledge and research.

Desligning and Delivering Distance Education: Quality Criteria and Case Studies from South Africa
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7.

1

Learner Support

Learners are provided with a range of opportunities for real two-way
communication through the use of various forms of technology for tutoring at
a distance, contact tutoring, assignment tutoring, mentoring where appropriate,
counselling (both remote and face-to-face), and the stimulation of peer support
structures. The need of learners for physical facilities and study resources and
participation in decision-making is also taken into account.

Elements of the Criterion

Academic support

7.1

7.2
7.3

7.4

7.5

7.6

7.7
7.8

7.9

Learners are encouraged to create and participate in ‘communities of learning’ in
which the individual learner thinks and solves problems with others engaged in similar
tasks. This is facilitated through a range of learner support mechanisms — peer support
sessions, tutorials/contact sessions, teaching on assignments, support in the workplace
(mentoring), email and Internet communications, for example.

Academic support is built into the design of the course materials.

Learners are carefully oriented to the teaching and learning methods on the
programme, particularly if electronic learning methods are used.

Where appropriate, the development of competence in the use of information and
communication technologies is built into the learning outcomes of the programme,

In selection of venues and times for contact sessions, travel time and expense for
learners are considered. Care is taken to place suitable sites of learning close to
where learners live/work.

Tutors are selected and trained for their crucial role in encouraging active engagement
of each learner in the course/programme through:

® establishing and maintaining a supportive relationship with each learner in their
group;

® mediating learning from the course materials;

® teaching on assignments by give constructive feedback.

Tutor training places particular emphasis on equipping tutors to analyze and assist
learners with language and learning difficulties.

The tutor/learner ratio is sufficiently small to enable tutors to know their learners as
individuals, be able to support them in their studies and monitor their progress.

There are sufficient contact sessions to ensure that the learners are able to achieve
the outcomes of the course.

Designing and Delivering Distance Education: Quality Criteria and Case Studies fram South Africa
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7.10 Contact sessions are integrated into the course design, rather than being an add-on
extra.

7.11 The teaching and learning activities at contact sessions acknowledge learners’ existing
knowledge and experience, and provide opportunities for guided integration of the
new knowledge and skills as contained in the course materials.

7.12 There are opportunities for individual academic support for learners either by
telephone, by appointment, or online.

Counselling support

7.13 Learners have access to counselling for personal difficulties/advice related to their
study before and during their course or programme, as well as after its completion.

Administrative support

7.14 Administrative staff are trained to be helpful, clear and consultative in the way they
relate to and make arrangements for learners.

7.15 The obligations and responsibilities of learners and the educational provider are made
clear at registration. It is clear what resources and equipment the provider will supply,
and what the learner will have to supply personally.

7.16 Where possible, arrangements are made to meet learners’ needs for physical facilities
for study, tutorial, and resource space.

7.17 Learners have access to facilities (for example, libraries) and equipment that are
necessary for their successful learning.

7.18 Learners are provided with technical support for educational technology hardware,
software, and delivery system required in a programme.

Learning centres as part of learner support

7.19 Both academic and administrative functions of learning centres are taken care of in
the way that learning centres are managed.

7.20 Learning centres, to the extent that they become fixed structures, and particularly
fixed structures with technological equipment, are accessible to the broader
community, rather than merely to a provider offering a formal programme.

Monitoring/quality assurance

7.21 Before each critical phase of a course/programme (for example, before the first
assignment, contact session, examination), each learner is contacted and encouraged
to participate.

7.22 Learner performance is monitored and learners at risk identified. Timeous educational
intervention is provided for such learners.

Designing and Delivering Distance Education: Quality Criteria and Case Studies from South Africa A NADEQSA
PUBLICATION
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7.23 Performance of tutors and attendance of both tutors and learners at contact sessions
is monitored regularly. The work of mentors in supporting and assessing learners in
the workplace is also monitored by the provider. Monitoring data is analysed and
acted upon.

7.24 Feedback is sought from tutors/mentors as well as from learners for the review of
courses and programmes.

7.25 Learner structures, such as learner/student representative councils and faculty
associations, are established, recognized and empowered to represent learners on
structures of institutional governance.

Designing and Delivering Distance Education: Quality Criteria and Case Studies from Seuth Africa
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Introductlon

Learners and Learning is the fourth module in a series of open learning materials designed
for use in the initial and ongoing professional development of teachers, Nine modules —
most of which will be mixed media modules and will include a Learning Guide, a Reader,
and a videotape and/or audiotapé — are being developed for the Study of Education series,

This module, dealing as it does with legrniing, the central ‘business’ of schools, is
closely related to a number of other modules in the series:

» It provides the theoretical underpinnings of the learner-centred and interactive
teaching methods taught through the two practical teaching modules - Getting
Practical and Using Media in Teaching.

e It adds an important individual learning dimension to Understanding Qutcomes-based
Education, which explores the ‘paradigm shift’ within the South African education
system to an outcomes-based educational philosophy.

* The Curriculum module, which examines how knowledge is understood and organ-
ized by educational planners and then renegotiated and used by teachers, draws on
many of the theoretical concepts discussed in this module.

The Study of Education series

The Study of Education series — a project which is managed by the South African Institute
for Distance Education (SAIDE) — emerged in the exciting times that preceded South
Africa’s first democratic elections in 1994. Teacher educators — who were being hailed as
key to developing a democratic and globally competitive South African society — wanted
to move from the authoritarian ethos of the old apartheid curricula, but found few texts
available to support them in this shift. This project is a small attempt to fill this gap. .

SAIDE was also concerned that the distance education debate in South Africa was
driven by questions of cost-efficiency rather than educational quality. Given our dismal
distance education history — mostly characterized by single-media and nastily didactic
courses — this seemed a major deficiency. We felt that the production of critical and
engaging distance education materials would serve to demonstrate how distance educa-
tion could meet access needs cost-effectively while also providing quality education.

The project chose to develop these open learning texts in the area of educatienal
theory. In an era when the teaching of theory is treated with suspicion, this might be
regarded as a strange choice. We believed, however, that teachers who have to change
the old system and implement the new curriculum, who have to help build a democratic
order and not simply run the old system more efficiently, need an education which
develops the ability to think, problem-solve, and make value judgements. But, like
many educators, we had a distinct dislike for the abstract and decontextualized theory
that characterized South African teacher education in the past. This series attempts to
teach theory as a valuable element of practice which teachers can use to understand and
improve their lives and practices as teachers.

Finally, the authors of the Study of Education series were determined to break with the

‘top-down’ curriculum development practices characteristic of our past in three impor-
tant ways:

= we have actively recruited writers from a range of teacher education institutions; .
* we have worked to establish a collaborative and team approach to module development;

* we have prioritized the development of writing and curriculum design skills in our
writers.

We hope you enjoy working through this module. If you do, look out for the other
modules in the series. They deal with issues as concrete as school organization and
management (Creating People-centred Schools), and teacher professionalism (Being a



vi

Teacher), through to fasciﬁating speculations on the changed roles which schools and
teachers will play in Africa in the new millennium.

Acknowledgements )
This module took a long time to develop. It began as a series of small ‘brainstorming’

meetings in Durban. The ideas from these meetings were organized into a writing
proposal by Lynne Slonimsky and Jill Bradbury. The proposal then gathered dust fora

- while before Ian Moll and Gisela Winkler were asked to resuscitate it. This they did with

enthusiasm, and with assistance from Jill and the other writers, Maggie Tshule and
Merlyn van Voore, the module was finally completed.

Writing learning materials, unlike writing a novel or academic paper, is a team effort.
Part of this effort is the feedback received from critical readers. Were the presented ideas
valid and useful to teachers? Were the arguments clear and stron g7 Was the text written
in an accessible and interactive style? A special thanks goes to Anita Craig (University
of Stellenboschy), Lynette Faragher (Western Cape Colle ge of Education), Sandy Lazarus
(University of the Western Cape), and Staf Sithole (Shoma Education Foundation)
whose comments were invaluable in shaping the character and form of the module. A
final but important member of the creative team is George Lekorotsoana who edited
hours of interviews into an interesting and useful educational audiotape.

Behind the writers and critical readers is a team of people who made the whole
process happen. We thank Mike Adendorff (simply for managing), Kerry Frizelle (for
the work she put into finding the resources for the ‘Durban task’), Joanne Hardman (for
the transcript of her homology lesson), Mandla Maseko (for his recollections on learn-
ing and assistance with the audiotape), and SAIDE staff, in particular Jenny Louw and
Thenji Mlabatheki, for their help in tracing resources.

Lastly, the writers would like to express their gratitude to the South African Institute
for Distance Education (SAIDFE) and the project funders, the W. K. Kellogg Foundation,
for making it possible to produce this module. oo

John Gultig (series editor) and
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ABOUT THIS MODULE

What will you learn in this module?

Not surprisingly, Learners and Learning aims to develop your understanding
of learning. It seeks to assist you, as a teacher, to be able to analyse learning,
and in so doing, to reflect on what you can do to improve it.

We have divided the module into six sections. This first section:

+ introduces the module;
e discusses how we’d like you to study;
+ explains how we understand learning;

* begins to explore, at a simple level, how learning is initiated.

Sections Two to Six each pose, and provide tools for answering, a critical

question about learning:

Section Two How deo we, as teachers,
enable learners to learn?

This section explains how
learners move from the known
to the unknown.

Section Three How is school learning
different from everyday
learning?

We explore how teachers can
implement good school learning
in classrooms.

literacy (reading and writing)
play in leaming?

We argue that reading and
writing are crucial to good
school learning.

Section Five What role do teachers play
in producing and improving
learning?

Section Six How can teachers use

different theorles of leaming
to hielp them understand
learning in their classrooms?

In this section we consider
this question in detail.

We examine a number of
different cognitive theories and
consider the relationship
between theory and practice.

At the end of each section we consider how the ideas about learning
discussed relate to the South African debate about outcomes-based educa-

tion.
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The problem with learning

It seems obvious that teachers should be interested in learning. Children go
to school to learn; teachers go to school to teach them how to learn. The
introduction of outcomes-based education has re-established the impor-
tance of learning by emphasizing learner-ceniredness and lifelong learning,
; and by highlighting the importance of creating a culfture of learning and
teaching in our schools,

But learning doesn’t belong only in classrooms: learning new things is
something that we all do, everywhere and throughout our lives. Long
before children get to school they learn about the world by inquisitively
exploring their immediate environments, responding to a multitude of
colours and sounds, touching, grasping, and putting all kinds of things
into their mouths. Perhaps most importantly of ail, young children learn
to talk, to communicate with others, and to know the world through the
language of their mothers and others in their cultural context. As a result,
children arrive on the first day of 'big’ school with their heads already full
of rich learning experiences. '

This everyday learning - learning outside of the classroom - continues
throughout our lives. Even as adults we continue to discover new things
about our worlds - through the newspapers we read, the TV we watch, and
in our interactions with others in the workplace and at home.

¢.

* The process of
learning seems so
natural that we
often forget to ask
important
questions about it.

b

None of us doubt that learning to understand the world is a central part of
education, but because learning is such an ordinary and everyday thing, we
sometimes take it for granted. We don't give a second thought to how the
people around us are learning, or why they are able to remember all the new
things they learn. The process of learning seems so natural that we forget to
ask important questions about it; we often don’t bother to learn about
learning. '

There is a danger in this oversight, particularly for teachers. Precisely
because learning is so common and so natural, we need to think about it
carefully and understand what it is, and why and how it happens. We need
to understand why different kinds of learning are important in different
contexts. More significantly, we need to understand why, and under what

- conditions, learning doesn’t happen when we expected it to.

!
i
¥
'



How to work W|th thls module
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The module’s components

Learners and Learning consists of the following components:
* alearning Guide;

* a Reader;

s an audiotape;

» aworkbook.

Learning Guide
This Learning Guide operates as your ‘teacher’. It will structure your learn-
ing, explain concepts, and direct you to other parts of the module at appro-
priate times. It is filled with activities that we strongly suggest you complete
before proceeding to the next section.

Scan through the Guide now. Do so by reading the main contents page
and then each section’s contents page. This will give you an idea of what
you will learn.

Reader

The Reader contains the edited writings of a range of expert theorists and
practitioners which the Learning Guide refers you to at appropriate
moments. Consider these readings as the written advice of experts who are
able to give you guidance on specific issues. Treat their advice critically,
however. Don't simply accept their opinions.

Scan through the Reader now. Do so by reading the main contents page
and then each section’s contents page. This will give you an idea of what you
will learn.

Audiotape
The audiotape consists of interviews with learning experts, conversations
with teachers, and recordings of excerpts from lessons.

Listen to the complete tape now. Don’t be dismayed if you don’t under-
stand some of the discussion at this point. The Guide will advise you to
listen to shorter segments of the tape again, later.

Workbook

We strongly advise you to purchase a workbook in which you can do all'the
activities and also make notes of any additional ideas you may have as you
study. This workbook will act as a record of your thinking and develop-
ment. We suggest that you buy a hardcover A4 book or a file for this
purpose.
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ABQUT THIS MODULE

The importance of active learning

As you work through the Learning Guide, you will see that we advocate the
idea that new understandings depend on, and arise out of, action. Because we
firmly believe this, we have designed this Guide to include many activities
that we hope you, as the teacher-learner, will complete, Like all good learn-
Ing materials, the Guide will work best if you engage systematically with the
activities that are set out for you here. If you don't do the activities, you will

miss out on the most important part of the learning pathway we have
developed for you.

Reading and writing activities

Most of the activities in the Guide are reading and writing activities. Tt is
important that you apply your mind to each one of them and answer the
set questions in your workbook.

Follow the instructions given for each activity carefully. You may, for
example, be asked to read an article from the Reader, to consider a set of
issues raised in the Guide from a particular. perspective, or to listen to a
specific part of the audiotape. Follow these instructions but also write down
any other comments or thoughts that come to mind as you do each activi-
ty. In particular, think of how youcan apply the new ideas in your teaching.

The activities you are asked to do are designed primarily to help you to
learn something new, or to acquire a new understanding about something.
As with the readings, we will sometimes ask you to go back to an activity
you have done in your workbook and revise it in the light of the new under-
standings you have developed. Don’t skip this step; it is a vitally important
part of the learning process.

Thinking activities

At various points in the Learning Guide, we ask-you to pause and take some
time to reflect on a particular issue. These thought pauses are designed to
help you consolidate your understanding of a specific point before tackling
the next section of the Guide. They deliberately try and slow you down!

One of the habits many of us develop through our involvement in a rote
recall kind of learning is that we rush through things. Once we have read
something, we believe we know it, This isn’t true, While we may now recog-
nize the idea, we probably don'’t really understand it in any detail. Work
through this Guide slowly and thoughtfully. Reread and rethink. This is
howwe develop a depth of understanding and become able to use the ideas
we learn. : . '

Try to link the issue raised in each thought pause with what you have
read, with what you have already learnt about learning, with your own
previous experience, and so on. Think about the problem we have raised. '
You might want to jot down your ideas in your workbook so that you can
be reminded of thern at a later stage.

Listening activities

The audiotape contains interviews with South African experts in the field

of learning, interviews with teachers, and short excerpts of teaching and

learning experiences. The tape serves two key purposes: ‘

* It provides learning vatiety in that it asks you to listen rather than read,
It also dramatizes learning events so that the interactions between teach-
ers and learners come alive. A learner who used a similar tape in another
module said that it offered ‘light entertainment’ after the heavy reading
he had done! This is a good response. Enjoy the tape.
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o It illustrates or magnifies ideas presented in the Guide by providing you
with examples of how teacher-experts use these ideas in conversation.
Listen to how they construct arguments, or how they use a concept or
idea to analyse an incident in a classroom.

‘We refer you to.the audiotape at specific points in the text and have tried
noot to use excerpts that are more than about twelve minutes long. You may
find it difficult to concentrate at first. Your listening skills will improve,
however, if you use the questions in the activities to guide your listening,
make notes while you listen, and listen to excerpts more than once. Feel
free to listen to the tape ahead of time, but do so again when the Guide
requests you to do so.

How much time should you spend studying?

It is impossible to estimate how long it will take hundreds of different kinds
of learners to work through this module. We have written it so that an
average, hard-working student who works consistently for six hours a week
will finish this module in about twenty weeks (a university semester). In
other words, you should set aside about 120 hours of time to study.
We expect that you will spend the 120 hours in the following way:
* Reading time: about sixty hours. This includes reading the Gulde as well
as readings in the Reader.

* Activity time: about forty hours. This includes the time it takes you to

think about your readings, listen to your audiotape, and write your
answers in your workbook.

* Assignment writing time: about twenty hours. This is the time you will
spend writing the assignments you submit to your tutors.

Aswe have said, however, different learners learn in different ways and will

take different lengths of time to complete this module. Be your own guide.

Structure your learning so that it fits with your lifestyle. You could, for

instance, complete this module;

* in ten weeks if you are a full-time student and can spend twelve hours a
week on this module;

* in a year (or about forty weeks) if you are very busy and can only spend
three hours a week studying.

Of course you could also complete this module in a couple of days if you

ignore all the activities and simply read it from cover to cover. But this isn't

studying and you will probably forget everything within days!

We also know that different students work at different speeds, so youmay

well find that you need more (or slightly less) than the 120 hours we have
estimated it will take learners to complete this module. Again, assess your

own capabilities and spend more time on the module if you feel you need
to do so.

Assessing your learning

We have designed this module so that it models an outcomes-based assess-
ment style. This means that the book promotes an assessment process that:

* is continuous and formative;

¢ assesses your ability to relate ideas about learning to classroom realities and
concerns;

* contributes to your intellectual development.

’
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While your institution may still require you to write a final exam, we
believe that your own assessment of your consistent engagement throughout
the learning process is just as important as any final ‘measurement’ of your
ability.

So far, this section has set out the different learning media which make up

the module (a ‘teaching’ text, academic articles, and taped discussions

which expand and reflect on the text) and has explained what it is that we
expect you to do in order to acquire new understandings about learning.

This explanation is descriptive in two ways. In one, more obvious sense, it

describes all the important components of the module. In another, more

abstract sense, it describes a conception of learning (and thus of assess-
ment) that is important for you to understand:

s Firstly, the module as a whole is a systern of knowledge about learning.
Not only do the various sections and parts of each component (Learning
Guide, Reader, and audiotape) build on one another; each whole compo-
nent also builds on and clarifies the ideas in the other components. This
means that as you work through the whole module, you are building
relationships within and between the different texts.

* Secondly, the section assumes that you need to do things in order to
learn. It sets out the kinds of tasks or activities that you need to engage in
in order to come to know this system, that is, to learn about learning. You
need to engage in action to start to learn something new, and you need
to continue with such action in order to gain and consolidate new under-
standings.

At the beginning of Sections Two to Six, your first action will be to consid-
er a number of contentious statemnents about learning. The aims of doing this
are to:

* help you define what you already know about learning; _

* establish what you think you may know (but which might be wrong);

« focus your thinking on the central issues of each section.

Yes, it is true. Learning is the same for No, it isn't true. Some people
everyone. We are all God’s children. are born clever.

_ | HALF-TROTH N

STATEMENTS

o LEARNING 15 TIED To
INSTRI CTIEN

o LEARNING 15 THE SAmE
FoR. EVERYONE

v TEACERS ARE THE
ExPERTS

A bl ACoTa T =t A aar

Well, it's true and false. Some learners are
bright, but many others can become very clever
_ through good teaching and learning.

Spend time considering whether or not you agree with each of the state-
ments, and for what reasons. As you read through them, make notes on
your initial response to each (we will ask you to reassess these first respons-
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1 This module was written jointly by a team of authors. All of our ‘voices’
b appear in each section in some way or another. There were many debates
amongst members of the team as the manuscript took shape. We debated
. about matters of principle and theory as well as about what content and
bl pedagogical strategies should 80 into a teaching-learning text of this kind.'

: We criticized each other constantly which resulted in the rewriting of our
text along the way. This happened many times!

There are still important differences amongst us, the writers, on many of
the issues we cover in the moduie. We will probably pursue these in other
kinds of debate in the future. We want you to do the same. Don't simply
agree with us. Instead, read carefully, debate your points with other
teacher-learners, and rethink issues. Be able to substantiate and argue your
{ views, but always remain open to changing them.

S In the end, though, we agreed enough to present the module to learners
and readers as a collective product. The following are the members of the
|;': ' team and the sections of the text for which each took responsibility:

Gisela Winkler is a teacher and freelance author of educationa!
materials based in the Western Cape. She is the primary author of
Sections Three, Four, and Five. She also carried out an overwriting
function for the whole module,

lan Moll was a lecturer in the Department of Education at the
University of the Witwatersrand, and subsequently a Director in
the Gauteng Department of Education. He is currently studying
chitd development in Geneva. He is the primary author of Sections
One and Six, and of the OBE commentaries at the end of all
sections,

Jill Bradbury is an educational psychologist from the University of
Natal (Durban). She is currently the Programme Director of
Academic Courses and Curriculum Development in the office of
Community Outreach and Service Learning (COSL). She is the
primary author of Section Two.

Maggie Tshule is on the lecturi ng staff of the Department of
Speech Pathology and Audiology at the University of the
Witwatersrand. She is a co-author of Sections Five and Six.

Merlyn van Voore was formerly a secondary school mathematics
teacher and now works as an education and training consultant in
Johannesburg. She contributed a number of the case studies of
teaching and learning that appear in the text.

Lynne Slonimsky is on the lecturing staff of the Department of
Education at the University of the Witwatersrand. She co-
developed the original proposal and centributed extensive
revisions of text to all the sections,
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es later). We have tried to formulate the statements so that they are neither
obviously true nor false but rather represent half-truths about learning.
This means that while they may offer important insights into learning,
they tell only part of the story and can be misleading or incorrect in some
important aspects. :

Atthe end of Sections Two to Six, your last action wiil be to go back to the
statements you considered at the beginning and think about them again in
the light of what you have studied. When you do this, ask yourself:

* How have my views or understandings changed?

¢ Can I provide better reasons for why I agree or disagree with particular
statements? If yes, what are these? If no, why not?

» What are the strengths and weaknesses, or the half-truth, of each state-
ment?

These half-truth statements act as a special kind of learning outcome. They
direct your attention to the key ideas in each section. By returning to them
after studying a section, we are asking you to assess the degree to which
your understanding of these key issues has changed. In other words, we are
asking you to decide whether or not you achieved the desired learning
outcomie,




How does learnmg get started”
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What are half-truths?

On page 45 in the Reader you will find an article by Dwyer in which he
argues that a whole range of common-sense staternents about learning made
every day by teachers, are only half-truths. For example:

* He argues that the statement ‘learning is a somewhat unnatural activity’ is
true to the extent that learning requires hard work, but false in that it is
something all children do simply because they grow and develop.

* He suggests that the statement ‘learning is the same for everyone’ has some
truth in it (because all children have a right to acquire the common body
of knowledge that enables them to participate in a democratic society)
but is false in another sense (because every child learns differently).

Most of the statements about learning at the beginning of each of this
module’s sections can be considered to be half-truths rather than entirely
true or false. As a learner it is important that you, in each case, think about:
* in what ways they are true;
* in what ways they are false.

We hope that in the process of studying each section you will refine and
change your initial understanding of the half-truth statements and find
further knowledge and evidence to support particular positions.

Let’s read the article by Dwyer to see what he can tell us about half-truths in
learning.
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Activity 1

1 Glance through the table below. Then read the article by Dwyer on
page 45 of your Reader entitled ‘Some half-truths about learning’. Use
the statements in the first column of the table to guide your reading,

2 When you have finished reading, and understand what Dwyer is
arguing, draw a table simiiar to the one below in your workbook and
complete it.

Statement ahout learnin

Learning is the act of acquiring
and retalmng information.

Learning is a somewhat unnatural
activity.

Learning is best undertakenina
structured, orderly manner.

Teachers are the experts.

Starting to learn

We won't provide feedback on Activity 1 immediately. As you move
through this module, you will work out what half-truths are and why they
limit our understanding of learning through your own action by domg the

half-truth activities regularly.
Let’s continue by finding out how believing that we know the truth can

stand in the way of real learning; of really finding the ‘truth’.

An ancient story about learning

There is an ancient and famous story about a slave boy who believed that
when you doubled the area of a square, it followed that you doubled the
length of its sides. He thought to himself:

If square B is twice as big as square A (if it covers twice the area
that A covers), then it must be true that thé sides of square B are
twice as long as the sides of square A.
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Stop. Think.

Read that again. Is this boy’s logic correct? If not, what's wrong with
his understanding of space? How would you, as a teacher, correct his
thinking?

This reasoning seemed obvious to the boy. He couldn’t see that he was
wrong. In fact, as far as he was concerned, he was absolutely right, and
stated the fact boldly and confidently. As his teacher said at the time, the
boy did not know, but he thought that he knew. Because he believed he was
right, he could not see that he was wrong.

In order to correct his thinking this teacher, the famous Greek philosopher
Socrates, asked the boy a series of questions about the two squares. By doing
this he led the boy to contradict himself. Suddenly, as he tried to answer the
questions, the boy realized that his answers didn’t make sense. He suddenly
saw that he had been wrong all along. This is sometimes called an ‘AhaV
experience. The boy realized that he had not understood and did not know
after all, and he felt really uneasy. Socrates called this feeling ‘perplexity’.

Let’s look in on Socrates’ teaching. Read through this cartoon.

Now boy, answer me. Square A is four square feet in area. You say that )

to double the space of square A you must double the length of each of

its sides? That by doing this you will increase the area from four square
feet to eight square feet?

Let's seeif you are
correct. You say that line
ac is double line ab, if we
add as much (bc) to ab on

ide?
L\ one side?
o R

9

. _ ~

Then let us draw these four

equal lines (ac, cd, de, ea)

y and form a square. Is this

the space that you say will
be eight square feet?

So, ifwe put four lines equal in length to )
ac together to form a square, you say we
shall get the eight square feet space?
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Well how big is the new space then?
Is it not four times the old cne?

But can't you see that these
four spaces here (A, B, C, and
D) are each equal to the one
we began with, the four square
feet space?

4
Is four times the old space the same as
double the old space? - 1

Why no, upon my word!

A

Activity 2

1 Take out your audiotape. Begin listening at the start of Side 1. After
the introduction and a short musical interlude, there is a ‘South-
Africanized" version of the Socrates dialogue.

a First, listen carefully to the important points we make about how
you should learn.

b Then, directly after the music, listen to the teaching dialogue
.between 'Socrates’ and a ‘learner’.

2 As you listen pay particular attention to the Qquestions the teacher
asks. : .

a What does the teacher do to help the learner to understand?
b What does this story teach us about teaching.and learning?

What does Socrates teach us about learning?

At first, the boy thought that he knew how long the sides of square B were, -
He was satisfied and complacent in his state of ignorance: there was no
reason for him to investigate further or to think more deeply. Socrates knew
this, and asked him questions that broke his complacency by making him
- feel perplexed, confused, and uncertain. The boy began doubting his initial
beliefs. He now knew that he did not know, and so began searching for new
understanding. He was aware that he had misunderstood things and that he
now had a problem to solve. He was no longer complacent.

Socrates believed that the learner was now much wiser than before, even
though he did not yet grasp the correct understanding (he knew that the area
was four times as large but did not yet understand why). Without his
complacency, the boy was better off and much strongerasalearner, Now he
would want to know, and would search actively for knowledge. As Socrates
said, ‘He will find out by seeking along with me, while I do nothing but ask
questions.’

Socrates went on to help the boy discover mental pathways (new ways of
thinking about the problem) he could use to learn about the relationship
between the sides of a square and its area. He did this by asking him further
questions about the lines and spaces of the square, and about diagonals
that could be drawn in the square.
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What role should learners play?

What you have just read is an example of a successful learning and teach-
ing event, but the success is the result of the learner and the teacher being
prepared to play particular roles. The boy — the learner - has to think about
the problem actively: :

« He guesses and by so doing reveals his understanding (or misunder-
standing) of the problem.

He makes mistakes and is prepared and encouraged to make mistakes.
He then corrects them in the light of new information or feedback.

He is prepared to listen to Socrates and Jearn from his teacher’s under-
standing, which is different from his own. '

He realizes the contradictions between his existing knowledge and the
formal knowledge that others - like Socrates — have of geometry.

By being prepared to enter the learning situation with this kind of attitude,
the boy is able to actively come to know something that he did not know
before.

What role should teachers play?

Much of this couldn’t have happened, however, without a good teacher

and good teaching. Let's have a look at the kind of role that Socrates — the

teacher — plays. He deliberately teaches the boy new knowledge:

» He questions the boy and then identifies the mistakes that the boy is
making.

« He is able to pinpoint what the boy needs to know and do in order to
correct his mistakes because he knows more about geometry than the boy.

¢ He frames this new knowledge in a way that the boy can understand it
and be challenged by it; he teaches well!

* He designs an activity which will allow the boy to engage in, and come to
understand, the new knowledge and correct his own mistakes. He
doesn't simply tell the boy why he is wrong.

= He guides and, where necessary, provokes the boy through this activity.
This ensures that the learner is interested and engaged, and doesn't
become too confused. .

Another way of thinking about this famous event is to say that Socrates
introduced the boy to a system of thinking (about geometry) and questioned
him about the squares using the language and conceptual tools of this discipline.

By answering the questions, the boy engaged in a new way of thinking
about the square, and eventually completed the ‘Ahal’ experience, He
arrived at a new understanding by participating with Socrates in the activi-
ty of questioning even that which seemed obvious. He learnt to see a
problem in geometry differently and correctly, and in the end, he knewand
understood the principle of how to calculate how much longer the sides of
square B were than those of square A.

Most importantly, he would now be able to apply this understanding to
new problems independently. »

The learning paradox

The most interesting question that this story of a boy learning geometry
provokes, is one that has troubled psychologists and educators for a long
time. It is a question that every teacher asks in some form or another about
every learner, every day in a classroom: :

15
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Think carefully about the boy. In his initial state, he did not realize that his
understanding was incorrect. He therefore did not realize that he needed to
learn anything. He saw no need to learn, and had no desire whatsoever to
learn. In fact, his misunderstanding, because it was so strongly and confi-
dently held, probably acted as an obstacle to further learning. The fact that
he ‘knew’ meant that he did not seek any further knowledge about the
subject.

This problem is often called the learning paradox and is very important in
teaching. The paradox suggests that:

» If we know something, then we don’t look any further; we don’t feel a need
to see whether there is something more to know. In other words, we don't
feel motivated to learn because we think we have already learnt.

* Yet, if we don’t know something, we also don’t feel motivated to learn!
Why? Well, because we don't know what we need to know, or need to
look for. We don’t know that there is anything more to learn. And even if
we did seek to learn, we would not know when we had found what we
looking for (because we didn’t know what it was when we started).

This may sound a little confusing at the moment. But this is the tricky
problem that confronts teachers over and over again in their classroons.
We will come back to it again and again in this module,

How do teachers deal with this paradox?
The learning paradox also translates into a paradox of feaching:

The story of the boy learning geometry shows us very well what an under-
standing of this paradox can reveal about learning, particularly the kind of
learning that happens at school.
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Socrates had to find a way of getting the boy to understand that, in fact,
he did not know the answer to the geometrical problem, although he believed
he did. Then, he somehow had to provide the boy with the necessary learn-
ing resources for his understanding to change. In other words, he had to
find a way of motivating the boy to move from the known to the unknown.

As the teacher, Socrates was responsible for ensuring that some kind of
activity happened which would make it possible for the boy to learn some-
thing new. Sometimes learners encounter the unknown with confusion and
puzzlement (perplexity) when they recogmnize that they do not understand
it at all. Often, however, they may think that they do understand it - just as
the boy thought that he understood the geometry of the area of a square.

In either case, the learner is unable fo use his or her previous understanding
in order to act in solving the problem:
¢ In the first case, the learner knows that his or her previous understanding

is inadequate and doesn’t know what to do.

* In the second case, the sense of understanding means that the learner
will act inappropriately and be unable to solve the problein correctly.

This is the learning paradox — how can someone learn something new or
different either if they feel totally lost, as if they know niothing at all, or if
they feel certain that they understand things perfectly? This paradox
cannot be resolved by focusing on understanding alone.

Rather, the key to learning lies in action.

This is a very important principle for you to understand: in order for chil-
dren to learn, they must engage in some kind of activity that provides path-
ways for them to move from the known to the unknown. In the Reader, you
will find an article by Craig on page 85 entitled ‘Education for all’. In it,
Craig expresses this principle as follows:

‘For someone to learn, she must first act, in order to discover the limits
of her knowledge and the demands of the task, before she can be explic-
itly taught about the task and ways of engaging it appropriately and
successfully.’

Two Kinds of learning activity

How will the learner know what kind of action to engage in? There are two

important sources of activity:

* The learner herself will spontaneously act to make sense of the world.
People are naturally active, curious beings. Although these actions may
sometimes be based on misunderstandings, new information from
objects and events in the world in response to her actions may cause her
to reflect on and change her understanding.

* A teacher or more experienced person may create opportunities for
action that will take the individual beyond her own spontaneous activi-
ties and in the process, allow her to experience things in a new way.

Both of these sources of action are important for changing old understand-
ings and learning new things. This module will explore both to explain
how the active construction of learning is possible.

17
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The module’s key themes

The central themes that you will find running through the whole module
arise from this discussion of the learning paradox. We proceed from the
insight that activities involving both self.generated action and engagement
with the knowledge of others are necessary for learning to occur. Throughout,
we emphasize that learning is only possible through action.

L Sectlon o T Keybhemer i1
Section Two  We discuss the spontaneous mental action by which people create
connections between ideas using thelr previous knowledge to understand

new infermation. We aiso explore the active strategies of guessing, ques-
tioning, and imagining as ways to move from the known to the unknown.

Sectlon Three  We identify particular kinds of unknown that characterlze the formal

schooling context and demand new and different Kinds of learning
actions. ’ .

..............................................

Section Four  We explore the Important role of reading in learning. Through reading w
gain access to the knowledge of others (and in particular, disclplinary

knowledge) which is probably the most important function of school
learning.

Section Five We explain how teachers can gufde and direct learners’ actions to affect
new understandings.,

Section Six We explore different ways that important theorists have explained the
learning process.

Our understanding of learning

This module takes a broadly constructivist approach to teaching and learn-
ing. Earlier theories of learning tended to view learners as rather passive
recipients of knowledge, but contemporary constructivist theories empha-
size the active engagernent of both learners and teachers. We revisit some
of the earlier ideas in the module and redescribe them in theoretical terms.
We also make suggestions as to how you as a teacher can use theories of
learning. '

These ideas about learning having to do with acts of understanding are
contentious. Ideas about teaching and learning have changed a lot in the
past fifty years. In the context of schools, there has been a shift from the
idea that good teaching is like banking {(depositing knowledge in the
learner in the same way as money is deposited in the bank) to the idea that
teaching and learning are active processes of making meaning.

The passive learner

If you spoke to education department officials and theorists of learning
around the world before the 1950s, you would probably have been told that
children learn by having knowledge given to them. They would have
argued about how this knowledge is given. Some would have said that it is
given to the learner ‘from inside’ by different kinds of intelligence and apti-
tudes that children inherit at birth. Others would have said that knowledge
is given to the child by ‘inputs from outside’, by the influence that the envi-
ronment has on children’s upbringings. But they would not have argued
very much about the ‘fact’ that knowledge is giver to children.

The reason for this general level of agreement is that we are, to a greater
or lesser extent, teachers, learners, and thinkers within the dominant spirit
of our times. The debate about learning and teaching that raged up to the
end of the 1950s tended to be formulated as the ‘nature-nurture debate’.
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‘Nature’: Knowledge Is given to us from  ‘'Nurture': Knowledge is given to us from

inside. Learning happens when the outside. Learning happens when the
machine of our mind gets going, when environment impacts upon us and
we practise and perfect our innate changes our conduct, when we
talents. accurriulate experiences.

In education theory, the ‘nature’ perspective (the belief in the power of
innate ideas to determine our learning) was in its time very influential in
shaping the schooling system as we know it. The power of the intelligence
testing movement is one example. Let’s face it, we all find it very hard to
shake off the belief that the people who did better than us at school were
born with a higher IQ than us, no matter how much we are told that IQ tests
are culturally and academically biased! As teachers, itis difficult to shake off
the belief that some children are born more intelligent than others.

The ‘nurture’ perspective has also been extremely influential. One thing
that it has produced is a very narrow focus on the objectives of the teaching-
learning situation. It has led to a system of teaching where learning objec-
tives (or outcomes) are defined beforehand, and where teachers teach
towards the achievement of this final set of predetermined skills, knowl-
edge, attitudes, and values by the end of a particular period of time.
Behaviourists, for example, talk of the shaping of ‘texminal behaviours’ by
the careful management of reinforcement systems. The teaching-learning

process is recast as a series of technical events concerned with the way that

environmental stimuli reinforce learning.

The common assumptions within the nature-nurture dispute have been

very influential in education. Up to at least the middle of the twentieth
century, teachers and education officials tended to share a view of the
learners as passive or static. Whether knowledge came from inside or
outside the child was not considered as important as the underlying idea
that the child passively received knowledge.

The active learner

In the 1960s and 1970s, a revolution took place around the world in the
way in which we think about teaching and learning. Its essence was a shift
away from the idea that knowledge is simply given to children in favour of
the idea that children create knowledge. No longer were children to,be
thought of as passive recipients of knowledge, but rather as active construic-
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ABOUT THIS MODULE

fors of their own knowledge through their interaction with the world and
society around them. In order to construct knowledge learners must both;
* develop their own novel ways of knowing;

* acquire existing human knowledge (language, cultural wisdom, techni-
cal skills, school disciplines etc.).

intelligence
innata

In other words, learners construct (develop

their own novel ways of knowing) and

AC TIVE reconstruct (acquire existing human knowl:
LEARNING edge) knowledge in order to develop their
own systems of knowing. The child-centred

(X8 K Mgy or learner-centred education movement

g G came about as a result of this emphasis on

the way that the learner constructs his or
her own knowledge. This revolution in

and thinking about learning is known as the
shaped by ' e .oy .
environment constructivist revolution’, and it left the

rigid, old nature-nurture debate behind.
Importantly, the concept of activity was
central to this whole shift in understan ding
learning. In the school context, broadly
speaking, constructivism came to empha-
size the activity of both learners and teach-

ers in the school as they constructed and

reconstructed knowledge,

This shift in thinking does not mean that we should throw out all the
ideas about learning or methods of teaching associated with the earlier
theories. In fact, new ideas often bujld on older ideas. Think about a child
constructing knowledge. The act of constructing new knowledge is an
interaction between what is giveri by nature (inborn capacity) and what is
given by nurture (experience). The learner Creates new meanings out of this
interaction. This module approaches learning with both imperatives —
nature and nurture — in mind:

* In Section Two we set out to understand the immense inborn.capacity
(nature) of individuals to learn. We argue that all of us are naturally
curious and acquire new understandings by acting on the wozld in pecu-
liarly human ways, This is a powerful force for learning in the classroom.

» In Sections Three, Four, and Five we explore how schools, books, and
teachers can make learning possible, Everything in the world — events,

contexts, objects, and people - functions either to produce(nurture) or
block learning. : ] .

However, learning should not be dissolved into either the inside or the
outside of the learner. In this module we try to develop the principle of the
active construction of learning out of both human nature and the world.
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Many people have argued that constructivism informs the learning and
teaching approaches advocated with the introduction of outcomes-based
education (OBE) in South Africa. We'd probably argue that this statement s
a half-truth!

There is an emphasis on the learner-centred construction of knowledge,
skills, values, and attitudes within OBE. A Department of Education docu-
ment makes the link in the following way:

‘One of the characteristics of trans formational OBE in South Africa is
that it is learner-centred. Learner-centred approaches place emphasis
on constructivism. Each of us constructs our own meaning and learn-
ing about issies, problems, and topics.’

We aren’t as sure that there is necessarily a connection between construc-
tivism and OBE. We also think that many of the advocates of OBE under-
stand constructivism differently to us. But the debate about educational
change in South Africa asks us to consider them together. In this module,
we will do this.

At the end of each section we include a commentary on OBE and its
implementation in South Africa. These discussions will highlight current
debates about OBE, and explore it in relation to issues about learning
covered in the section. Travel this journey with us. See whether you can
work out which parts of the current half-truths in the debate about
outcomes-based learning in South Africa are true and which are false!

We end Section One with audiotape “visits’ to a number of learning
experts. Many of the ideas raised earlier about the nature of learning - like
the learning paradox — are discussed.

Activity 3

1 Turn to Part 1 on your audiotape. First listen to the entire excerpt.
Stop the tape when the narrator says '‘Part 2°. Then rewind and listen
to each of the three subsections separately.

2 Answer these questions when you have finished listening:

a OBE advocates often argue that learning should be fun and rele-
vant. Do Moll and Lazarus agree? In no more than ten lines, explain
what they say about the nature of learning. (They may disagree
with one another. if they do, note their differences.) ’ .

b What are the crucial differences between school (formal) learning -
and everyday (experiential) learning, according to these speakers?

¢ The speakers suggest that content learning and conceptual learn-
ing are two important parts of formal learning. What.are these?
How do they differ from one another?

d Miller says that the idea that we can proceed from the known to the
unknown, or from the familiar to the unfamiliar, 1sn't possible when
teaching new conceptual knowiedge. Why is this so? What does he
suggest we do instead? (Note how his argument links back to the
work we did on the fearning paradox earlier.) ’

e Write down one idea you have learnt in this section which you can
apply in a classroom. Explain how you would use it.
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We develop national
curriculums,
ambitious corporate
training
programmes,
complex schooling
systems. We wish to
cause learning, to
take charge of it,
direct it, accelerate
it, demand it, or even
simply stop getting in
the way of it, ...

If we proceed
without reflecting on
our assumptions
about the nature of
learning, we run an
increasing risk that
our coniceptions will
have misleading
ramifications. In a
world that is
becoming more
complexly
interconnected at an
accelerating pace,
concerns about
learning are
certainly justified. -
But perhaps more
than learning itself,
it is our conception of
learning that needs
urgent attention ..,

Conclusion and key learning
points

Reassessing the half-truths

This is the point at which you should review what you have learnt (or not
learnt) in this section. Begin by turning back to the half-truth activity on
Ppage 12. Dwyer argued that the following statements are half-truths about
learning:

* Learning is the act of acquiring and retaining information.

* Learning is a somewhat unnatural activity.

* Learning is best undertaken in a structured, orderly manner.

* Learning is tied to instruction.

* Learning is the same for everyone.

* Teachers are the experts.

Now that you have learnt a whole lot more than youknew when you began
this module, have your views about what is true and false about these
statements changed?

Key learning points

* Weall learn all the tirhe; we are ‘sense-making’ machines.

* However, everyday (spontaneous) learning and school (formal) learning
are different in important ways, and we need both,

* Schoollearning requires that we break away from our concrete and famil-
iar worlds. In order to do this we need to learn to think abstractly and
conceptually. '

* Learning isn’t always fun. The best learning asks us to move out of our
comfort zones — it is difficult, and it will cause some level of anxiety.

* One of the biggest hindrances to new learning is what we already know,
Although this is sometimes a useful starting point for new learning, it can
also block new understandings.

* In order to help learners ‘unlearn’ we need to -create some conflict or
contradiction in their thinking. We can’t talk riew ideas or understand-
ings into people’s heads; we can only provoke them through some form
of action or aetivity. _ 1

* Conceptual learning is particularly difficult. Once one.understands the
concept of, for instance, a game, then the teaching of new content, like the
rules of cricket, is relatively easy {one can link it back to the idea of a
game). But if a learner has never played any kind of game and needs to
learn this concept, then one can’t draw on the familiar to teach it!

* Learning is paradoxical: those who know aren’t challenged to learn

further while those who dont know don’t know that there is more to
learn.

We will come back to many of these ideas, especially the last two, through-
out the module but particularly in the next section:
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What will you learn in this section?

As you have discovered, everyday learning is very different from schooling,
One of the features that distinguishes the two is the centrality of language
as an instrument for school learning. Langtiage allows learners to develop a
more generalized and systematic understanding of the world.

‘We have discussed how teachers make deliberate and powerful interven-
tions in learning and how these interventions assist learners to bridge the
gap between what they know and what they still need to learn.

Texts are often used by teachers to evoke and scaffold learning. Texts
organize and systematize knowledge and so play an important role in
teaching learners to think in school-like ways. Because of this, reading is
one of the most important language acts in school learning. We will see.
that at school a text is often the confext for learning, and the use of school
textbooks requires learners to be active and independent readers.

This section will explore the relationship between learners, text, and the
world. We will find out how textbooks are written, how learners read, and
how teachers can assist learners to read critically.

More half-truths to think through

Read through the following assumptions about reading and learning, As

before, make notes about your agreements and disagreements with these
half-truths.

. .. Statement aboutlearning .. * WhatlIs trae aboyt < * Whatis inaccurate.

[

- the statement?

Reading is difficult and bering.

There is only one way to read.

Textbooks should be read differently to
storybooks.

...................................................

because of their parents’ attitudes to books.

Reading is only useful for school learning.

Learning through reading is just the same
as learning through talking and listening. . !

ol el T e TE 0 the statement?. - | corfalseabout . |

These halftruth statements are quite tricky. They seem simple at
first, but the more you think about them, the more complex the
issues becomel




| How do we enter the world of
4-2 reading?
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Have you ever noticed that many languages use similar words for ‘reading’,
a ‘studying’, or ‘learning’? In Zulu, for example, the word ‘-funda’ can mean
e all three;
- * reading a book;
* studying at school;
* learning how to ride a bicycle.

Even in English, where separate words exist, our mental links between
reading and school learning (studying) are so close that the words can be
exchanged. Students are often described as ‘reading History’ when they
study at a university, or as ‘studying a book’ when they read through a book.

Reading seems such an obvious and integrated part of school learning
that we often forget to' mention it. For example, in the previous section on
school learning, only a very brief comment is made about the fact that
school learning usually requires us to be literate. Yet there is no subject at
school that does not involve reading, and there isn’t a child who can
succeed at school without learning to read. ,

So all teachers need to understand how the reading process works in
order to make it a meaningful and rewarding activity for their learners. The
purpose of this section is to help you to do that. We will:

* explore how learners can successfully enter the world of reading;
* look at the power of the written word in influencing the way we think.

Differences between the written and spoken word

Activity 31

1 Here are a few open-ended sentences about the spoken and the
written word. Complete each sentence in any way you like.
a The written word mastly ...
b The spoken word only ..,

' c Without spoken words ...

B 1 d The written word can ... ‘

B AN e The biggest difference between spoken and written words is ...

2 Now read what Margaret Donaldson says about the differences
between written and spoken language: .

Tl R '

I

! Spend sbout 30 minutes on this |
! actlvity. The exiract comes - |
i “fram b Dangid Mctu!iimns
i Minds (Lo X{%@h“ ; ]
i 1978), pai8E-9s,

1

]
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-
N

§

o ‘As literate adults, we have become so accustomed to the
written word that we seldom stop to think how dramatically it
differs from the spoken one. The spoken word (unless it is
recorded) exists for a brief moment as one element in a tangle of
shifting events, [...] and then it fades. The written word endures.
It is there on the page, distinct, fasting. We may return to it
tomorrow. [...] We can pick it up and slip it into a pocket or briet:
case. Once a child has begun to learn to read, he can bring his
book home from school and read to his mother the same words
which he read to his teacher in the classroom earlier in the day.

So a child's first encounter with books provides him with
much more favourable opportunities for becoming aware of
language in its own right than his earlier encounters with the
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spoken word are likely to have done, Of course in some homes
awareness of the spoken word is greatly encouraged. Some
parents talk about words to their children, play word games with
them and so on. But most talk only with words. [...]

For many children the earliest encounter with the written
word is indirect, arising in the situation where a story is read
aloud by an adult. This is already In a sense language freed from
context; but the experience of hearing a story is not so likely to
enhance awareness [of language] as the direct grappling with
words on a page is. [...]

It turns out that those very features of the written word which
encourage awareness of language may also encourage aware-
ness of one’s own thinking and thus be relevant to the develop-
ment of intellectual self-control. This has important conse-
quences for the development of the kinds of thinking which are
characteristic of logic, mathematics, and the sciences.’

3 Answer the following questions:

a What, according to Donaldson, is the most important difference
between spoken and written language?

b What do you think it means to become 'aware of language in its
own right’?

¢ What is the significance of the distinection between spoken and
written language for learning? (In addition to the last paragraph of
Donaldson's extract, it may also help you 1o look again at the
discussion of discourse in Section Three on pages 85-23.)

d Donaldson makes the strong claim that reading has 'important
consequences for the development of kinds of thinking'. What do
you think the relationship between reading and thinking is? Make
some notes in your workbook. We will return to this question again
at the end of the section.

What did we think?
Donaldson draws our attention to the fact that written words (as opposed
to spoken ones) are made permartent on paper or in books, As a result, books
take on a life of their own where experiences exist in and through language
alone. Only by paying attention to the language can we begin to unravel the
meaning of the written words.

Think, for instance, of those who can't read. For them the words on a
page are simply dead little black marks. As a literate person you might have

experienced similar feelings when looking at a sheet of music, or some "

scientific formula. Musicians hear music when. they read the notes on a
music sheet. A formula creates a whole world, a whole new concept, for the
mathematician. But for us? These notations are just dead little black marks!

However, for those who can ‘crack the code’, each little mark will help to
reveal the world within the book. In this sense, reading is a more active
process than listening, and it relies on an understanding of an abstract
code. Readers must be able to interpret letters and understand how these
are formed into words and sentences.

Reading, like learning, begins with the mystery of the unknown. At first
there is a huge gap between the world of the reader and the world of the
book. At school these two worlds exist together in the same place, but they
do not necessarily meet. Since written words are completely separated from
our lives, we can look at them and not be part of the experience they
present.

So how can we enter the world of reading?

]
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Reading, like
learning, begins
with the mystery of
the unknown.
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Readingisa
complex, abstract
process that
happens in the
mind.

b
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What happens when we read a book?

Activity 32
1 Look carefully at this picture of a woman reading a book,

2 Now read the statements below and decide for yourself if they are true
or false. Mark the statements where you are unsure about what to
think, We will return to this activity later and perhaps you will beable
to make a decision then.

a The woman is a good reader only if she carefully reads every word
in the book.

b She is a good reader if she can predict from her own experience
what will happen next in the book.

¢ The woman is not doing much while she is reading.

Once the woman knows the words, she should be able to under

stand everything in the book without much further effort,

e When she reads she also has to think about what she is reading.

f When she reads she thinks about other books she has read.

Q.

What does this woiman need to know in order to read? "
Remember thatreading happens in the mind; it is an abstract process. When

“we read, we link the information on the page (written letters and words)

with information ‘in our heads’ to make meaning of the potentially mean-
ingless squiggles on the page.

This is a complex process. We rieed to activate and link a lot of different
kinds of information before we can begin to make sense of the little black

marks our eyes see on the page. What kinds of knowledge or information
do we draw on when we read?

Knowledge of the written code
First, we need knowledge about the writtén code. We need to know how the
letters on the page represent particular sounds and how they combine to

. communicate meaning in the form of words.
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For example, we need to recognize that ‘d’ sounds like ‘dub’, and that if
itis combined with ‘o’ and ‘g’ we have a word ‘dog’ that describes an animal
many of us keep at home. (We should also know that if we reverse these
letters—‘g’ + ‘0’ + ‘d’ —we have a word that means something very different!)

Knowledge of the language

Second, we need knowledge of the language in which we read. Even if we can
sound out words correctly, they will remain meaningless if we do not know
the language of which they are a part.

So, for instance, our example of ‘dog’ is only meaningful for those who
can speak English. Likewise, an isiZulu word like ‘funda’ is easy enough to
sound out (although we would probably pronounce it with an English
accent), but if we don't know isiZulu, we won't know what the word means
even though we recognize all the letters.

In South Africa manystudents do a lot of their reading in English, which
is their second language. This obviously creates additional barriers and diffi-
culties in the reading process.

Becoming familiar with the language in spoken form is also important for
the reading process as it enables us to develop an ‘ear’ for the language. This
gives us a basis from which to guess the sounds and meanings of new, unfa-
miliar words encountered in text.

However, knowing the language in which we read doesn’t only entail
knowing English or Zulu or Spanish. It also involves becoming familiar
with the terms and special discourse of the learning area in which we are
reading. Many of us might be very fluent in English but unable tc under-
stand a scientific text because it uses spectalist terminology and often uses
common words differently from the way in which they are used in every-
day language. You are now in the process of learning the language of learn-
ing as you read this module.

Knowledge of the rules of writing

Third, we need knowledge about the rules of writing. Even if we can sound out
words and know what they mean, we must relate the words to each otherin a
meaningful way.

We must be able to link the words we read into a larger network or struc-
ture, The meaning of a text is not only about the parts but also, important-
ly, about the whole. The way in which words are combined in sentences,
paragraphs, and perhaps sections with headings, develops a particular
meaning.

Throughout this text we have emphasized the imporfance of under-
standing how different ideas link together to create a network of ideas or a

concept. For example, at the simplestlevel, a sentence like ‘The ballisin the .
net’ tells us, firstly, about the relationship between the ‘ball’ and the ‘net’

(itis‘in’ the net, not ‘on’ it or 'mext to’ it). But secondly, if we are soccer fans,

then the relationship between the ‘ball’ and the ‘net’ takes on new signifi- -

cance. It means that a goal has been scored.

This is a simple way of moving into the next point. We also need to
recognize the kind of text (or genre) that we are reading — a textbook, a story,
a newspaper article etc. — in order to make meaning of a sentence or
network of sentences. The sentence “The ball is in the net’ on the news or
soccer pages of a newspaper means that a goal has been scored.

Equally though, we would read a textbook on soccer (or anything else)
differently from a story or newspapetr article on soccer. Different kinds of
texts need to be read, and are read or interpreted, in different ways.

117
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Knowledge of the world and how it works

Fourth, we need knowledge of the world and how it works. In written text,
experiences exist in and through language alone, and so we need to make
links actively between the language of experience and what we actually see,
hear, and feel in the world. -

For example, when we read about children waiting for a bus on a warm
day, we will only ‘live’ the experience of that waiting if we can imagine the
situation by drawing on our own experiences or what we already know. (As
South Africans, we will probably imagine a hot, sweaty, possibly dusty wait.
Canadians, on the other hand, may imagine a cold, snowy wait!)

To summarize

* Becoming a good reader means learning to ‘crack the code’.

* In order to do this, we must know the alphabet and the language in
which the text is written and recognize what kind of text it is. We should
be able to tell if we are reading a story, a letter, or part of a textbook and
what we can expect from each kind of writing. (What can you expect
from a story that you cannot expect from a textbook?)

* Finally, we need knowledge of the world so that we can bring our own
experiences to the text and make it come alive. The richer our own life

experiences are, the more colourful and vibrant the world of books can
become,

Reading

Information Information
onh the page in your head

Knowledge
. @boutcode
- ahd langlggs '
. (Enflishor *
 Towahaet,)

Knowledge’

- about

Towards a definition of reading.

Stop. Think.

Go back to Activity 32. We'd say that statements a), ¢), and d) in this
activity are false or at least not entirely true. Use the above discussion
of reading to explain how you think we'd Jjustify why we think this.

How did we answer this?

The statement ‘The woman is a good reader only if she carefully reads every
word in the book’ is based, we believe, on a half-truth. A good reader will read
the individual words, but will also use previous knowledge and reading expe-
riences to predict what will happen next. She will be aware of the network of
knowledge that she can draw on to constract meaning from the text. She will
make guesses where she meets words she, does not know and work out the
meaning from the context, rather than from the individual word.
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The statement ‘The woman is not doing much while she is reading’ is
false. As we found out earlier, reading is a complex activity of the mind that
involves using many different skills all at once. Although the woman is
sitting quietly, her mind is very active, She is relating the information on
the page to her knowledge of the language, and of the world, and of previ-
ous books she might have read in order to make meaning of the text.

Knowing the words is only a small part of reading so a statement like
‘Once the woman knows the words, she should be able to understand
everything in the book at once’ is also false. If the words do not link up with
a meaningful experience, the woman can read the words off the page, but
she might still not understand what the book is about.

Reading is an active process that can change from one sitting to the next.
As the interconnections and links we make between words (and also
between the text and our own lives and other texts that we have read)
change, our understanding can become more layered and complex each
time we reread a book.

What do we do when we read?

In Section Two we discovered that knowledge is a network of interconnect-

ed information and that the relationships between different facts are as

important as the facts themselves. We also realized that we can only bridge
the gap between the known and the unknown by using what we know to
construct links for ourselves. This process enables us to guess, question, and
imagine the unknown.

When we compare these insights to the discussion on reading above, we
notice many similarities:

» First, reading is also about networking and making links between differ-
ent kinds of knowledge we already have. The relationships between
headings, sentences, or paragraphs are as important as the meaning of
individual words.

* Second, when we read we also have to construct the as yet unknown
meaning of the text by using what we already know about books and the

world. Reading presents us with a particular case of moving from the
known to the unknown.

Why is reading so difficult?

Not all of us who read, however, enjoy the experience. Reading is hard work
and can be exhausting, especially if our experience of the world is very
different to the world of the text we are reading.

Look at the following comment by a fifteen-year-old learner, Mike. He ™

describes what happened when he was supposed to read a book in class. As
you read his story, try to identify at least two reasons why Mike is not inter-
acting with the book he is supposed to be reading.

We have represented his thoughts as a cartoon strip on the next two

pages.
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" Readingis hard
work and can be
exhausting,
especially if our
experience of the
world is very
different to the
world of the text we
are reading about.
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o

I walk into the class, you know,
and my heart sinks. | get this
heavy feeling right here.

The teacher is in a foul mobd and
has written all these instructions
on the board which we are

supposed to follow without saying
a word.

(
Nobody Is fooling around with the
teacher if he is in 2 mood like this,
s0 | find my book and try to read.

[ really try, you know, but
then | start wondering if we
are all in trouble. Why is the >
teacher in such a bad mood?

{ try reading again, but it
doesn't make sense. | have

So | ask my buddy for help and get And then there are all these

shouted at for tatking. [i’s a boring book

.anyway. Who wants to read about some
old man-in the mountains? I've never

seen a mountain around here. Have you?

1. boring stuck up words, like

‘ascend’ and ‘altitude’.
" Who talks like that? Not .
anyone I know!
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Two chapters of this boring stuff,
all because the teacher is in a bad
mood! | promised my old man |
would take my education seriously
this term, but really, give me a
break. This is not education!

For many learners reading is a struggle.

Stop. Think.

* Think about your own experience of reading at school. Was it similar
to Mike's experience? What was different?

* Did you ever experience reading as difficult, but worthwhile? If you
answer yes, what made it worthwhile? If no, why do you think reading
isn’'t worthwhile?

Why is Mike struggling to read?
Mike’s difficulty is not that he is unable or unwilling to read, but that he is
ot sure how to approach the reading task: '

* Heis not ready to read his book because he can see no real purpose for the
task. He doesn’t feel like interacting with the text simply because the
teacher is in a bad mood.

* He has no motivation for reading the book on his own because he doesn’t
enjoy it. He finds it irrelevant and difficult to follow.

* He also has no strategy for dealing with the difficult sections of the book

or for remembering what happens from one chapter to the next. ‘
* The topic doesn tmterest.hm}. He cannot relate it to his own life and so his Our attitude to

attention wanders to the things that really matter to him. oy

- reading is very
Mike's story illustrates that our attitude to reading is very important for the umportant to the
reading process. When a person begins to read, be it for pleasure, for work, reading process.
or at school, several factors influence how successful the interaction between
+ * the reader and the text will be. The quality of the reading experience in turn ’

influences what will be understood and what will be remembered.

Important factors for a successful reading experience .

* Iflearners find a reading task purposefid, they will have high expectations
g from their interaction with the text. If the main purpose is simply to get
through the reading to please the teacher, the task will seem meaningless
from the start. One of the problems we face with new readers who have
no prior experience (through family, for instance) of how reading can be
useful, is to get them to believe that reading can serve a purpose,

* If learners are interested in a topic, they will remember what they read
about it. This is closely linked to purpose but it is possible to have a
purpose that motivates without arousing much interest (for example,
having to fix your car despite having no interest in car mechanics).

* The motivation for reading will come from the purpose and the interest.
But it can also be outside of the task. For example, a learner who wants to

,_ | do well at school will read with great care, even if the topic is not very
; - interesting.
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* Attention is another powerful factor that éan influence reading. If a
learner’s mind is on other things, it will be difficult to make sense of the

reading even if the topic is interesting and the leamer knows why it is
important to read it (he or she has a purpose).

* A good reading strategy (like asking questions or predicting) can help
learners to focus thejr interest and attention on the reading, even if it is,
difficult. This is an important way of overcoming distractions. _

* Making meaningful links between the text and our existing knowledge
will influence how successful the reading experience will be. (This is why
we have tried to use familiar analogies in this text but, more importaitly,
why we have asked you to constantly relate ideas to your lives and prac.
tices as teachers.)

These factors, together with the knowledge we need to ‘crack the code’,
determine our capacity for successful reading. They work together and
influence how willingly learners, like Mike, will use books to help them
learn. The relationship between the different factors is important because
they all form part of a reading-learning cycle;

Information
Learners need knowledge
of the world, the written o,

code, and the rules of 5’«9@
writing, before they can A
make a text come alive.

o
N
£

Attention
Finally, on thebasis of what
they have understood from
the text, they will modify
thelr previous understanding
of reading, as well as their
understanding of the
subject matter of the text.

Understanding
Depending on the purpose
for reading, learners will
direct their attention
differently to the text.
They might read it
carefully word-for word,
only glance at it, or avoid

it altogether.
v,
»~
2 S
= 2
37
[£)
Purpose
The attention they give Prlor knowledge

to the text is crucial.

It will help them select
information and with the
help of this information,

they consttuct their
understanding of the text.

Previous experiences
of reading also play
an important part in

Eenerating a purpose
for the reading task )

at hand,

- —— e
generates

The reading-learning cycle.

Activity 33

1 In the light of these factors, let us revisit Mike's reading experience
and try to investigate why he found reading such a difficult experi-
ence. Copy the learning cycle down, Then go back to Mike's experi-
ence of reading and show at what points in the cycle the breakdown
of Mike’s learning occurred.

2 If Mike was in your class, how could,you prevent this breakdown of
learning?
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What did we think?

We discussed earlier that reading is an activity of the mind. .

By plotting Mike’s reading experience on the learning cycle we can see
clearly how involved the learner must be. The real breakdown in Mike’s
learning occurred at the point where he could not be bothered to read and
so the gap between him and the text couldn’t be bridged. He didn’t read, so
he didn't understand and didn't Iearn anything new.

Although, technically speaking, Mike is literate and at school, he isn’t
reading and he isn’t learning. Reading has become a meaningless experi-
- ence for him (as it is for many other South African learners). As teachers, we
' need torecognize that reading is inherently difficult (think about your own
struggles with various texts — perhaps even this module text).

f ‘We cdn only nurturea:
* positive attitude towards - -
- reading if we create.a -
: Jearnng environment in-
*_which:reading connects
" withour [earners’ worlds -
~and where the new worlds -
¢ revealediritextare:
([ elting,
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meaningful experience?
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Not all learners approach a reading task with a positive attitude. Their inter-
est, motivation, and skill will vary greatly, depending on their previous
reading experiences. One factor, however, stands out as very important:
The attitudes towards reading which learners bring to the classroom will have an
important influence on how and what they will read in future. '

With support and guidance, most learners can experience how the books
they read at school will open a new and exciting world of ideas and trans-
port them far beyond the limited world of their everyday experience. In
Activity 34 you will be working with the following poem that demonstrates
this idea. It was written by a ten-year-old school boy in Cape Town.

Books

Books are wonderful things,
things that can let you travel afar.
They could turn you into a pirate,
or a hero, or a star.

The Bible teaches you about God and
Jesus,

encyclopaedias are full of knowledge.

Recipe books tell you how to make food,

such as cake, stew and porridge.

There are books that tell you about
sports, .

books that tell you how to play them.

There are also books that tell you how to
sew,

how to make a shirt and how to fix a
hem.

They make you forget everything,

they are lovely companions for a rainy
day. ‘

They are also nice things to read

while you are driving to a holiday.

I'love books! - '

{(Andrew Tiedt)
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As teachers, we should never take reading for granted:

« When learners come to class with a negative attitude, we have to take
their struggle with reading seriously and help them experience reading as
a meaningful activity.

* When learners have had good reading experiences, it is our responsibili-
ty to make sure that the reading experiences we give them in class contin-
ue to strengthen their positive attitude towards the written word.

Activity 34

1 In his poem on page 124, Andrew describes many things that books
can do for people who read them. Reread the poem. Pick out examples
that will allow you to comment on his attitude to reading,

2 Now answer these questions:

a How does Andrew's attitude to books compare with Mike's?

b How could we go about generating or encouraging this love of
books where it doesn’t exist?

¢ How can.we use this love of reading to teach that which is as yet
unknown and beyond the learners’ interest?

d Are there any differences between the written and spoken forms of
this poem?

. The ‘magic’ of books

Unlike Mike, Andrew has clearly experienced a supportive learning envi-
ronment that helped him to enter the world of reading and learn from it.
He has experienced books as useful and exciting things. Andrew under-
stands how they can assist him to learn, and how they can simply bring joy.

The poem also illustrates that the ‘magic’ of books is an important factor
that helps children to experience reading as a meaningful activity. For
Andrew, books are like friends that can turn him into a pirate, or keep him
company on a rainy day or on a long journey. In their book, On Learning to
Read, Bettelheim and Zelan claim:

"What is required for a child to be eager to learn fo read is not knowi-
edge gbout reading’s usefulness, but a fervent belief that being able to
read will open to him a world of wonderful experiences, permit him to
shed ignorance, understand the world, and become a master of his fate.’

Activity 35

1 Turn to page 137 of the Reader, and read the extract by Bettelheim
and Zelan called ‘The magic of reading'. Before you read the extract,
carefully think about your own experience of learning to read.

‘a What motivated you to learn to read?

b Did you experience reading as a magical thing?

¢ Who supported you? Where did you struggle?

'd What was the attitude of your parents to reading?

2 Read the extract by Betielheim and Zelan and make notes about the
factors that motivate children to read.

3 Now use Bettelheim and Zelan's tanguage or discourse to redescripe
your experience in these more formal terms. )
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What did we think?

Wehave all had unique experiences in learning to read. You may remember
a favourite book, or have a fond memory of a special relationship with a
parent or teacher that centred on books, or recall a less pleasant experience
of anxiety or boredom in your first classroom.

While we have all had unigue experiences, we have also all had some
commor experiences of reading. As we suggested earlier, we only learn to
read if reading seems purposeful and meaningful. Reading must give chit-
dren the feeling that new worlds are opening before them. Only then can itbe
seen as the key to unlimited knowledge.

Bettelheim and Zelan argue that a positive attitude to reading grows out
of a child’s experience of how adults enjoy books. Children who have never
shared the enjoyment of books with anyone will not believe that reading is
important. In the end, it is the ‘wish to penetrate [...] the important secrets
adults possess’ that helps children to persist in the struggle of learning to
read. Without this desire, as Mike's experience so clearly shows, the act of
reading seems meaningless from the start.

This has important implications for teaching reading in South Africa.
Many learneis come from homes which have nobooks, and where parents
have been denied (by our history) the joy of literacy. So they enter schools
with no model of reading as a joyful and meaningful activity. At school,
they often encounter teachers who also don’t read and don't see any point
in reading. Many studies have pointed to the fact that teachers don't read
enough and don't encourage reading in schools. So, both at home and at
school, reading isn't ‘modelled’.

(" In order te teach readmg, teachers?
‘need to start by actively extendmg
. theirown readmg activities. They
. -should redd more, read drfferent
kinds of thmgs ‘ahd then':
commumcate this personal world of
active readlng {o learners, This: will ¢
encourage children to see: readmg as;
something that Is- pleasurable and :

useful beyond the classroem walls

Bettelheim and Zelan argue that the kind of encouragement teachers and

" parents often use with learners, namely that reading will help you gét

ahead in life, is a very weak persuasive tool. They say that ‘usefulness’isn’t
something that motivates young learners. Instead, they suggest, we read
(and children, in particular, read) because we are promised trips to magical
lands. If is the fantasy that reading brings — the imaginative stories that

_ books carry - that motivates us to read. This is what teachers need to

communicate to learners, both in words and in actions.

Bettelheim has often been criticized for being too ‘psychological’ and
‘magical’ in his description of reading. For example, although he talks
about the importance of reading parents, he does not elaborate the extent
to which reading and writing are social activities beyond the rather private
space of the family. The political and economic dynamics of the society we
live in can have a powerful influence on our attitude to reading, on our
opportunities for reading, and on the uses that we can make of reading in
our everyday life.

What do you think?
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- Activity 36 .
1 Read this newspaper report on the first 'All Africa Conference on S

Children’s Reading’. Do you recognize any of Bettetheim and Zelan's
argument in this report?

Spend abeut 45 minutes on this
activn‘.y -

educators who are expected to f‘ :facﬂ.ltles for teachmg ate not
: FL "promote readmg, donot read them- | ;avaxlable to themn. They. neverhad.auy" -
.--ader .;Asmal Was a . selves, how can they teach clnldren fo : pre-servrce trammg mreadmg and it

r." Boer,"He died in the. - loye. ‘teadirig? This concern was_ . teaching, #nd in-sérvice:raining &n
,'“Anglo—Boer War that N echoed throughout the confereuce worksheps - are not.” prov1ded it
k.- took. - place “in: which brought. together teachers; 'enhance thelr competeneres and s
i 'Bloemfontemm 1968. Many teachers - teaeher {rainers, librarians, researchers K esteem
would guess that fhis horrendously * wiiters, publishers, 11teracy experts- Teachers also need to kno
i inaccurate statement was the response - and pohcy makers from all over Afuca' : _about the fiterature of theu' co :
- of a primary schaol child, Thrslevel of andthéworld, . - -0 & “and courses in children’s hteraturc:. ¥
ignorance would not even surprise. . In his opemng address to the . should be included in the curicula:of .’
- some.Afterall howmany school ¢hil- 'couference, the first of its kind, Asinal . teacher training colleges. Onu,‘, ,ogu{
dren kp,o_w; that Kader Asmal is our  said that miltions of African children suggested national awards’ for the best;
miinister of education, and that'the have been denjed the Tight to basi¢ reading teachers: “If» we: respect ‘thie
Anglo -Bogr Warwasfought 100+ years . edu_eauon, of whret__t litesacy is:the - téading teachers if we enhance theu'_ ;
ago? What should shock teachersis  core, “The lack of access to education,  well- ~being, so will'they’ respett and:".
- that this response came from asecond- - robs these children of their ehance to . enhance the weIl -being.of our chil- "
year hbrary science student! develop their ‘natural’ abilities’ of dre If we i 1guore our readmg teach—-
: ‘The Kader Asmat response was reasoning, problém solving and:- ers,'we do so at our’ own penL’ -
; quoted by Dr Luln Makhubela inher  creative thinking, and thus Jift thern- ~Hvery. teacher is 4. storytell
| presentation. to the All Africa selves out of poverty and ensure 'a. declared one of the delegates‘ The -: :
: Couferenee on’ Ctnldren s.Reading - better life for their own chlldren e:of ] 1
i held mE ;orre on August 6o _{Q At . Teacher—trarmug programmes, need to . traditions was a recumng tﬁeme of the-- A
i the cgnferenee, 8. leadmg Ugaudan - be upgraded so that teachers can take - conference Mzmgrzt Manzezulm a'.‘ i
b ' . full, adyantage.of the new, cpmculum, _sub .
and ‘transform thear cla.ssmoms nto, .
sites of gefine intellectual explo-‘
¢ }. '__.ratron and e,rea,_‘hvltg r e
o ' Thei "rté‘n“‘”‘fﬁ g ! »
: ; ‘erstéiteich ahildren how toread Wavd - diéh rieed teackiers who il tell stories i
'agreed thatahwas not their: studem:t - ’key concerti. Pioféssor Onukaogu of  -and read aloud often teachers who afe, ” |

: Naturally these- anecdotes evoked ” -the: University of Tle-Ife it Nigera™ . pasSmnate. . CrEoT
much Jeuglhiter among the conferénce - bemoaned the fact that far too often” ; . The-conference showed that there: s
delegates but there was an nnderlying  -teachers in Afnca are ill-motivated . isno shortage of people comrmtted to
! gravéicoricem thiat many-teachers.and  ‘and 111~eqmpped t6 tedch reading. He,. - ae}nevmg hteracyfor allmAfuea and' .
- hbra.nans -do- ot read enpugb 10 -'_argued that. teaehers in: Aﬁl' A, A :turnmg African eluldren info: mde—~ :
: acqmre basrc general knowledge \If - underpard and neglected Adeguafe -penﬂent hfe—longreaders i

2 The article asks, 'If educators, who are expected to promote reading,
do not read themselves, how can they teach children to love reading?’
and claims that '[...] often teachers in Africa are ill-motivated and ill-
equipped to teach reading.’ Discuss these views in terms of :
Bettelheim and Zelan's ideas about reading.
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The All Africa Conference on Children’s Reading (Activity 36 on page 127)
suggested that millions of African children have been denied the righttoa
basic education of which literacy is the core.

Literacy, however, is only the beginning of school reading. As learners
progress through school, the act of reading should become more familiar to
them. They should be able to enter the world of text with ease by the time
they are in Grade 5 in order to use text books, reference books, and other
reading material to help them succeed at school. .

In South Africa, as in many parts of the world, this isn’t happening.
Learners are moving through school without ever becoming comfortable
readers. If texts and reading are at the core of school learning, then this fact
will impact negatively on all their learning. They will struggle to solve
maths problems, they will struggle to read Human and Social Studies text-
books, they will struggle to develop arguments in problem-solving activi-
ties, and they will struggle to pass exams.

Why do teachers use textbhooks?

As learners progress through school, learning and teaching become (and
must become) more and more textbook and reading based. There are four
assumptions that can explain why teachers increase the use of textbooks in
the later years of school:

* Textbooks help teachers to teach. _

* Learners use textbooks to learn course content: -

* Textbooks present the content of a course correctly and coherently.

* Textbooks introduce learners to the discourse of academic learning.

You may immediately object to some of these assumptions, thinking, ‘But
textbooks are biased, or boring, or not related to life.’ In some senses you
will'be correct, but this doesn’t mean that we should reject the principle
that textbooks are important in learning! Let’s consider the four assump-
tions in more detail,

. Texthooks help teachers to teach but must be used creatively .

We'd agree with the first assumption, namely that textbooks are a. very
important resource for teachers. However, -we'd also agree that textbooks
are often used very uncreatively. Sometimes teachers simply use them to
keep learners busy.

Textbooks are a very useful resource for teachers. They contain most of
the critical content learners need to learn, and they are often well-striic-
tured and written accessibly. However, while they are a resource for the
teacher, they cannot and should not be regarded as the teacher. Teachers
need to use them creatively and soundly in their teaching.

Textbooks carry course content but can he inaccessible

This brings us to the second assumption. If learners can establish meaning-
fullinks to the textbook, they can use it to help them learn. Many learners
in African and other developing countries have to use textbooks that are
written in their second or third language. As a consequence, learners find it




TEXT AS A CONTEXT FOR LEARNING

/

difficult to read and understand these books. Identification with textbooks
is often made even more difficult by the so-called ‘euro-centrism’ of many
textbooks, Instead of teaching the required content by using African exam-
ples, textbooks may only use examples that are appropriate to the United
States or Britain.

When learners cannot easily make sense of the language and structure of
their textbooks, they rely on what they hear in, and remember from, class.
Textbooks then become increasingly irrelevant to the learning process and
may even present barriers, rather than bridges, for learning.

Textbooks should present the content of a course correctly and
coherently

The third.-assumption is particularly problematic. Every textbook presents
a particular version of the information that is available about a subject. In the
past, for example, many South African history textbooks only presented a
racist version of the development of our country and the rest of Africa.
Although textbooks are being revised, the new books will also not be
neutral and ‘true’. They can’t be.

Books are written by people, and all people construct their own version of
the ‘truth’; their own understanding of the world. That is perhaps why the
new South African curriculum identifies the ability of learners to collect,
analyse, organize, and critically evaluate information as a critical learning
outcome. In the light of this outcome, textbooks, no matter how biased
they are, can be used to introduce learners to the discourse of schooling. In
other words, good teachers can still use poor and biased textbooks to
develop in learners a critical attitude towards learning and towards texts of
all kinds.

Textbooks introduce learners to the discourse of academic
learning
The increased use of textbooks not only means that learners have to read

more texts as they move from one grade to the next, but that they also have
to learn to read different kinds of texts. As we suggested earlier, different text

genres require different approaches to reading. (We read fictional stories
differently to the way we read non-fiction texts designed for learning.)

Indeed, as learners progress through school, the activities of reading and
learning become increasingly integrated to the point where very little learn-
ing occurs without reading. Even activities such as debating, group discus-
sion, or conducting experiments rely on learners’ reading abilities because
all of these activities should be preceded by preparation through reading
and followed up by reading.

Those learners who struggle with reading will mcreasmgly also struggle'

in all other areas of the curriculum.

Different kinds of school reading

What kinds of reading do learners need to be able to do in order to succeed
at school?

Activity 37

1 Look carefully at the diagram of ‘the Road to Reading Pleasure’ on the
next page. Then answer the questions on page 131, The diagram is
from G. Winkler, All children can fearn (Cape Town, Francolin
Publishers, 1999}, p. 89. '
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2 Now answer the following questions:
a Which reading skills (other than basic literacy) are demanded by
schoal learning across the curriculum?
b According to the diagram, how can teachers help learners to
acquire these skills and become confident readers?

Schooling is an activity centred on texts

At school the ‘text’ becomes the main context for learning. (Do you
remember what the title of this section is?)

" In Section Three we examined how schooling takes learning beyond the
contexts of everyday life. We have also seen that books are important vehi-
cles through which learners are transported beyond the contexts of every-
day life. Books open up new worlds of knowledge and take people to places
they cannot possibly go in reality.

We have also learnt that reading and writing assist in the cognitive devel-
opment of learners who learn to become more disciplined and systematic
in their thinking. At school, children study written texts ranging from highly
formal discourse (such as a mathematics theorem) to texts that aim prima-
rily to convey and evoke emotional responses (for example, the poem by
ten-year-old Andrew on page 124, or the poem by R. D. Laing on page 42).
Learners also talk about texts, whether these be books, worksheets, learning
tasks, or their own writing.

The main point is this: almost all schooling can be characterized as actiy-
ity centred on texts. i

School reading is circular and reflexive rather than linear

The "Road to Reading Pleasure’ (Activity 37 on pages 129-131) shows how
reading becomes an increasingly complex activity as learners move
through school. As they get older and more experienced, they no longer
read books only for the sake of following a story. Learning through reading
entails an active process of deconstructing parts of a text and reconstructing a
new whole for oneself from the text.

This kind of reading is not a linear process: it doesn't simply begin at the
beginning and end at the end of the text. Instead, advanced reading is a
much more circular and reflexive process. It involves starting at the begin-
ning of a book (although not always), but instead of simply reading
through it, we usually: .

* skim the text quickly first, concentrating on the headings, and the begin-
nings and ends of paragraphs in order to get a general idea of what is in
the text;

* use this information to decide whether we want to read the text, and

where we will begin, :

At times, our reading process may be directed at finding specific information.
We might then only read a particular chapter, for instance: If we were
reading for deep understanding, we would read and reread with careful atten-
tion to detail to ensure understanding. Sometimes we might also memorize
the information we have read and understood. At other times we may be
reading for pleasure, in which case we would begin at the beginning of a
novel, for instance, and read quickly and without attention to detail until
we get to the exciting conclusion. :

School learners tend to spend more and more time reading as they
progress, and teachers are thus able to rely more and more on reading to
provide the context within which learning takes place. For example, we
don’t have to take learners to a river physically in order for them to under-
stand about river pollution. We could, instead, getlearners to read interest-

-ing and informative case studies and theoretical explanations of this
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phencmenon in textbooks in order to create a context for learning. The
advantage of this kind of context is that if isn’t limited to your local river;
we can present learners with examples of a whole variety of different kinds
of rivers and of pollution from around the werld.

School reading is done actively and independently

For this to happen, however, learners have to develop into active and inde-
pendent readers who can make meaning from what they read. :

Active readers use many different strategies to help them make meaning
from a text. For example, they ask themselves questions before they read,
while they read, and when they have finished reading. Active readers also
monitor themselves as they read, taking on the role of being their own
internal teachers, asking themselves ‘Do I really know what this is all
about?’ As we said earlier, developing a clear understanding will often
involve going back, rereading, and trying to link different parts of the text
to each other by using the bit that one has understood to try and under-
stand those bits that just don't make sense.

The structure that the author has imposed on the text will help in this
process, It is particularly useful to pay attention to the ways in which the
connections between ideas are marked and to note whether an idea follows
on from or extends an earlier less complex idea or whether it is a new and
perhaps contrasting position.

For instance, wozxds like ‘fizst’, ‘second’ etc indicate a sequence, while a
word like ‘however’ suggests that the text will either provide an alternative
explanation or a qualification to what has already been said.

We make sense of text; the meaning of a text doesn’t simply reveal itself
to us! The world of reading and the meaning of a text do not exist unless we
make them happen ourselves. Active engagement will enable learners to read
independently and with purpose and enjoyment. They won’t need a
teacher or parent to force them to read.

Developing active and independent readers

But active and independent readers aren’t born, they are made. And teachers
play a very important role in making these readers!

The following exercise will illustrate one way in which Intermediate
Phase teachers can develop young, active, and independent readers. The
short story is taken from a Grade 6 text that was developed to encéurage.
learners to be active readers. An eleven-year-old boy, Peter Mkhalipi, origi-
nally wrote this story. We have chosen to use it here in order to illustrate

" how teachers can encotirage learners to use their own writing for learning.

Read through the-story. Think about the effect the questions in the text
have on your reading. '

The giraffe and the rabbit

When Peter Mkhalipi was in Grade 6, he wrote a story about two friends.
His story teaches us that a friend sometimes makes a mistake, but when
this friend says he is sorry, it is time to forgive him.

What do you think will happen in Peter’s story?

Once upon a time a giraffe was grazing in the veld. Suddenly a rabbit
jumped out of the bush and greeted the giraffe. The rabbit and the giraffe
became friends and they went to have a drink of water.

Who will make the mistake? The rabbit or the giraffe?
Just as the giraffe was bending over to drink, the rabbit pushed it. The
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giraffe lost its balance and fell into the water. It went down the river
shouting for help. The rabbit was laughing. Then he saw another giraffe
and also pushed it into the river. Down the river the two giraffes went.
They were heading for a waterfall and the rabbit suddenly realized the
danget. He realized his joke had gone wrong and he had to save them.

How did he try to save them?

He got a rope and threw it to the giraffes. They tied it around themselves.
The rabbit then called the elephant and together they pulled and pulled
until the giraffes were safely on shore.

The rabbit said he was sorry. The giraffes forgave him and they were
friends again.

What effect did these questions have on our reading?

The insertion of questions into a text is an example of a teaching method
called Directed Reading and Thinking Activity (DR-TA). The method consists
of four steps.

Step 1: Guess
Insert questions that encourage the learners to guess what will happen in the
story ("What do you think will happen?’).

This will probably direct readers to actively notice, for instance, the title of
the story because it is often from the title that our initial expectations
develop. We learn from the title that this is a story about a relationship
between animals. This creates a sense of anticipation and expectation in
the reader. A question like this may also work to activate the learner's
network of knowledge about texts and about the world. In this case, if we are
familiar with fables (stories which use animals as the main characters but
which are really about human personalities and relationships) we would
expect the rabbit to play a trick. We would also expect the story to have a
moral or a lesson for us,

Step 2: Predict

Insert questions throughout the text to encourage learners to predict what
will happen in the next section of the story (“Who will make the mistake?’
‘How did he try to save them?’). :

These questions are like bridges between the known part of the story
(what has happened so far) and the unknown (what will happen next).
They encourage the readers to use the information they have to imagine
and predict what is still unknown. In this sense prediction becomes a core
element of the meaning-making process involved in reading. Another

effect of the questions is that they create a purpose for reading. We wantto -

read the next part of the story to see if our prediction was correct or not.

Step 3: Read

Encourage readers to read the text. This procedure is made easier by all the
directed thinking we have done about the story so far. The questions func-
tion to break up the text into manageable sections, so we only have to read
a little bit before we can stop and think about it again. This ensures that
ideas are understood and integrated,

Step 4: Revise

Pose a question at the end of the reading process to help learners confirm,
tevise, or elaborate their predictions. While learners are doing this they are
constructing the meaning of the text. If they ‘made a mistake’ and predict-
ed something that did not happen, we have created an opportunity for
learning. Their mistakes make them revise and elaborate their existing
-understanding of stories and what they can expect from them.
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DR-TA’s essential steps — activating and discussing what learners already
know, and predicting, reading, and discussing what happened and what was
learnt ~ can be approached in many ways. The method can also be used for
many different kinds of texts and in different learning areas. It can be used
in small groups or with a whole class,

You will already have recognized the use of questions, predictions or
guesses, imagination, and interpreting mistakes as the central elements of
learning, as discussed in Section Two. The power of the method, no matter
how you use it, is that it closely follows the natural process of learning:

The method begins with what learners know (equilibrium) and they make
predictions on the basis of that knowledge (focus on the familiar rather than
the unfamiliar — assimilation). Once learners read the text and find that they
‘made a mistake’ in their predictions, they experience a state of disequilibri-
um. They can no longer simply assimilate the information into their exist-
ing schemata and have to focus their attention on the unfamiliar aspects of
the text. By doing that they extend their schemata to accommodate the
unexpected information or turn of events. The process of accommodation

means they re-establish a sense of equilibrium and have learnt something
new. - '

< The DRTATethibg *
llustrates very cled)
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When you worked through Peter’s story about the giraffe and the rabbit,
did you notice that ‘understanding’ did not occur as the end result of the
‘mechanics’ of reading? In other words, understanding is not something
that happens only after learners have finished reading. Rather, reading for
meaning or understanding formed part of the reading process itself from
the very beginning of the story. This is why the DR-TA questions in the text
can be such powerful supports for the reading process. By teaching learners
to internalize the questioning process and to predict the development of
the text as they read it, we can help them to Jearn through reading.

Activity 38

1 You have already studied the article by Dillon in the context of Section
Two. If you turn to page 112 of the Reader, you will notice a section in
the Dillon reading titled *Reading and studying'. Read this carefully.

2 Answer these questions when you have finished reading: .

a What different kinds of questions does Dillon suggest should be
part of reading for learning?

b Describe these different kinds of questions as part of the DR-TA
method,

Different levels of reading

Reading, clearly, isn’t a matter of passively receiving ready-made understand-
ing from books. All reading, right from the start, is a highly active process.
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The kinds of texts that learners encounter in their later school years
require several levels of interpretation or meaning. We have identified four
levels, all of which combine to make meaning possible:

» literal comprehension;
» interpretation;

» critical reading;

o creative reading.

We will briefly explain what reading and thinking skills are required for
each omne. :

Literal comprehension

The learner has to be able to understand the meanings of words, recognize the
main idea, understand the sequence in which things are happening, and be
able to recognize the cause-effect relationships in the text.

Interpretation

This involves going beyond the actual information presented in the text.
Learners must be able to make generalizations, predict outcomes, and
construct relationships between different ideas in the text. At the simplest
level, the skill of interpretation may lead us to make a statement like this,
‘The writer’s strong belief in predetermined learning objectives and her
faith in standardized tests, like IQ tests, suggest that she would describe
herself as a behaviourist’. In other words, we use existing information to
predictand generalize.

Critical reading

At this level the reader is expected to make judgements about the quality,
value, or accuracy of the ideas in the text. This includes looking for bias or
exaggeration in the way that the language is used. Critical reading may
result in the following kind of statement being made, “While the writer’s
description of learning is interesting, her suggestion that teachers are able
to determine the outcomes of learning fly in the face of most contemporary
research’. In other words, we assess the quality of an argument and come to
a judgment about it.

Creative reading

This involves the reader using the text to generate new ideas or develop new
insights about a topic. At this level of reading we understand the ideas, we

are able to use them to predict and generalize, and we have opinions about 3

. their validity. In addition, we can also use the ideas as a basis for developing
new ones. Creative reading may lead us to make the following kind of argu-
ment, ‘Both Vygotsky and Piaget are correct, but neither can tell us ... (X).
Qur research shows that by factoring in the effects of ... (Y), we can ... (Z).
In other words, we use existing ideas to develop new ideas about learning,
or about anything else we are studying.

The full possibilities for meaning in reading can only be realized through
working at all of these different levels. We know that books are meaningless
unless they are read. The act of reading is the act of creating meaning. So the
meaning of a book is not in the book itself. It is the result of an interaction
between the reader and the text. Since meaning is dependent on the activ-
ity of the reader’s mind, the nature of the reader’s activity will infiuence the
nature of the meaning that is created.
The following-activity will aliow you to explore this point.

135



136

TEXT AS A CONTEXT FOR LEARNING

Activity 39

1 Look atthe following illustration carefully. Ail four learners are making
statements about the story of the giraffe and the rabbit.

Tell me about Peter's story ... T | know, there was a giraffe and a
rabbit, and they were friends.

The rabblt did not save his friends, the
elephant did! That's what | don't like .
about the story. The rabbit should have
saved them himself.
\ XR\)

{

If | was the rabbit, | would have saved them. Like this. You
take a net and throw 1t across the river, and then the giraffe -
comes and her long neck gets stuck.

¥

7

s

The rabbit made a
mistake, but then he
‘said sorry. We should
always say sorry when
we make mistakes.

2 Can you identify the different levels of meanmg in the children’s
responses to the story? :

3 Which child do you think gives the correct meanlng of the story? -
Explain your answer.

4 Why do you think many teachers encourage learners to think that ‘
there is only one correct interpretation of a book? g

5 If there is no meaning in the story as such, why should the children !
bother to read it?

What did we think?

The first learner reports on the literal content of the story while the second
learner takes a more critical attitude. He identifies an issue in the story and
makes a judgement about it. The third learner has a creative response, He
thinks up new ways in which the animals could have been saved. The
fourth learner interprets the story and looks for a moral or a lesson to be
learnt from the story.

All four learners understand what is happening in the story, but they
engage with the text in different ways and so come up with very different
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responses. As a group, these children jointly construct the meaning of the
story by each engaging at different levels. In order for the fuli meaning of
the story to be developed, these levels are all important: without the literal
meaning of what happens in the story, the more interpretative and critical
responses would not be possible. And whereas a critical response is more
important in relation to textbooks than perhaps to a story like this one,
learners need to develop a critical approach not only to reading but also to
all aspects of life and learning.

The levels of meaning that go beyond literal comprehension challenge
many of our preconceived ideas about books:

» They raise doubts about whether it is enough, or even necessary, to teach
reading through comprehension exercises.
* Because they show us that so much of a book’s meaning lies in a learner’s

head, they suggest that teachers should not emphasize memorizing
what’s in a book.

The activity of the learner is now recognized as central. The outcomes that
guide South Africa’s new curriculum emphasize this active role for learners.
For example, the specific outcomes for the Languages, Literacy, and
Communication learning area encourage learners to;

= make and negotiate meaning and understanding;

* show critical awareness of language usage;

* respond tc the aesthetic, affective, cultural, and social values in texts;

* access and use information from a varjety of sources and situations;

» understand, know, and apply language structures and conventions in
© context;

» use language for learning;

* use appropriate communication strategies for specific purposes and situ-
ations.

Even though the National Curriculum Statements developed as part of the
Curriculum 2005 Review process describe the LLC outcomes in a slightly
different form and language, you will notice that they remain very similar
to those above.
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Earlier we looked at how textbooks are used for learning. We agreed that
they are important sources of information and that learners need them to
succeed at school.

However, we also know that many teachers either don’t use textbooks in
their teaching or they use them ineffectively, and many learners simply
learn them off by heart. As the content and the demands of their courses
become more complex, many learners feel stressed and anxious about
reading books or using libraries to help them study. Even though learners
may want to learn, the difficulty of textbook language makes reading tiring
and, sometimes, almost impossible.

We know that successful reading is about ‘cracking the code’. Let’s take a
closer look at this code and find out how textbooks are written.

How textbooks are structured

In order to do this we will ‘study’ this Learning Guide and use examples

from it to develop your understanding of the textbook code and the stric-
ture of text.

The information in textbooks is usually organized and presented in care-
fully-designed patterns. Alvermann has identified five kinds of text struc-
tures or organizing patterns found in most textbooks, no matter what the
subject content of the book might be. They are:

« simple listings;

* sequences;

* comparisons;
cause-effect patterns;
problem solving.

We will briefly explain each pattern before we work with them in greater
depth. -

Simple listing

This involves the presentation of information as a simple list of facts, often
in order of importance, Sometimes lists are numbered or marked with
bullet points. For example, what you are reading now is a simple listing.
The purpose of a simple listing is to provide the reader. with a short and

clear overview of important information. )

Sequence

A sequence describes events that happened in a particular order. The sequence
can be presented as a story line, a time line, or a ‘before and after’ situation.
The teaching purpose of a sequence is to draw the attention of the reader to
the process or change involved in an event. For example, Mike’s description
of his reading lesson on pages 120-121 is a sequence with a story line.

Compare and contrast

This kind of text concentrates on differences and similarities between two or
more things. Look at, for example, Donaldson'’s discussion of the spoken and
the written word on page 114. The purpose of writing and organizing a text
in this way is to sharpen the reader’s understanding and definition of ideas.
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Cause and effect

Cause-effect patterns look at events and their causes or consequences. The
information can be organized in two ways. One way is to describe an event
and then identify the factors that caused it. Another possibility is to
describe an event and then trace the effect it had. The discussion of the
learning potential of the DR-TA method on pages 133-134, for example,
uses this pattern. The teaching purpose behind this kind of text is to help
the reader see links between different events and to find reasons for the way
in which the links occur,

Problem-solution

This kind of text is similar to a cause-effect text, but concentrates specifi-
cally on problem-solution relationships between different ideas. Such a
text should always clearly identify a problem that has to be solved. For
example, our commentary after Activity 32 (pages 116-118) is structured
like this and sets out to solve the problem “Why are the above statements
not true?’ This kind of text is often used to encourage the reader to become
a creative participant in finding a solution to a problem. Exercises and
activities in textbooks are commeonly written as problem-solution text.

You can see from the above examples that this Learning Guide uses more
than one text structure. This is true of most textbooks in which you will
find a combination of patterns, depending on the content or purpose of the
different chapters or sections in the book.

‘We now want you to work with these text structures in some detail. By
paying attention to the structure of a text, we can find clues to help us read
and use textbooks meaningfully.

‘Work through the following activity on text patterns. Although it requires
you to repeat a similar process each time, we encourage you to not skip any
of the pattern exercises as each one éstablishes a different kind of relationship
between ideas in the text. Once you have worked through the whole activi-
ty you will have deepened your understanding about the way textbooks
work. You will also have practised a critical approach to reading text.

Activity 40

Sequence
1 Read our description of the DR-TA method again on pages 133-134
and then do the following:
a Underline words in the text that signal that this passage is using a
sequence structure.
b As the text s sequencing events, you should be able to pick out the
following information:
+ What is the first or initiating event?
¢ What are the stages or steps?
e How do they lead to one another?
« What is the final outcome?
¢ Draw a diagram of the sequence.

Compare and contrast
2 Read the discussion by Taylor and Vinjevold in Section Three (page 82)
and then do the following:
a Underline words in the text that signal that this passage is using a
compare-and-contrast structure.
b If the text is comparing things, you should be able to pick out the
following information:
e What things are being compared?
* How are they similar?
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* How are they different?

¢ Summarize the information of this section in a table like the one
below.

T T T reatndveadiness T 7 sotvereadin
motivatlon

purpose

questions

attitude

interest

..............

attention

Cause and effect
3 Read our commentary on Activity 9 on pages 47-48. '
a Underline words In the text that signal its cause and effect structure.
b What are the causes of mistakes?
¢ What are the effects? : .
d Summarize the information from the passage In the diagram below.

EFFECT:
LEARNING

Why text structures are important

At the beginning of this section we quoted an extract by Donaldson that
described the nature of the written word. In the extract, she suggested that
the written word requires us to become ‘aware of language in its own right'
because ‘those very features of the written word which encourage aware-
ness of language may also encourage awareness of one’s own thinking and
be relevant to the development of intellectual self-control’.

Dillon proposed a similar strategy by suggesting the use of ‘questions
about the self’s process’ while engaged in reading and studying.

Activity 40 required you to pay attention to signal words for particular
text structures. In other words, following Donaldson’s argument, you had
to pay attention to a particular feature of the written word. The signal
words, however, don't only point out (or signal) a certain kind of text. They
also establish a relationship between the ideas in the text. Consequently
they affect the way in which we think.

For example, by setting up learning as the effect of making a mistake, we
are able to think about mistakes as the cause rather than the absence of
learning. The cause-effect structure of the language has determined the
structure of our thought.

By understanding text structures we can begin to recognize the relation-
ships between parts of a text and become aware of our own thinking while
we read. This awareness is the essence of intellectual self-control and will
help us to be active and independent readers, able to use a text effectively
in service of learning and teaching.
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Earlier we observed that many people use the words ‘reading’, ‘studying’,
and ‘learning’ as if they all mean the same thing. We found out that
although text-related learning happens in both everyday life and at school
school learning in particular requires a lot of reading,

Later we discovered some similarities between reading as a meaning-
making process and learning. We also learnit why reading is such a power-
ful tool for learning. Because it is so important to learning, we investigated
different ways of reading and showed how reading-for-learning can only
happen when we become aware of the nature of the written language and
develop a critical attitude towards the text. As the famous writer and educa-
tor, Paulo Freire, explains:

‘Studying is a difficult task that requires a systematic and critical atti-
tude and intellectual discipline acquired only through practice.’

In Activity 16 (Section Two, page 64) we thought about how learning is

(and is not) like banking. Paulo Freire used this metaphor to capture the old
idea that learners are passive recipients rather than active constzuctors of
knowledge. In his book, Peduagogy of the Oppressed, he made a distinction
between banking education on the one hand, and critical or dialogic educa-
tion on the other. He urged that educators should stop thinking of teaching
and learning as being like depositing money in a bank, or depositing facts
in the head of a learner, and rather think of it as an actlve crltlcal process
which can emancipate learners.

In his article in the Reader, Freire takes this notion further in relation to
the acts (one might say activities and stress that they are active) of reading
and studying. '

Activity 44

1 Turn to page 133 of the Reader and read 'The act of study’ from
Freire's book, The Politics of Education.

2 Compare ‘hanking education’ to studying with a ‘critical vision'. (A
hint: use what you learnt about the compare-and-contrast text struc-
ture to answer this question.)

3 Would the DR-TA method of reading fit in with Freire’s ideas about
study? If so, explain how. If not, explain why you don't think so.

4 What does Freire say about the relationship between the learner and
the world? In other words, what is the point of studying?

L N NN Ry Y N T RN N I R R P
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Why do we study?

Freire claims that the act of study is founded in a curious attitude towards
the world. If learners are curious about the world, they will want to under-
stand it and will use all kinds of resources to find out more about it.

Reading and studying books are useful ways of finding out more infor-
mation, but the information is not important on its own. It only becomes
important if it is linked to real questions that emerge from our initial curios-
ity about the world. This is why he encourages us to take our own questions
seriously, so that ‘we as good readers [can] concentrate on analysing the
text, looking for a connection between the main idea and our own interest’,

By using our own questions to guide us from the known to the unknown,
we take on the role of the subject in the act of study. We are not studying in
service of ‘education’ but are rather using education to develop our own
thought. Studying is thus a way of making other people’s thoughts our own
by ‘reinventing, re-creating, and rewriting’ them in the light of the real
questions we ask about our world. Therefore the ‘one who studies should
never stop being curious about other people and reality’.

In other words, Freire believes that the relatiohship between the learner
and the world gives purpose and meaning to the relationship between the
learner and the fext. Freire’s words are a great challenge to learners and
teachers alike. He poses questions like:

* How do we stay curious about the world when so much of our time as
learners is spent feeling bored and frustrated in class?

* How do we stay curious about the world when we spend years at school
‘absorbing’ other people’s ideas about the world rather than actively and
Creatively interacting with our own?

But Freire doesn’t argue that we give up learning about other people’s ideas!
Instead he says we cannot really study unless we actively make links
between the texts we read and the context we live in. '

One way to keep the curiosity of learners alive is to allow them to spend
fime at school talking with others about the questions and ideas that truly
interest them, and to make these questions the basts of a disciplined study
that involves both the spoken and the written word. To study and learn
actively, we need to talk about and debate the insights that we gain in
reading in relation to our own contexts.

In other words, we need to study the world and other people’s words, but
we need to do so actively and dialogically. We mustn’t simply absorb these
ideas uncritically, as a bank ‘absorbs’ money!

Freire allows us to understand how reading ~ the act of study — opens up
newways of understanding the world. It introduces the learner to the possi-
bility of critical, and even radical, change.
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This is why Freire argued that literacy, critical reading, and critical study
are so important. Sometimes a text that may not initially appear to have
much relevance or interest for learners’ lives can offer significant new ways
of describing, understanding, and explaining everyday events once it is
understood.

For example, look back at the discussion of ‘the University’ on Robben
Island in Section Three, pages 77-79. By reading books and talking about
theoretical ideas written many years ago by people from other countries,
the prisoners of Robben Island developed new political understandings
and explanations of events within their own experience; understandings
which they would not otherwise have gained.

Activity 42

1 Turn to the Reader and look at ‘Developing communities of reading
and learning’ by Brown and Campione on page 154. Carefully read the
section entitled 'Higher-order thinking skills in reading’.

2 What, according to the writers, is an ‘intelligent novice’? What skills
does an intelligent novice need? )

3 Do you think these authors would agree with Freire's definition of the
‘act of study'? Give reasons for your answer,

4 Think of your own teaching. What more would you have to do to
develop your learners as intelligent novices? ‘
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As we said earlier, the new South African curriculum suggests that learners
should, by the end of their schooling, be able to:

» make and negotiate meaning and understanding;

¢ show a critical awareness of language usage;

» respond to the aesthetic, affective, cultural, and social values in texts;
¢ access and use informatioq from a variety of sources and situations;

¢ understand, know, and apply language structures and conventions in
context;

* use language for learning;

* use appropriate communication strategies for specific purposes and situ-
ations.

The role of reading in the new curriculum

Reading and writing are not explicitly mentioned in these seven outcome
statements. This omission has become a hotly-debated issue amongst
teachers. Have OBE and Curriculum 2005 somehow forgotien about
reading and writing? '

In the area of eaxly literacy education, there has certainly been some hint
of this. In 1998, the new outcomes-based curriculum was implemented in
Grade 1 classrooms. In preparing teachers for the change, many official
guideline documents were issued. They fleshed out the specific outcomes -
about making and negotiating knowledge, about critical literacy, and about
communication ~ into detailed guidelines for lesson planning. .

As a result many teachers moved towards more constructivist and inte-
grated forms of teaching. However, very few of these guideline documents
called for the deliberate teaching of reading. Reading and writing were rele-
gated to two amongst a myriad of skills learners had to attain rather than as
central processes in learning. The assumption was that if learners were
presented with tasks involving reading and writing, they would construct
the skills of reading and writing for themselves. Proponents of this view
argued that their reading would be better than before, because they would
learn it spontaneously in the course of interesting activities and not be
turned off by boring reading instruction.

The result was that some teachers started to believe that reading instruc- -
tion would no longer be necessary, or even that it was ‘banned’ by the new’

curriculum. Here is an.extreme example of this kind of thinking:

A delegation of worried principals from a cluster of junior primary
schools in western Soweto posed the following to their District Director as
an agenda item for a meeting in October 1997: ‘the suspension of principals
if we do not teach phonics/reading’. In the meeting they told theijr director
that certain teachers, after attending a teachers’ union seminar on OBE,
had informed them that phonics and reading programmes were part of the
legacy of apartheid education, and that the new curriculum would no
longer contain them. Obviously disturbed, the principals sought official
reassurance on the matter from the department.

Questions and debates about early reading in these terms have continued
to trouble many teachers. In fact the confusion became so severe that by
early 2000, the Department of Education found it necessary to intervene
and assert (some might say reassert) its gommitment to the fundamental
importance of reading in the learning process.
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The new Director-General argued the following:

‘Reading, in its broadest sense, is key to the development and sustain-
ability of our fledgling democracy. The notion that the outcomes ... do
not promote, expect, or ensure that learners will be able to read and
write is a “myth”. The learning programme statement on literacy
refers to a wider concept of literacy, including: language literacy,
cultural literacy, visual literacy; media literacy; numerical literacy;
and computer literacy.’

Why reading should be taught explicitly

Section Four has examined the central role of reading and writing in learn-
ing, in schools, and throughout contemporary society. It examined how
written texts (books, journals, magazines, web sites etc.) provide the oppor-
tunity for learners to develop an awareness of language and a concomitant
awareness of their own thinking. We saw the importance of teaching good
reading foundations in children’s earliest encounters with the written
word, and we examined the ongoing importance of literacy development
throughout the educational process. Reading takes us beyond our existing
knowledge, and successful learners read more and more texts of ever-
increasing complexity as they progress through school.

Our view is that reading and writing are findamental to learning in educa-
tional contexts. Not only must the teaching of reading be improved, but
the practice of reading and writing must appear explicitly as a critical learn-
ing outcome at all levels as OBE matures.

We would argue against the idea, found in much South African thinking
and writing about OBE, that children will construct the skills of reading and
writing spontaneously. Our view is that good, explicit teaching of reading is

essential to the successful early acquisition of literacy. Here is a particular -

case of a young learner which illustrates this point well:

‘In Grade 1, the teacher taught Ashok the alphabet. She made the
Students learn the sound of each letter for weeks. She made them write
each letter. .

For the first two months, the chalkboard was covered with the
alphabet, Children copied each letter several times. Ashok learnt all
the letters. Teacher and children paid attention to the textbook which
had a letter, word, and picture per page.-Ashok learnt immediately the
b of bird, the a of apple, and the t of table. He failed to understand
when the teacher added “ird” to b for bird. The teacher did not have
lime to notice or understand Ashok’s point of view. . - :

When Ashok went fo Grade 2, he was asked to read a book. He said n
“bofbird”, “aof apple”, “t of table”, reading letters off the page in this
way. The teacher got annoyed with him and said, “Listen carefully to
other children and read like them.” Ashok listened, but he couldn’t
understand where he was making a mistake. He felt the others read
just like him. Somehow he got through to Grade 3. Now he read by
combining letters and vowel sounds. The teacher rarely asked him to
read. Children sitting near him on the mat read the whole chapter, He
didn’t feel bad about it. He memorized a whole poem and during a
revision of lessons in the last weeks of Grade 3, he read the poem
without opening at the right page. He was happy but the teacher was
angry. The differences between his and his teacher’s points of view
were becoming sharper.

Grade 4 started. The first page of his new geography book, a new
subject, said, “Our district is uneven and rocky ... its construction is
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like a plateau.” Many children in the class had learnt to read fluently.
They stood up and read, and then copied it into their notebooks. When
Ashok tried to read slowly, the teacher would become impatient. The
same situation existed during science lessons. In a month the teacher
got so fed up with Ashok that she stopped saying anything to him.
Ashok felt that the teacher didn’t care any more. After the holidays, he
didn’t go back to school.’ ,

Stop. Think.

Before you continue, think about this story. How does it illustrate the
point that reading must be explicitly taught and isn’t spentaneously
learnt?

How does the story end? Well, Ashok dropped out of school because he
couldn't learn how to read accurately for himself, In fact, as we saw, he
constructed a ‘reading’ practice of his own which remained trapped in his
misunderstanding of what the task entailed. (Do you remember the discus-
sions on misunderstanding and making mistakes in Sections One and
Two?) He dropped out because the teacher failed to teach him new ways of
reading. She failed to provide him with a pathway from the known to the
unknown that would allow him to learn from, and overcome, his mistakes.

Clay (the writer of this story) explains that the lesson to be learnt from
Ashok’s story is that:

if children are confused [about reading], then expert teaching is
needed to pull them out of it. ... [the problem] will not sort itself out as
the child gets older. On the contrary, the child will, willingly and with
effort, build error upon error until there is a huge, seething ant-hill of
error.’

Many teachers, we believe, are wrong when they say that children
construct their own knowledge of reading in the course of outcomes-based
activity. They underplay the crucial role of reading instruction and, by doing
this, limit the learners’ reading abilities for life. Reading is critical to good
learning and like all learning requires teaching and an active learning atti-
tude by learners to be successful. Removing either makes good learning
impossible,




Conclusion and key learning
points
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Reassessing the half-truths

Stop. List|en. Think.

Relisten to Part 4 of your audiotape. Then go back to the halftruth state-

ments at the beginning of this section on page 113 and decide if you still

agree with your original responses:

* Have any statements changed their meaning for you? In what way?

+ Can you now see some truth in stalements you initially thought were
incorrect?

Use what you have learnt in this section to develop your arguments both
for and against these different positions on reading, Use the half-truths as a
checklist to confirm what you now understand and what you are not yet
certain about. |

Key learning points

This section has investigated the relationship between learners, text, and
the world.

‘We have argued that the links between the reader and the text are critical
for the reading process, and that the knowledge the reader brings to the text

s as important as the information on the page. We also saw that at school,
textbooks are often the context for learning and that the use of school text-
books requires learners to be active and independent readers. We then took
a closer look at the way in which textbooks are written, and explored how
the structure of a text organizes and directs the way we read it.

We examined Freire’s critical view of reading as dependent on our curiosi-
ty about the world and as a powerful force in changing our engagement with
the world. Building on his ideas, we suggested that schools need to develop
‘intelligent novices’ who are able to take on the questions of the world.

Finally, we argued that teaching reading is an explicit and deliberate act,
We suggested that the dangerous half-truth emerging in South Africa — that
reading can be learnt spontaneously and therefore that teaching reading is
outdated — could doom millions of learners to be poor readers for life.

"Here is our summary of this section’s key points:
» Reading is an activity of the mind requiring learners to ‘crack the code’ of
the written text to generate meaning.

* Reading becomes meaningful when the reader can make links between
his or her personal experience and the experience encoded in the text.

* Reading can be hard work and too many learners have a negative attitude
towards it.

* Children are eager to learn to read when they believe that books are the
key to a new wotld of experience.

* The attitude of adults towards reading influences the attitude of children
towards books.

* Teachers need toread widely and actively themselves in order to establish
a context of reading in the classrcom.
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4

The act of study
should not be
measured by the
number of pages
read in one night or
the number of
books readina
semester. To study
is not to consume
ideas, but to create
and recreate themn.

TEXT AS A CONTEXT FOR LEARNING

Learning through reading requires an active engagement at several
different levels of meaning making.

Different kinds of text require different approaches to reading, but all
texts require active reading,

Prediction and questioning are key reading skills.

* A critical approach to text is an essenttal skill for school learning.
* Allbooks follow certain text patterns that establish specific relationships

between different parts of the text.

* The structure of a text can influence the way we think about the ideas

presented in the text.

Teachers need to introduce learners to the ‘discipline’ of study and
encourage them in its practice.

The act of study is founded in a curious attitude towards the world.

Reading can produce further curiosity and a critical attitude to the famil-
iar world.

* The early skills of reading should be taught explicitly.




The magic of reading
Bruno Bettelheim and Karen Zelan
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Bettelheim and Zelan criticize the reason many give for learning to  Notes
read; namely that it makes us more useful citizens and workers. They

don’t deny that this Is true, but develop a strong case as to why such

an argument can never serve as a motivation for learning to read.

Instead, they argue, learners are motivated by the ‘magic’ of
reading. They read because it ‘promises’ them an entry into an
exciting fantasy world. The writers argue that we are all ongmally
motijvated by these kinds of ‘irrational’ desires.

The task of the teacher is to recognize this human fact and teach
reading through books that evoke this ‘magic’. They argue that
school story hooks — primers — don’t do this because they are
designed to teach learners to read only — they aren’t imaginative
enough — and don’t offer learners any ‘magic’. Learners also see
them as meaningless. They recognize that their only point is to
teach them what a ‘C’ is, or how to pronounce ‘C-A-T’, and that
they have no longer-term meaning. -
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Why it isn’t useful to justify readingin  Reading
terms of its usefulnes_s ' .

Being able to read well is of great practical use in our society and
the world. Unfortunately, however, this is the main reason teach-
ers give children when announcing that they must learn to read.
Reading is taught in ways that not only completely obfuscate the
art of literacy but also prevent the child from guessing that it
could exist.

. These edited extracts are from B. Bettelheim and K. Zelan, ‘The magic of readrng,
Chapter 3 in On Learning to Read (London, Penguin, 1981).
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Even teachers who themselves are committed to literacy stress
reading’s practical value when teaching beginners. In doing so
they neglect the more elusive but much more important value
literacy can have for one’s life. Earnest teachers, anxious to
secure a better economic life for their students, press them to
apply themselves more assiduously to learning reading skills so
that they will be able to ‘get ahead in the world’.

But children are not strongly motivated by distant future
rewards; they are not firmly convinced by this reason.

We must not be led astray by the fact that everybody claims to
know that to be able to read is profitable. The fact that people
give lip service to such knowledge does not mean it has become

part of their outlook on life or that it gives direction to their |

behaviour. It can remain inoperative knowledge, which they file
away in the far recesses of their minds and to which they pay no
attention in their everyday lives.

Maybe this can be seen more clearly when considering the
teaching of mathematics. Mastering basic mathematical skills is
obviously useful; these skills are taught to all children. But
despite this usefulness, most children drop their study of math-
ematics as soon as they have acquired the minimal smattering
needed to get by. The reason is that with the emphasis on the
practicality of the rudimentary computing skills, nothing in the
way the children have been taught mathematics has made them
aware of the fascinating world of numbers, or of how mathe-
matics offers the key to a deeper understanding of the world.

Only the few who for some special reason have become
sufficiently entranced to penetrate beyond its practical uses
comprehend what mathematics is really all about. I do not know
whether this higher and truer concept of mathematics is potentially
available to everybody, but there is no doubt that it could be
opened up to 2 much larger number of students, were it not stressed
that mathematics’ main merit rests in its practical application.

Reading is about opening up a world of
imagination and joy

What is required for a child to be eager to learn to read is [...] a

fervent belief that being able to read will open to him a world of

wonderful experiences, permit him to shed his ignorance, under-
stand the world, and become master of his fate. For it is faith that
kindles one’s imagination and gives one the strength to under-
take the most difficult tasks, even though at the moment -one

does not quite understand how. Reading will provide one with
all these marvellous opportunities. f
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We would teach reading very differently if we viewed it as the
initiation of a novice into a new world of experience: the acquisition
of an art that will unlock previously hidden secrets, open the door to
gaining wisdom, and permit shating in sublime poetic achieve-
ments, When learning to read is expetienced [...] as the only way to

' be transported into an unknown world, the child’s unconscious
fascination with imaginary events and magic power will suppott his
conscious efforts at decoding. It will give him strength to master the
difficult task of learning to read and become a literate person.

Our thesis is that learning, particularly learning to read, must

' give the child the feeling that through it new worlds will be opened

to his mind and imagination.

This would not be difficult if we taught reading differently.
Seeing how a child is lost fo the world and forgets all his worries
when reading a story that fascinates him, shows how easily young
children are captivated by bocks, provided they are the right
ones. When we notice how a child lives in the fantasy world of
this story even long after he has finished reading it, [provides
clues as to how we should teach reading differently].

Literature in the form of religious and other myths was one of
man'’s greatest achievements, since in them he explored for the
first time the meaning of his existence and the order of the
world. Thus literature began as visions of man, and was not cre-
ated to serve utilitarian purposes. .

All children are fascinated by visions, by magic, and by secret lan- -

guage, and the beginning of school is the age when the chzld is most
desirous to partake of the secrets of adults.

Satisfaction of these desires was historically contained in reli- |

gious texts, so children usually learnt to xead well from such
texts. Mastering reading not only permitted access to superior
powers but was the instrument through which we received their
messages — those of God in religious writings, and of superior
minds in the writings of philosophers, poets, and scientists.

When learning to read is experienced in this way, it involves not
only the cognitive powers of the child’s mind but also his imag-

ination and his emotions. In short, all reaches of his personality.

Learning to read then appeals to the highest and the most pri-
mordial aspects of the mind, involving simultaneously id, ego,
and superego; our whole personality.

How will the child experience reading?

So there are the two radically different ways in Wthh reading .

(and the learning of it) can be experienced:

» either as something of great practical value, 1mportant if one'

wants to get ahead in life;
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 or as the source of unlimited knowledge and the most moving
aesthetic experiences.

Which of these two ways or in what combination of them the
child will experience being taught reading, depends on the
impressions he receives from his parents and the atmosphere of his
home, and on how reading is taught to him in school. The image
of literacy impressed on him by those who significantly shape his
views of things during his most impressionable years is decisive,
This is so because it is during these early years that a child’s basic
personality is forming, and he does not yet perceive matters on the
basis of a rational and critical evaluation of their objective merits.

There is reason to believe that only those for whom reading was
early endowed with some visionary qualities and magic meaning,
become literate. Reading and what it can contribute to one’s life is
not something that pertains only to the ego and the conscious
mind; it is also deeply rooted in the unconscious. Those who retain
all through life a deep commitment to literacy harbour in their
unconscious some residue of their earlier conviction that reading is
an art permitting access to magic worlds, although very few of
them are aware that they subconsciously believe this to be so.

Consciously, most of us take pride'in our rationality, and are
correctly convinced that more than anything else it is literacy
that lifts us out of irrationality into rationality. That an earlier,
childish idea of literacy’s magic power may still be at work in us
is suggested by what we experience when we are deeply affected
by art, poetry, music, and literature, for then we feel touched by
magic. It is an irrational atfraction, but one that continues to
move us throughout our entire lives.

The special fervour with which the astronomer engages in his
scientific studies'is imbued by remnants of the childish awe that
overwhelmed him when first beholding the beauty or the
immensity of the sky, if not also its eternity. While he does not
look for the answers the astrologer sought — whose work was
certainly a magic enterprise, but nevertheless the origin of
astronomy — the astronomer still seeks to discover what created the
universe, and how. Maybe in the development of the human mind
from childhood to maturity, ontogeny parallels phylogeny in some
measure or fashion. Magic belief in astrology slowly evolved into
the science of astronomy, and alchemy into chemistry.

The good biologist as much as the good physician retains
somewhere the feeling of wonder inspired by the miracle of life.
However rationally the good physician proceeds when trying to
relieve the physical and mental distress from which we suffer
when we are sick, however miuch he relies in his work on his
medical knowledge to help us, in our experience of him as a heal-
er he must be tinged in some measure with the magical qualities
with which past generations endowed the medicine man.
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Bettelheim and Zelan argue that however rational and scientific our
thinking may be - as doctors, scientists, or astronomers - it all
begins with a kind of childish awe. We are fascinated by the seem-
ing magic of life; of birth, death, of the planets etc. From this we
develop our more rational and scientific forms of thinking. But, say
Bettelheim and Zelan, even the most scientific doctor (for
instance) remains a little influenced by the ‘magic’ of the sangoma
(or traditional healer). It is this deep human attachment to ‘magic’
and imagination that we need to tap into when we teach reading.
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Why we must develop our emotions

The more our rational abilities weaken, the more powerfully our
emotions can impinge on us and the more dominant magic
thinking becomes. As the child enters school, he is at an age
when his rationality is as yet pooily developed, and his feelings
dominate his thinking. So when something is really important to
him, he is apt to invest it with magic, and the more he does so,
the more important it will become to him emotionally.

But if he fails to see some magic in what he is doing, he will be
little interested in it.

If literature — irrespective of whether it is of a literary, philo-
sophic, or scientific nature — had not been originally endowed
with qualities that made it attractive to our unconscious, and if it
did not still retain for us some of these qualities, we would not be
fully committed to it, because an important part of our person-
ality would remain uninvolved. For literature to affect us beyond
what can be put easily into words, our response to it must con-
tinte to contain traces of the feelings and irrational ideas we pro-
jected into so many of our childhood experiences.

To the modern educator, who views learning to read as the
acquisition of a particularly important cognitive skill, it may
seemn a far-fetched idea that this can be mastered well only if ini-
tially and for some time to come reading is experienced subcon-
sciously by the child as a magic art, which potentially confers
great and in some ways unknown power. Yet it is the child’s wish
to penetrate what he believes to be the important secrets adults
possess that makes learning to read an exciting adventure to him
— one so attractive that he is eager to expend the requisite con-
centration and energy on mastering it.

Here it might be worth remembering again that llterature began
as poetry; which was part of religion, as in invocations to the gods
or thymes to which magic properties were ascribed. Literature
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originated in poetry recited and transmitted orally. It often served
magic rather than ordinary, utilitarian purposes. Even when script
became mote common, much of the now recorded literature was
still devoted to issues connected with religion — so much so that it
could be said, and universally believed, that ‘In the beginning was
the word, and the word was with God, and the word was God.’

For millennia, writing and reading were arcane arts that con-
ferred special powers and privileges. It required a long and diffi-
cult struggle before the average man was permitted to read the
Scriptures, and printing began with the printing of Bibles and
other religious texts. It was from the Good Book that children
were taught to read, and only after man was permitted to read
the Scriptures did education become universal.

Today, too, for literacy to be a really desirable goal for the young
child, it must be endowed by him with magic meaning. Only then
will it become fully attractive to his unconscious, which will
consequently support the child’s conscious efforts to master
reading. Later, the irrational aspects of literacy can become safely
reduced and the rational ones gain ascendancy. But if this
divestment of magical connotations occurs too soon and too
radically, reading will fiot be strongly invested emotionally,

It is not objective merit, but high parental valuation, that makes
reading so atiractive to the child. This appeal does not emanate
from the rational and utilitarian purposes parents may satisfy
through reading; rather, the child responds to the parents’
emotional absorption in reading. What makes it attractive to him
is that it seems to fascinate his parents. It is their secret knowledge
that the child wants to be able to share. The more parental
devotion to reading and the child’s belief in its magic propensities
coincide, the easier time a child will have in learning to read, and

the more important and enjoyable reading will be to him.

Two ways of teaching reading

It is rare that we find a chance to compare the impact of two dif-
ferent methods of teaching reading. These two ways — one typi-
cal of our schools, and another where reading is being taught
immediately from a difficult text but one which carried deepest
meaning for the child [...] - were evident in the following exper-
iment in Zdvo.

A boy was educated simultaneously at the local public school
and at an orthodox Jewish school, or yeshiva, where children are
taught reading directly from the Hebrew Bible and have to trans-
late what they read into the vernacular, exactly the way it has
been done for hundreds of yeais. At the yeshwa,
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‘none of the texts presented to young children are expurgat-
ed or bowdlerized. It is in fact forbidden by Jewish Law to
abridge, expurgate, or for that matter even to skip over what
might be considered controversial passages. Thus children
even in the early primary years read unabashedly about the
attempt of Potifer’s wife to seduce Joseph, of the twins
fathered by Judah upon a woman he thought to be a pros-
titute, and of the rape of Dinah by Schechem.

One day when his father wanted to demonstrate the
child’s ability to deal with sophisticated material, he asked
this six-year-old boy to translate from the book of Genesis for
a visitor in our home. The guest would call out chapter and
verse, and after a pause to locate the passage, the young boy
would provide a quite accurate translation in his own words.

Our amazed visitor asked if by chance he were not dealing
with a bilingual edition, and if he were not stealing an occa-
sional glance at the English. To my embarrassment, I found
that I had indeed given him a volume replete with a literal
English rendition of each line. I began offering assurance that
the boy was not using any arutch, but was in fact reading only
the Hebrew original. Groping for a quick proof of my
contention, I asked Steven to look at the English text and to
read it to me. Obediently, he focused his attention on the other
side of the page, stumbled pathetically over the phonics, and
with a grimace exclaimed, “I can’t.”’ (Mendelsohn, 1973)

[

Comparing the texts with which his son was taught in the two
schools he attended, this father commented:

T know of no parent who would open a primer today with
any intention other than to discover what his child is read-

“ing. [...] - -

The texts of the first grader in the yeshiva, on the other hand; are
the identical readings explored daily by his parents and teachers.
As a result of this perpetual and subtle set of reminders of the
innate depth and potential of the subject matter he is pursuing,
the phrases ‘I have read’ or ‘I have already learnt’ are never used,
since finality is neither possible nor desirable.

Study is an ongoing process. The objective is to be continually
involved with the text, not to outgrow it, because the material
can never be fully mastered.

The boy, having been taught Hebrew for meaning and with
complete disregard of whether some word by itself was easy or
difficult, read it for meaning and was carried along by his
understanding of it so that he could translate a difficult text. In
public school he had been taught to decode laboriously simple
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This example demon-
strates how a child can
read a difficult text in
Hebrew, and translate this
into English very well. But
when the child is asked to
read the simplified English
summary, he can't do so.
Bettelheim and Zelan
argue that this shows that
difficult originals which
still-.contaln 'magic’ to
interest the learner, are
better teaching texts than
simplified summaries that
have lost this magic. This
is why primers {simple
schaool reading books)
aren't good books to use
in the teaching of reading,.
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Pay attention to why the
wiiters argue against the
common school practice of
developing simple readers
{or primers} to teach
young children reading.
What do you think of thelr
argument and the evi-
dence they provide?

READING AND SCHOOLING

English words in meaningless sequences, Since what he was made
to read there had nothing to awaken his interest, he could read
only the words he had learnt in class. He knew thatno adult could
possibly be interested in what he was reading in public school, so
he could not work up any interest in it either. Well aware that
adults were as interested as he in what he was reading in Hebrew
school, if not more so, he found learning to read there a challenge
which he met to the best of his ability. The significance of the text
of the Bible invites every reader to seek his own meaning in what
is written. From the moment he learns to read, the child is
impressed that his teacher reads the same book innumerable times
and always finds some new meaning in it. This challenges the child
to do the same, and suggests to him that whatever meaning he
finds in it is legitimate for him. What the text conveyed ~ as much
as his teacher’s and parents’ attitude towards it — put the boy just
mentioned under its spell as soon as he began to learn to read.
With it, reading and literature attained magic connotations.

By comparison with the truly unlimited and deeply engrossing
vistas the Bible opens up to the child, as Mendelsohn says,

‘the public school system employs various elementary read-
ing series which for all their clairs to linguistic and liter-
ary advancement, really amount to little more than an
updated Dick and Jane. What vistas, indeed, are made
available to the child who is asked to develop an interest in
reading, not to mention literature, by learning to read:
“Tanet, Mark. Janet and Mark. Come, Mark, come Mark,
come. Come here, Mark. Come here. Come here, Mark.
Come and jump. Come and jump, jump, jump. Here 1
come, Janet. Here I come. Jump, jump, jump”? This is the
entire text of the first seven pages of the updated Janet and
Mark pre-primer, which continues in the same vein.’

Because of its central importance, reading should be the para-
mount example of what education in the deepest sense is all
about: a progress from irrationality to rationality, starting with
the id’s irrational purposes, which become gradually controlled
by the ego and thus changed to meet in a rational manner the
challenges of both external reality and the inner life.

If education equips students in this way, it enriches their per-
sonality and makes life more manageable and more worthwhile.
But modern education — believing it can do away with the slow
and tortuous development from irrationality to rationality -
tends to deplete the ego of its natural resources and leave it weak-
ened, subject to domination by an irrationality that has not been
sufficiently transformed by the process of education.
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Language, Literacy and Communication: front cover,

table of contents and full text of Umthamo 2

Pages 85-132
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Umthamo 2

A Whole Language Approach

Introduction

In this umthamo, we are going to look at a way of teaching
language which fits in with Outcomes Based Education
(OBE). ltis not such a ‘new’ way, but it may be new to some
teachers, and to some primary schools in South Africa.

This approach to language learning and teaching does not
divide language into different parts. It is about the links be-
tween all aspects of language. The ideas and activities in
this umthamo combine a whole language approach with a
literature-based approach to language teaching and learn-

ing.

Many people assume that the word ‘iterature’ refers to sto-.

ries, poems and plays that have been written down. But this
is not true. It has been said that it is ‘an accident’ that we
have come to think of literature in this way. Literature in-
cludes both the art of speaking, and the art of writing.

In ‘civilised’ countries we are inclined to associate litera-
ture with writing; but such an association is accidental ...
Millions of people throughout Asia, Polynesia, Africa and
even Europe, who practise the art of literature, have no
knowledge of letters. Writing is unessential to either the
composition, or the preservation, of liferature. (Chadwick,
NK 1939:77 quoted in Finnegan 1970:15-16) '

In this umthamo we are concerned with ora/ literature. We
will ask you to collect samples of oral literature. You wili use
these iintsomi as a base for the whole language work that
you do with your |learners.

In high schools it has been the custom for some time to sepa-
rate subjects. Sadly, this has filtered down into the primary
school. So much so, that in some schools even aspects of
" one subject (or learning area) are divided into separate parts.

We suggest that this is unnatural. itis high time that we caught
up with other parts of the world (our ‘global village”), and
adopted a whole language approach in our interactions with
young learners.

At the face-to-face session where this umthamo is intro-
duced, you will experience a ‘whole language’ approach
yourself (see Unit 3). We believe this is important if you are
to understand how this approach works, and if you are to
see the value of working in this way.

Page 2

There are different ap-
proaches fo teaching and
learning. Many colleges of
education tend to leach
Just one.




nE

For the Key Activity in this umthamo, we are going to ask
you to try out a ‘whole language’ approach with your class.
We think that this approach to language teaching will make
your language lessons more meaningful and more interest-
ing, for both you and for your pupils.

At the face-to-face session where this umthamo is moni-
tored, you will have to report on your experiences carrying
out Part 1 of the Key Activity. So you will need to make
sure that you have completed Activity 7 before that face-to-
face session. ’

At the face-to-face session where this umthamo is con-
cluded, you will be expected to report on your experiences,
and those of your learners, in Part 2 of the Key Activity.

Intended ouicomes
When you have completed this umthamo you will

* be more conscious of how your teaching approach
in the classroom affects the way your children learn
and feel about language

* have tried a ‘whole language approach’ in your class,
and you will be able to compare this with the way you
have been teachmg language up to this point

* be able to desugn and provide tasks for your pupils
that integrate listening, speaking, thinking, readmg
and writing

* have an understanding of the value of providing ac-
tivities that require your pupils to access, process,
use and share information from various sources

* have had opportunities to see the value of using cul-
ture based experiences such as iintsomi, at school.

Zozo Figlan telling a story in 1992 at the Weekly Mah' S!orﬂel!ers Market in Cape Town.
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| m Unit 1 - The Role of Timetables in Primary
Classrooms-
' Most primary school teachers in South Africa have been used
to having a daily timetable. A timetable can help us to make
sure that we make time to teach all the subjects in the cur-

riculum. It can help us to ensure that we allow enough time
for each area of the curriculum.

Before we do anything else, we would like you to think about
your own class and your own school. Think about what you
have to do from Monday to Friday with your class, and then
do the next activity.

Activity 1 - Looking at Timetables

Take a piece of A4 paper and draw your class timetable.

Put in all the subjects and periods that your class have. If

you have a lesson or period devoted just to reading,

please write that in. If you have a particular period for

spelling, put that in, too. If you have a whole hour or more

devoted to language, please show that. Please draw your

timetable exactly as it is in your class.

Make sure that you print your name and the grade that

you teach at the bottom of your timetable.

+ Now look at the timetables below. Compare your own
timetable with these. What do you notice?

« Which timetable is most similar to your own? In what
ways? -

» In what ways is your timeiable different?

Sometimes we can guess the way a teacher works from
things we see in her/his classroom. Do these time- .
tables tell you anything about the style of teaching that
goes on'in each of these. classes? What clues do you
see? What helps you work out each teacher’'s way of
working?
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This is a time-table from a Grade 4 class in 1998

Period| 1 2 3 4 5 6 7 8 9 10
Time |[8:00- B:30- | 9:00- | 9:30- |10:00-{10:30- 11:00-| 11:30-|12:00- [12:30-| 12:00-
8:30 | 9:00 |9:30 |10:00 | 10:30 |41:00] 11:30 | 12:00 | 12:30 |12:00 | 13:30

Mon. |REd | Math | Math | Xhosa] Xhosa | Afrik Eng |Eng (Art& |Art&
Oral G| Writ C Oial L |Writ L {Craft | Craft

Tues {Math | Math | Eng |[Eng |Xhosa|Xhosa Geog |Geng [Afrik [Art&
) Oral G| Writ C| Oral L | Wit L MT |Graft
Wed [Math | Math | Hist |Hist |Phys |&d Eng |[Eng |Xhosa|Xhosa
Read |Spell |Read {Spell

Thur { Math | Math | Xhosa| Xhosa| Gen |Gen Eng |Eng |Gard- |ening

OralL ) WritL | Sci | Sol Oral L | Writ L

Fri REd | Math | Math [Eng |[Eng |Health Xhosa | Xhosa | Afrik | Option
Rec |Rec Rec | Rec Time

Grade 5, 6 & 7 Timetable
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Now take another clean sheet of paper, and write the
date and time. Then write down your thoughts and an-
swers to the guestions that we asked you above. (We
have repeated them below.)

» Compare your own timetable with these timetables.
What do you notice?

+ Which timetable is most similar to your own? In what
~ways?
» In what ways is your timetable different?

Sometimes we can guess the way a teacher works from
things we see in her/his classroom. Do these timetables
telt you anything about the style of teaching that goes on
in each of these classes? What clues do you see? What
helps you work out each teacher's way of working?

When you have answered these questions, attach this
sheet securely to the copy you have made of your time-
table.

Now stop and think about the questions below:

» Do you think timetables are important in a primary
school classroom? Why?

« Do you ever get frustrated with your timetable? Why?

» Why do you think it might be important to allow your
learners to spend as long as they want or need on a
particular task? »

« How do you feel about the statement, “Children need.
to finish any task that they begin, before they start an-
other one™?

Open your Journal, and write the date and time. Write
down your thoughts in response to these questions. Make
sure that you store your timetable, and your answers to
the first set of questions, safely in your Concertina File.

You now have a copy of your present timetable, together.
with your comments, stored safely in your Concettina File.. .
You have also wriiten down how you feel about timetables
in your Journal. If at any time during the year you decide to
change your timetable, make sure that you put a copy of
your changed timetable, together with your reasons for mak-
ing changes, into your Concertina File, too.

]

==
Re
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Problematising Timetables

When we divide up each day into lessons or periods, we
usually end up separating learning areas. We can even be
so concemned that we cover all aspects of each learning area,
that we even make special times for each separate partof a
particular learning area. This can cause us to forget that the
curriculum should be one whole. And “the whole, is more
than the sum of the parts”.

In the early 1990s, In Mitchell's Plain in the Western Cape,
there were schools where there was subject teaching from

Standard 2 (Grade 4) onwards. Language lessons were’

divided in such a way that one lesson focused on reading,
while another was devoted to spelling. Yet another lesson
was for grammar, and another for writing. And there was yet
another lesson to deal with poetry or stories.

There were even Grade 4 classes where one teacher walked
into the classroom to teach Comprehension, and another
came into teach Grammar or Language. Each teacher was
a specialist of a particular aspect of language. One teacher
was not expected to put all the aspects (or parts) of lang-
uage together. And yet that was what the children were forced
to do in those schools. The pupils had to listen to what each
teacher had to say, and then they had to somehow try to put
all the different parts together. 1t was rather like a jigsaw
puzzle.

Why did these schools do this? What was the reasoning,
philosophy, or theory of education behind this way of work-
ing? Was it based on the notion (held by some education-
ists) that young children have an attention span of just ten
minutes? If so, how valid (or reliable) is this notion or belief?
If you have ever observed young children when they are
busy doing something that they are interested in, or which
they enjoy, you will have noticed that their attention span is
much longer than ten minutes!

When Alan worked at the University of Cape Town in the - -
School of Education, he taught a B Ed course. One of his' -

B Ed students was doing some action research into his own
teaching. This student was a lecturer at a college for Pre-
primary teacher trainees. He had been reflecting on and think-
ing about his style of lecturing. In the course of his research,
this B Ed student had asked his own students how they found
his lectures. Amongst the responses that this man recorded
was one which stands out.

“Sir, another thing is, that you just come in and teach us
your subject. But you must know, Sir, we've got a lot of other
subjects to consider. Each lecturer just teaches his lesson
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and when it is all finish (sic), we must take all the little bits
and put it together. They don't tell us how we must do it. |
don't think it’s fair!” {Quoted in a report submitted by a B Ed
student - UCT 1991)

Activity 2 - Putting it all together

At this point, we want you to think very carefully about
this story. Is this really fair? Should the learners be the
ones who ‘have to put it all together’? Or should that be
the role of the one who is sharing their knowledge or ex-
pettise, the teacher? Or, should the learners do this to-
gether with the teacher as the facilator?

Open your Journal. Write the date and time. Then write
down your thoughts about this in your Journal. Take some
time. Don’t just write one or two sentences. If a primary
school teacher teaches in a school that seems to insist
on timetables, what do you think s/he could do to get the
other teachers, heads of department and the principal to
begin to open up the timetables?

Has primary education been influenced so much by high
school education, that teachers have come to believe that it
is better to separate everything out, just as in high schools,
and to specialise? .

In the past, when people trained to teach in a primary school,
they were trained to teach everything. The teachers were
generalists. Their specialism was being able to cover all
areas of the primary schooi curriculum. These teachers didn’t

focus on two or three subjects or areas of the curriculum. -

They were able to cover the whole curriculum,

It is only since the early 1980s that students who wanted to
teach learners from Grade 4 to Grade 7, have followed spe-
cialist subject courses. Why was this the case? We believe
that primary schools have been influenced by secondary or
high schools.

Historically; teachers in high schools have received the most
respect. The teachers who taught at the top of the primary
school had less respect. And the teachers who taught the
first grades, had the least respect.

But how many of the teachers who taught in high schools
could have managed to teach in a Grade 1 or Grade 2 class-
room? Very few. It takes a very special, muiti-talented some-
body to teach the youngest learners. We know of many pri-
mary school teachers who have successfully taught in high
schools. But we know of very few high school teachers who
have managed to teach in primary schools!
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So why have we, as ptimary school educationists, emulated
(copied) the way that high schools are organised? Perhaps
education would be more successful if high schools mod-
elled themselves on the way primary schools are organised.
Is it because the majority of officials and education decision
makers come from secondary schools? '

In 1997 Viv had the opportunity to go to the United States of
America. She learned that many high schools were begin-
ning to open up their timetables. The teachers at those
schools were trying to make more space for their learners to
learn for themselves, and to make their learners’ experiences
in school more meaningful. They decided to make each pe-
riod one hour long. This meant that the teachers had to
change their approach to teaching in their classes. They
couldn’t stand at the front of the class for a whole hour fec-
turing the children. The teachers had to plan activities for
their learners to do.

Perhaps a primary school teacher in South Africa, who is
forced to teach within a strict timetable, could borrow this
idea. Perhaps, it would be a good way to start: to make each
period one hour [ong, instead of 30 minutes. Probably it would
be easier if s/he could find a colleague who feels the same
way. Then they could approach their head of department
and their Principal to see if they could try out something fike
this in their classes. This would be one way in which educa-
tion in our schools could become more learner-centred, and
less teacher-centred.

If you look back to the Grade 1 timetable on page 4, you will
see that in this class, the teacher is not restricted by 30 minute
periods. Most periods are one hour, and others are an hour
and a half. This is in line with OBE, '

Later on you could try to block certain longer periods of time.
For example, between break and the end of the day. You
could do this gradually, starting with one 2 hour block in a
week. If it works well, you could increase the number of longer--

blocks of time in the week. This would enable you to deal - -

with something more thoroughly. This is what happens in
many primary schools elsewhere in the world.
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Unit 2 - Moving towards an integrated
Curriculum

When Tillie was in South Australia in September 1998, she
was very impressed by the way the teachers of learners in
Grades 1 to 7 integrated the different learning areas. She
visited a number of primary schools and spoke to the teach-
ers who worked in those schools.

Tillie was impressed by the way the teachers and iearners
worked in those primary schools. in some schools Tillie found
that much of the work that learners did was project-based.
In other words, the children worked on a particular topic to
find out all that they could, and then they reported on their
findings. Tillie was very.impressed by how well the learners
did this.

In some cases, the learners chose the topic they would re-
search. In other cases, the learners went out into their com-.
munity to ask what the community would like them to inves-
tigate.

But, no mattef what topic a group of learners chose, it inevi-
tably involved a number of learning areas, if not all. For ex-
ample, they counted and calculated, read history, used com- .
puters, leamed about environmental needs, drew and de-
signed, and so on. And of course, they used language, lit-
eracy and communication skills! They thought, they spoke,
they listened to one another, they read, and they wrote
down, or recorded, what they had had learned.

Another thing that really impressed Tillie was that the learn-
ers were required to work in ‘multi-grade’ groups. Children
from all grades, from the Reteption Class to Grade 7, could
be found working in the same group. They even formed these
mixed groups themselves. Everybody in the group was given
a chance to participate. The young ones worked under the
eye of the older children.

At the conference that Tillie and Alan and John-Bartlett at-
tended in Adelaide, some children from Colonel Light Gar-
dens Primary School presented what they had done in a
Technology Education focused project.

it was clear from their presentation, that these learners had
encountered some disagreements when they started out on
their project. They explained how they had overcome these
disagreements, and wove a lot of humour into their explana-
tion. They seemed to have picked up the idea that people
may disagree for some gooed reasons, And they were proud
of the ways they had managed to solve their differences with
everybody happy with the solution.
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In everything that these learners did, they needed to use
communication skills. And as they used their communica-
tion skills, the learners learned a great deal. For example,

* Their communication skills were tremendously improved.
They noticed people who were in a hurry and those who
did not wish to be disturbed, or who were worried, or who
looked hurt. For example, they came to a lady in the park
whom they noticed was deeply hurt by something, and
they decided not to approach her (non-verbal communi-
cation). In the early morning, people are in more of a rush
than by mid-morning. Elderly people seem to have more
time than the young and the middle-aged.

» They learned to speakin a group.

* They learned how to handle and guide a discussion with
confidence.

» The shy ones came out of their shells.

They learned how to approach other people when carry-
ing out their research. (For example, “Good day. May |
ask something for my school research? Which sweet do
you like?”)

* The learners had to listen constantly as they collected
their information (data).

* They read a lot, for extra information (from newspapers
and magazines to library books).

* Their language was extended and developed in a “real’
context. They learned the correct use of new words and
all the parts of speech that go with them.

* The answers and added information were recorded (writ-
ing). If a learner could not spell a word, the respondent
did the writing or spelt the word. The learner could even
write the information as s/he pronounced it, ignoring the
conventional spelling. When back in her/his group, any
necessary corrections could be made with the help of thea
other group members. . .

» They learned about how o drrange and record their work.

* Through carrying out project work, the learners’ sense of
responsibility was tremendously improved.

* They learned to understand themselves (their likes, dis-
likes, strengths, weaknesses).

* Their self-esteem was boosted.
* They felt they belonged to their community and that they
could be of help in the future.
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Now think of yourseH. You probably have lots of different
jobs or roles to play. Maybe you are a mother, a wife, and a
housekeeper, as well as a teacher. Maybe you also have
certain other jobs that you do in your community. You aren’t
four or five different people. And often the other ‘unofficial’
jobs that you do, help you to do your job as a teacher even
better. We sometimes have regular times to do certain things.
But we don't have a rigid timetable for the jobs that we do in
daily life.

Activity 3 - All the different jobs | do

Take out your Journal, write the date and time. Then make
a list of all your ‘fjobs’, including your ‘official’ job of being
a teacher. What helps you to do your job as a teacher
well? Why? Do you find your timetable helps you to plan
and get through all the different syllabi? Why? What stops
you from finishing a task with your class? In what ways?

Write down your thoughts in answer to these questions.

If we want our children to grow up into truly whole human
beings, we should think about whether this fragmented (bro-
ken up) curriculum is a good way to help them to be whole.
Perhaps it would be better to integrate the different aspects
of learning areas, as well as integrating different learning
areas.

We remember talking to Hugh Hawes a few years ago. He
was at a special workshop in Cape Town on the Child-to-
Child approach to Health Education. Lots of different people
were there. There were people from Early Childhood. There
were people from Health Departments. There were doctors

and teachers, community workers and people from youth -

organisations.

Hugh Hawes said that a good question to ask about any
Primary Curriculum is, “Does it nourish the child’s growing
mind?” That led o other interesting questions.

s |s it a balanced diet?

« Does it contain the right amount of the right kinds of know- "

ledge and the right balance of experiences?
+ Is it appetising? -
~* Isit served up in an interesting and enticing way?
If you think carefully about what he was saying, it means
that to serve nourishing food, you have to think of putting

together interesting meals, made up of a number of different
ingredients. '

Perhaps we need to think of the school curriculum in the
same way. Putting things together helps make for more sen-
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sible learning. And when we put things fogether, it makes it
easier for children to make sense of what they find put in
front of them in school classrooms. One really wonders why
we split up the school day into all those neat little 30 minute
periods?

People don't feed their families meals as separate items,
such as, first eat some dry porridge, then have a small bowl
of amasi, then swallow a pinch of salt. Now take a slice of
bread, followed by a spoon of butter, and then a spoon of
jam. Then finish off with a cup of hot boiled water, followed
by a spoon of coffee grains, and finally, two heaped spoons
of sugar. (No need to stirl)

Working togather on a project
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m Unit 3 - Experiencing a Whole Language
Approach

In this unit we are going to start by giving you something to You wil do this activly o
do. As you carry out the activity, you will see that you are | the race-to-race session
reading, thinking, writing, speaking and listening. You ot 1hs umthamo isin-
will see that this activity involves ail of these five abilities, in

different ways, at different stages.

Activity 4 - A literature-based whole language

“? experience
Y.

When Tillle was trying to recover the story behind an

idiom, she heard Steve Tshwete telling this version of the

story. Read the beginning of the story that he told. It is
only the beginning.

£

g as an ox!” “As big'as.an ox?” qliest
Yes, as big as an ox,” answered:th
 ‘master.dsked again; “Yo | say:‘as- big'as an ¢
' really, as big as an ox,” §aid the servant. - R
"The. master did not utter d word and they continied on :
 theirway, without talking to each other, for about an hoir:
- The servant noticed that his master was not happy and -

he didn’t know what was worrying him. So he asked the

master what the matter was. The master told him that

- they would have to cross four tivers before they reaci
their destination. The last tiver wds.the biggest

i Ing. (People used this umihwehkwe t brirg therr ek |
arid to give them power to coriquer evil spirits.)

* Now take a clean sheet of paper, and write the date
and time. Then think of any questions that you have
about this story, and make a list of all your questions.
Try to think of questions about what might have hap-
pened before this story began. You could also write
down guestions you would like to ask about happened
next. Don’t write down questions as if you are testing
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your own reading (for example, How many people
were travelling? What transport were they using?).
(What are you doing at this stage? You are thinking
and writing in response to what you have read.)

* Get into a small group of four, and share the ques-
tions that you have thought of and written down. (You
will be thinking, speaking and listening. You may
even quickly read to check something in the passage,
or one of the questions that you wrote down.) Then
try to think of possible answers to your group’s ques-
tions.

¢ After afew minutes, as a whole ‘class’, share the gues-
tions from each group, and together think of some
probable answers to those questions. Predict what you
think is likely to happen in this story. Try to support
your answers. You will need to refer to the two para-
graphs of Steve Tshwete’s story that you have read to
support your thinking and your answers.

Now spend a short time on your own, writing in your
Journal. Think about how you found this experience.
When you carried out this activity, you thought, you read,
you wrote, you spoke and listened to one another. This
was an example of a whole language approach to
using language.

Write in detail about how you used each of these abilities
as you worked through this activity.

Reading - First of all think about your reading. When
did you read? Did you only read when you first worked
with the passage? Did you go back and re-read-at any
time? What did you re-read and why? Did you re-read
because you didn't understand something? Or because
something caught your interest? Or did you re-read be-
cause you wanted to check something?

Thinking - Did you read, and then think? Or did you |.
think while you were reading? What were your .
thoughts? What about when you were thinking of ques-
tions? And what about when you were writing? Did think-
ing about your writing make you change anything that
you had written? And when you were talking, how did
your thoughts work with the thoughts of the other peo-
ple in your group? Did you agree? Did you argue? Were
you thinking as you listened to one another? What were
some of the things you were thinking about wheh you
were working on this activity? '
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Writing - When did you actually write? Did you only write
when you wrote down the questions that you thought
of? Or did you re-write, or change, anything after read-
ing or re-reading what you had written? Did you write
down any of the possible answers that were raised?

Speaking - When did you speak? Did you perhaps talk
to yourself as you thought of questions? Did you only
speak when you were sharing your questions in your
group? Did you also speak in the whole group discus-
sion?

Listening - When were you listening? Did you listen to |
the other people in your group as they read aloud the
questions that they had thought of? Did you listen to
the possible answers that they thought of in answer to
your group’s questions? What about during the whole
group discussion? How did your listening affect how you
participated in the small group, and the whole group, dis-
cussion?

While you were doing this activity, did you notice how your
umKhwezeli was watching you? This was an opportunity for
your umKhwezeli to observe how well you were communi-
cating. S/he could see how you concentrated while you were
reading and writing. S/he could note who spoke and who
listened. This was a chance for your umKhwezeli to do some
continuous assessment of how the teacher-learners were
working, and to appraise how well people were using their
language abilities.

What would happen next in your class, if you were to adapt
this activity for your learners? You could tell or read the rest
of the story. Or you could ask your learners to write their
own versions of how the story might go. Then they couid
share their different versions.

The story of how Tillie collected thls intsomi -

We wanted to include a story in this umthamo but we wanted
to include a story that was not one of the best known stories.

We. thought of the rich idioms in isiXhosa. And Tillie spent
some time thinking of some of these. She tried to remember
some of the lintsomi she had heard in her life.

Eventually she remembered parts of a story behind one par-
ticular idiom, “Ayikho impungutye enkulu kunenye. Zonke
iimpungutye ziya lingana”. She tried to remember what had
happened in this story. But because the story is not told very
often, it was difficult to remember all the details. This. is the
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story of how she traced and recovered the details of that
story. :

want to tell, is that a certain master
was travelling on horse-back with his
servant.

I'm not sure what happened orled the
two to talk about a jackal, which the
servant said was as big as a calf or
an ox or a cow. The master knew that

to teach him a lesson that the servant would never forget.

[ don’t remember how many rivers that they had to cross.
But the master said the last river they would have to cross
was very, very big, and did not allow any liar to cross it. Any

liar trying to cross that river would be swept off down the-
- river there and then. And it would not matter how well that

liar could swim. The river was actually called, “umlambo
otshayela amaxoki", the river which drowns all the liars.

| don’t remember whether they had more talks, but as they
were nearing this river, the master could tell that the servant
was guilty of lying and was terribly afraid.

What | still remember in the story |

the servant was lying and he decided

Since | was not sure of what actually [!
happened, | asked my sister-in-law, ||
Lulu Maholwana, about the story. This f
is what she told me. The servant was ;
fond of lying. It was his habit. Once, he |:
even spoke of a bug and likened it to | _
something terribly big, so big it couldn’t

possibly be true. [

We still didn’t know the title of the story, and the details.
Then we thought of Mr Caga, who had been a teacher of

~'| about the story, he couldn’t remem-
ber the story, aithough his age fits the
era when we read the story in our
Xhosa readers in the lower primary
classes. The only thing he remem-
bered was that there was a version
of this story in a book which was one
of the Stewart Readers.

L 2

Then, one day | was speaking to Miss Kolisa Ngodwane,
who has been a Maths and Science teacher. | mentioned
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this story. She knew the message and philosophy behind
the story.

She said that the master had to use a
certain technique to stop the servant
from lying. The master didn't want to
say point blank that the servant was
lying, as it is bad to do so. He knew
that there were a lot of stories that
people respected and in which they
believed, that were similar. Kolisa said
that the message went through the
servant since he repented and told the -
truth before they reached the river. She didn’t remember what
really happened and what were the actual words.

g

g
) Al .?".\.'
RO F-< 12

So then | asked Mr Hintsa Siwisa, an
attorney. He also knew this idiom and
the message behind the story. Buthe
couldn’t remember the actual story. |
quote his words, “It means levelling
of the playing fields. Things are go-
ing to be tested, and put on the same
par.”

1 When 1 asked him about the origins
of the story, he said that he thought the community was sick
and tired about the continuous lying of this man, On a cer-
tain day, they decided to take him to a place where he was
to be put under a vigorous test, and he was to be given a
lesson so that he would never lie again. Mr Siwisa was not
sure how this was going to be done, nor where it was to be
done. -

But Mr Siwisa said that the Minis-
ter of Sport, Steve Tshwete, was
fond of this story, and many other |:
stoties. He said that that the Min- !
ister was arriving that very same |i
day from Johannesburg, and he |:
promised to make an arrangement |,
so that | could meet him in King
William's Town. This is Steve
Tshwete’s version of the story. (We
have included both a version in
isiXhosa and a version in English.)
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Do you know any other or different versions of this story? if
you do, please write out the version you know. You can write
in isiXhosa or English (or even both!). We would really like
to collect some other versions.
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One of the wonderful things about stories that are fold, is
that there isn’t just one right or correct version. There are
many. When we tell a story orally, the people who are listen-
ing influence the way the story is told. That is why stories
that are told change with time and place. The storyteller
makes the story relevant to the listeners.

When Viv was doing some research about using stories in
classrooms, she was studying with someone from Tanza-
nia, Anise Waljee. Anise had found that when she asked
people to tell her some of the old stories, she had to get lots
of elderly people together. She gathered aunties, uncles,
grandmothers, and grandfathers together to talk about the
old stories. Then, fogether, they were able to piece together
and remember the stories they had heard when they were

young. r

In this way, more complete versions of a story can be recov-
ered. A terrible thought is that when these old people are no
" longer with us, a link of the chain that holds oral storytelling
together, will be broken. Many parts of the story will be
washed down to the sea by the sirong river of time.

At the last face-to-face session of the first semester, you
were given a tape-recorder, and we asked you to use it to
tape-record a story behind an idiom or saying in isiXhosa.
(For example you might have tried to recover the tale or
intsomi behind “undibambise iliwa you left me holding the
cliff.) We suggested that you should go to an elderly some-
body in the community, and ask them to tell you a particular
story. In the next activity we are going to ask you to do some-
thing more about that story.

This is what we asked you to do when we gave out the tape-
. recorders:

e Ask that person if they will tell you a traditional intsomi that
has something to do with a well-known saying or idiom in
your language.

= Ask them if you can record the story as you listen to it.
» Don't just rely on the tape. '

» Listen carefully yourself, and try to remember the story so
that you can tell it yourself.

+ Tell the story to someone else before you listen to the tape.
How much have you managed to remember?

¢ Then find other people and ask them if they know other
versions of the same story. Record their versions and make
notes. :

» Compare the different versions.
» 'if you do this during the holiday, it will save time next term.
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Activity 5 - Collecting the intsomi behind an idiom

'?i- * Now, we would like you to visit and speak to other
; people and ask if the know the same story that you
collected. Don't play your first tape-recording of that
story. After the customary exchange of greetings, ex-
plain that you are trying to find different versions of the
story behind your-chosen idiom or saying. Then ask if
] they know a story behind that idiom or saying. We are
- sure that you will find that they know different versions
of the same story.

* If you struggled to get a story, now is your chance to
search for a particular story. Don’t be satisfied with a
well-known or poptlar story. Try to find a less well-

l known tale. We know that many people in South

Africa are rich resources of stories, iintsomi. One of

AC Jordan’s American students, Harold Scheub, -

l’ ' visited Transkei during the early 1970s and collected’

thousands of iintsomi, or traditional-tales!

‘ * You have read about Tillie's search for a complete
: version of the story she was trying to remember. You
may need to ask quite a number of people, before you
| put together a version that you feel is whole or com-
: plete.

| * You will need to check with each person who is willing
| _ to tell you a story if they are happy for you to tape-
: record their tale. Remember, just as when you were
carrying out your research for the umthamo about
Learning in the World, you, you are the one in néed,”
so you really have to be humble in your approach. The
person who is helping you is doing you a great favour.

* As yvell as tape-recording the tale as it is told, you need In this way, you will be
to listen very carefully yourself to the storyteller. You studying natural story-

i i : telling skills that you can
will also need to notice how the storyteller tells her/his chooss to use yoursels,

tale. Watch her/his face, the tilt of her/his head. What -| | and in time you can in-

. crease your own skills as
does s/he do with her/his hands? What gestures does | | poth & teacher and a

s/he make? How doés s/he sit? storytelier.

I , * When you have found a version you are satisfied with,
we would like you to write out that version of your story

. in bothisiXhosa and English. This will take a long time.

. The learning area Language, Literacy & Communica-

tionis not about just one language. This learning area
includes all the language work that we do in all lan-
guages. We believe it is important to give status (im-

portance and position) to all languages in our
province.
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+ When you have finished writing out the story that you
have collected, make sure you have written your name
and the date on it. Make sure that you write the name
of the person who told you this version. Store this writ-
ing in your concettina file.

* Then open your Journal, write the date and time. In
your Journal, describe, in detail, your experience of
collecting the different versions of this story. Mention
the people who helped you and give a short biographi-
cal description of each person who helped you.

iy

Mrs Nongenile Zenani, gifted fintsomi teller frorn Transkei, who lold an epic tale over
17 days. (Pholo taken by Harold Scheub).
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Unit 4 - Introducing a Literature-based Whole
Language Approach in a Primary Classroom

In Activity 5, we asked you to collect several versions of an
intsomi, a traditional tale, or story behind a saying or an idiom.
In this Unit of this umthamo, we are going to ask you to think
of another saying or idiom, and we are going to ask you to
collect more iintsomi.

Activity 6 - Collecting another intsomi

» Think of a saying or idiom, which has a story that is
not very well known. You need to think of an idiom that
your learners are not familiar with. You may even need
to have in your mind two or three sayings, or idioms.

* Then, visit some of the elderly, wise people in your |~
community. If there is somebody who has a reputation
for telling stories well or who, like Steve Tshwete, en-
joys and knows many stories, visit that person.

* After the customary exchange of greetings, ask that
person if they know any stories behind your idiom or
saying. Just as you were advised in the umthamo,
Learning in the World, you will have to approach this
person in a proper way. You are the one who needs
the information. This person may well have the know-
ledge you need. if you approach them in an appro-
priate manner, you will be able to collect your data (in
other words, a story or stories behind your idiom or
saying) successfully.

s Ask your informant (the person who is sharing their
knowledge) if they mind if you tape-record the story
(or stories) that they tell you. Explain that you are col-
lecting this story to use with your learners for a lan-
guage lesson.

* Then listen very, very carefully. Waich your informant’s
face. Watch her/his hands and gestures. Watch the
way s/he sits. Observe all your informant’s body lan-
guage. When you listen to your recording later, these
observations will enable you to write down more ac-
curately the way this story was told. If you decide to
tell the beginnihg of this story to your learners, you
will do so much better if you have observed the story-
teller carefully.

¢ When your informant has told her/his story (or stories),
it is a good idea to play back the tape-recording for
her/him to hear what you have recorded. This is not
only polite, it is also the correct thing to do. If we want
to involve our communities more in the education of
the young, it is essential that the people in our com-
munities trust us.
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* At home, transcribe what you have recorded. in other
words, listen to the tape, bit by bit, and write down in
your Journal every word of the story that your inform-
ant told to you. This will take a long time. But some-
times doing research takes time. Be thorough. Don’t
forget to include your informant’s name, and some bio-
graphical details of that person. Remember this is a
degree course. Store this in your Concertina File.

¢ QOpen your Journal. Write the date and time. Then write
down
(i) how you collected your story,

(i) something about yourinformant (approximate age,
sex, and perhaps something which indicates why
you chose this person), and

(ii} how you found this experience.

Using literature as a basis for introducing a whole
language approach

Now you have collected your story, you will need {o prepare
to use it with your learners.

At the face-to-face session where this umthamo was intro-
duced, you were given the beginning of a story that Tillie
collected from Steve Tshwete. We are going to ask you to
repeat this activity with your own learners. But you won’t
use the story, Umlambo olshayela amaXoki (The River that
swept away Liars). Instead, you will use the story that you
have collected, yourself.

You will have to make some decisions about how you do
this, depending on the age and stage of your leamers. You
will have to decide whether you wish your learners to read
the story-beginning, or whether you wish your learners to
listen to you telling the story-beginning.

The most important thing that we can say is that you enly
need the beginning of the story.

This next activity is the first part of the Key Activity. You can
choose Option A (in which the learners will read the begin-
ning of the story), or Option B (in which the learners will
listen to you telling the beginning of the story).
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When some teachers tried
this activity with their learn-
ers, they did different
things.

Those who taught Grade
1 or 2, told the siory be-
ginning to their learners.

Some leachers were able
o make enough caopies of
the story-beginning, so
that their learners could
worle in pairs, and could
share a copy.

Another teacher wrote the
story beginning on the
chalkboard for her learn-
ers to read.




Option A: Reading the story beginning

Don't give them too much
time. Waich yourlearners.
Watch their non-verbal
communication! When
you feel that they have
had time to think of good
questions, and enough
fime to write, slop them.
Five to ten minutes should
be enough.

'Activity 7 - Introducing a literature-based whole
language approach

Read carefully through the story you collected in your
research.

Then you need to make decisions about how much of
the story you will give your learners. The idea is to give
thern a small part of the story, so that they have to think
about what might foliow. You want to dgive them just
enough so that they have questions burning in their minds.
Each story will be different. You may be able to use the
first two paragraphs, or you may need to use the first
three. But you will have to decide.

You will also have to decide whether you write this story-
beginning on the chalkboard, or whether you make cop-
ies so that your learners can share one copy between
two learners. If you have a very big class, this could be
quite expensive, especially if your school does not have
copying facilities.

When you are with your learners, tell them that you are
going to give them something to do that you yourself have
done. You are going to give them the beginning of a
story. You want them to read the story-beginning very
carefully.

Then hand out copies of the story-beginning (or make
sure that you have it written up clearly on the board, or
on some newsprint), for your learners to read. When we

tried this activity with a group of multi-grade learners, the |

teacher read aloud the story beginning. As she modelled
good reading, the learners followed on their own copies
of the text.

When you think most of your learners have finished read-
ing, stop them. Tell them to work in pairs, and write down
very quickly all the questions that they can think of from
what they have read. Make sure that they are quite clear
that you don't want questions that fest what they have
read. You want them to really think of all the questions
that they can about information which is not in the
passage.

Now get each pair to join up with another pair and tell
your learners to share their questions. When they have
read through each other’s questions, tell them to begin
to think of and to talk about possible answers to some
of these questions.

You will probably have 1o
allow about ten minutes
for this activity. You will
have lo read your learmners’
body language to judge
when they are ready. If
one or two groups don't
gseam to be talking very
much, go to those groups
and make sure that they
are clear about what it is
that you want them lo do.
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After about ten minutes, stop your learners. At this point
you are going to ‘conduct’ a class discussion - rather like
a choir master or a choir mistress! Ask each group to
read out one of their questions. (Write each question on
the board or make a note of it in your Journal.) Then ask
whether they have thought of possible answers to this
guestion. Encourage the other groups to think of other
possibie answers to this question. Get your learners to
support their suggestions. They may have to refer to the
passage that they have read to check for clues to the
answers. This is an important part of this activity.

Continue in this way. Try to get a question from each
group. Don't just ask the children who you can rely on to
give you answers. Ask some of your more shy learners.
Encourage everyone to participate. Make notes in your
Journal of the possible answers that your learners give.

Now get your learners to work in the same pairs that they '

started this activity. Tell them that you want each pair to
discuss, and write the rest of the story in their own way.
Tell them that you don't just want a few sentences. You
want proper stories. Let them do this in a scribbler, or on
rough paper. But if they work on rough paper, they will
need to write their names on the pages, and they will
need to keep them safe. if they really work at this part of
the task, it should take them at least half an hour.

At the end of the day, open your Journai, and write the
date and time. Think back to this activity. ’
How did it go?

What surprised you?

What did you learn from this experience?

What did your learners learn?

How did you feel when you were with your learners? Why?
How do you feel now? Why?

As a follow-up to this activity, get your learners to swap"-

the stories which they have written. Encourage them to
make positive suggestions about one another’s stories.
Tell them to write under the story that they read, What
they enjoyed most, and what they would like to know more
about.

Make sure that you make time to tell them the rest of the
story. Or you could give them the rest of the story for
them to read themselves. Some other time, you could
conduct a class discussion about the different versions.

If vour school has a strict
timetable, you will need to
do this part of the aclivity
in another period, or you
could ask your learners fo
do this for homework.
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o At the face-to-face session where this umthamo is moni-
i# tored, you will be expected to share this experience
EWY. with your fellow teacher-learners. Take along some of
j the stories that your learners write, as well as the begin-
ning of the story that you told.

it is a good idea to store some of your iearners’ stories in
your Concertina File. You may want to include some in
i~ your Portfolio at the end of the year to show what you

have been doing in your classroom with your iearners.

If you think it would be more appropriate to felfyour learners
¢ the beginning of the story, we suggest that you foliow the
guidelines in Option B. If you have a new class of Grade 1 or
Grade 2 learners, and it is the beginning of the year, we
wotild recommend that you follow this Option. Both you and
your iearners will have a more successful and rewarding
_experience. : '

Option B: Telling the story beginning

Activity 7 - Introducing a literature-based whole
Cj' language approach

Read carefully through the story you collected in your
research.

Then you need to make decisions about how much you
will give your learners. The idea is to give them a small-
part of the story, so that they have to think about what
might follow. You want to give them just enough so that |-
they have questions burning in their minds. You may be -
able to use the first two paragraphs, or you may need to
use the first three. But you will have to decide.

Make sure that you have some large sheets of newsprint If yout look back to the first
paper ready so that you can record the questions that Technology Education

. . umthamo, you will see that
your learners think of. You will also need to have Your | - were is a suggestion for
Journal, or a piece of paper, with you.so that you can | -| one wayyou couid impro:

- vise an easel or a-stand
make notes init. - -

on page 23.

When you are with your learners, gather them around
you. Make sure that they are fairly close to you, so that
there is a warm atmosphere. This will also help you to
make eye-contact with everybody as you tell the story.
Tell your learners that you are going to tell them just the
beginning of a story, and you want them to listen very
carefully. Then tell your story-beginning.

When you have finished telling this part of the story, stop.
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At this point you are going to ‘conduct’ a class discussion
- rather like a choir master or a choir mistress! Ask your
learners if they have any questions about the story be-
ginning that you've just told them. As they give you their
questions, write these up on the newsprint you have put

up.

This is a very imporiant part of this activity. You will be
modelling for your learners how you write up their ideas.
They will see you writing in order to record their ques-
tions. They will also see their ideas and spoken words
being turned into writing, before their very eyes. This can
be a very powerful experience for young learners and
beginning readers and writers.

Try to get questions from as many children as possible.
Don't just ask the children who you can rely on to give
you answers. Ask some of your more shy learners. En-
courage everyone to participate. '

When you have put up a number of questions, go back
to the first question that you wrote up. Re-read the ques-
tion. Ask if anybody can think of a possible answer to
that question. Encourage your learners to think of more
than one possible answer. Try to get your learners to ex- .
plain or give reasons to support why they think an an-
swer is likely, or unlikely. They may have to refer to what
they have heard in the beginning of the story to support
their answers. Make notes in your Journal of the answers
that your learners give.

Then, together with your learners, re-read the questions
that you have written up. Remind them of the possible
answers, one by one. Tell them that they are going to
make up the rest of the story that you have told them.
They are going to create this together, and you will be
the scribe, or the secretary. You are going to write down
their ideas.

If this is the first time that you are trying something like
this, we would suggest that you use the questions that
have been raised to help you guide your learners to think
what is likely to happen next. Then, they need to think
what is likely to happen after that, and so on. Don't rush
this part of the activity.

As they give you their suggestions, write up whatever
they say. Don’t worry if they haven't yet learned particu-
lar letter combinations. Don't worry if you think the words
are too difficult. The important thing is to write down your
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learners’ideas. They will be interested in learning to read
something they have helped to compose (or make up)
themselves, Take your time. It is very important. This
experience can be the start of your learners begin-
ning to see themselves as writers.

You should just be the secretary. Don't try to impose or
push your ideas onto your learners’ story. This is not al-
ways an easy thing to do. But it is very important to give
children the space and freedom to lead the ideas. This is
true learner-centred education.

You will need to allow enough time for your learners to
finish the story. But you will also need to watch all your
learners carefully. If you find that some of them are get-
ting restless, it may be better to stop and leave this to
finish the next day. When the story is finished, as a fol-
low-up activity, we suggest that you turn it into a ‘big book’
with your young learners. You will find some guidelines
about how you can do this with your class in the Appen-
dix at the end of this umthamo.

At the end of the day, open your Journal, and write the
date and time. Think back to this activity.

How did it go?

What surprised you?

What did you learn from this experience?

What did your learners learn?

How did you feel when you were with your learners? Why'?
How do you feel now? Why?

Make sure that you make time to tell them the rest of the -
story.

At the face-to-face session where this umthamo is moni-
tored, you will be expected to share this experience
with your fellow teacher-learners. Take along the story
that your learners make up, as well as the begmnlng of
the story that you told them.

ltisa good idea to store the work that you do with your
learners in your Concertina File. You may well want to
include this in your Portfolio at the end of the year as
evidence of the work you have been doing with your
learnets.

For the second part of the Key Activity we would like you to
repeat this same activity with your learners. We will explain
why we are asking you to do this.
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- were' trialling the Key ‘Activity in’thi a

We have found in our work witfi 15
asked'to fry.out a particular taskor dc
efs, quite-often they do it just that

umthamo, we explainéd to the Princigél of a farm ol
what we were doing with the learmers. “Oh yes,” she saig.
“1 did something like that once with my Grade 1s for an
assignment for my FDE. But I haven't done it since.” Bt
that's a problem. If we want to see chdnge in educalion,
new ideas need a chance to become part and parce|. of
the regular work in classrooms., _ T
So we are asking you to repeat this activity. This activity
can be -an important way to make your language work
with your learners more leamner-centred, and more inte-
grated. If you carry out this activity more than once, we
believe that you will notice some differences in the expe-
riences. The second time you do this, we are sure that
both you and your learners will improve on what you. did
before, and how you did it. . oL

We also think you are more likely to develop a habit for
working in this way if you carry out the activity more than
just once. Then it will be more likely to become part of
your approach to language work in the classroom.

This time you can make some choices about the story you
want to use.

* If you enjoyed researching the intsomi behind an idiom,
then you could think of another idiom. You will then have
to find the intsomi behind that saying. (In this case, we
suggest that you follow the instructions in Activity 6 at the
beginning of this Unit.) Or, - '

* You could use the tale that you collected behind the very
first idiom or saying (Activity 5, Unit 2). Or,

* You could use the tale that Steve Tshwete told Tillie.

Then you will have to give {or tell) your learners the begin-"
ning of the story, and get them to go through the whole proc-

€ss again of raising questions, and thinking of possible an-
swers. After that, they will need to think of ways to complete
the story. Any primary school teacher knows that children
take great delight in repeating an experience that they have
enjoyed.

Afterwards, we want you to compare these two experiences
of working with iintsomi with your learners. We will ask you
to think about, and write down, what is the same, and what
is different.
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You will probably have to
alfow about ten minutes for
this aclivity. You will have
to read your leamers’ body
language to judge when
they ara ready. If one or
two groups don't seem to
be talking very much, go
1o those groups and make
sure that they are clear
about what It [s that you
want them to do,

Once you have your story, you will have to make decisions

about how much of the story to give your learners. Again,
only give the beginning of the story. You want your chil-

dren to think about, question and predict what may have

happened, what might happen, and why.

Option A: Reading the story beginning

Activity 8 - Another literature-based whole language
experience

When you are with your learners, teil them that you are
going to give them another story-beginning. Remind them
of what they will have to do.

Learners read story beginning.

Pairs write down very quickly all their questions. Re-
mind them that you want questions that ask for informa-
tion which is not in the passage.

"Pairs link and think and talk about possible answers to
some questions.

‘Conduct’ class discussion. (Write each question on the
board or make a note of it in your Journal.) Encourage
learners to think of other possible answers to each ques-
tion, and to support their suggestions. Make notes in Jour-
nal of answers that learners give.

Leamers work in pairs to discuss, and write rest of story
in a scribbler, or on rough paper. Remind them to write
their names on pages, and to keep work safe. (At least
half an hour.)

At the end of the day, open your Journal, and write the’
date and time. Think back to this activity. '

How did the activity go this time?

What surprised you?

What was different from the first time you tried out a whole
language activity? :

What have you learned from this experience?

What do you think'your learners learned?

How did you feei when you were with your learners? Why?
How do you feel now? Why?

As a follow-up to this activity, get your learners to swap
the stories which they have written. Encourage them to
make positive suggestions about one another’s stories.
Tell them to write under the story that they read, What
they enjoyed most, and what they would like to know more
about.

Don't give them too much
time. Watch your learners.
Walch their non-verbal
communication! When
you feel they have that
they have had Hime to think
of good questions, and
enough tima to wrils, stop
them. Five lo ten minutes

should be enough.

Ask some of your more
shy learners. Encourage
everyona lo participate.

If your schoal has a strict
timetable; you will need to
do this part of the activity
in another period, or you
could ask your learners to
do this for homework.
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Make time to tell them the rest of story, or give it to them
to read themselves.

At the face-to-face session where this umthamo is con-
cluded, you will be expected to share this second
experience with your fellow teacher-learners. Take
along some of the stories that your learners write, as well
as the beginning of the story that you told them.

It is a good idea to store some of your learners’ stories in
your Concertina File. You may want to include some of
them in your Portfolio at the end of the year as evidence
of what you have been doing with your learners.

Once again, if you think it would be more appropriate to felf
your learners the beginning of the story, we suggest that
you follow the guidelines in Option B. If you have a new
class of Grade 1 or Grade 2 learners, and it is the beginning -
of the year, we would recommend that you follow this Op-
tion. Both you and your learners will have a more successful

and rewarding experience.

Option B: Telling the story beginning

Activity 8 - Another literature-based whole language
experience

Make sure that you have everything you need before you
get started.

Gather learners round you. Tell them you are going to tell

mind them to listen very carefully. Then tell the story-
beginning. ‘ '

‘Conduct’ a class discussion. Ask learners for questions
and write them up. Don’t rush.

your Journal.

Together with learners, re-réad their questions. Remind
them of the possible answers. Remind learners of what
they did before.

you can decide how you will take this activity further. Ei-
ther repeat the way in which you worked the first time.
Or, while the rest of the class carry on with other work,
you could take groups of 6-8 learners, one group at a
time. Develop the rest of the story with each group. This

Ifyou inok back to the first
Technology Education
umthamo, you wilf see on
page 23 that there Is a
suggestion for one way
you could improvise an
easel or a sfand.

them another story beginning, just as you did before. Re--

Deal with possible answers to questions. Make notes in

Try to get questions from
as many children as pos-
sible. Don't Just ask the
children who you can rely
on to give you answars.
Ask some of your more
shy learners. Encourage
everyone io paricipate.

As this is the second time that you are trying this activity, .
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will mean that you will have several different endings to
the story. The implicit (or unspoken) lesson that your learn-
ers will learn from this, is that there are many possible
endings for a story.

Again, use questions raised to help guide learners to think
what is likely to happen next, and after that what is likely
to happen, and so on. Don't rush,

As they give their suggestions, write up /earners’ ideas.
Allow enough time for each group to finish the story.

While you are working with a group, now and then inter-
rupt what you are doing with your group, so that you can
reassure the rest of your class that you are watching them,
and you are aware of what they are doing. They will ap-
preciate your attention and interest.

When each group has created their own version of the
rest of the story, turn it into a ‘big book’ with learners.
(See guidelines in Appendix at end of umthamo.)

At the end of the day, open your Journal, and write the
date and time. Think back to this activity.

How did the activity go this time?

What surprised you?

What was different from the first time you tried out a whole
language activity? ” '

What have you learned from this experience?

What do you think your learners learned?

How did you feel when you were with your learners? Why?
How do you feel now? Why?

Make time to tell the rest of the story.

At the face-to-face session where this umthamo is con-
cluded, you will be expected to share this experience
with your fellow teacher-learners. Take along the story/
stories that your learners created, as well as the begin-
ning of the story that you told them.

It is a good idea to store the work that you do with your
learners in your Concertina File. You may well want to
inciude this in your Portfolio at the end of the year as
evidence of the work you have been doing with your
leatners.

You should just be the
secretary. Don't try lo Im-
pose or push your ideas

‘onto your leamners’ story,

Remamber, you are devel-
oping a learner-centred
way of working.
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While you have been doing this Key Activity, you will have
had many opportunities to appraise your pupils (continuous
assessment). You have been able to see how they are think-
ing, reading, talking, listening, and writing. (Don’t forget,
composing [making up and creating] is an important part of
writing. Writing is not only the process of transcribing ideas
onto paper.)

Some of the things that your children have done will have

surprised and excited you. As a teacher, you can choose to

build on these things. To focus on, and to build on the

strengths of learners is a good way of working. Emphasis-

ing and developing strengths builds confidence. If we focus

on what learners ean do, they see themselves as succeed- "
ing. This will give them a sense of power.

Some of the things that your learners have done may disap-
point you. You may realise that there are some things that |
your learners cannot yet do. Perhaps you can think of ways ‘
to encourage them to develop the skills, and give them the
understanding they seem to need. But remember, when we
focus too much on what our learners ¢annet do, there is a
great danger that they will see themselves as failures. There
is a danger that this will give them a sense of powerless-
ness.

Margaret Spencer (Emeritus Professor, University of Lon-
don) always says, “Tell the children that they're wonderful, “
and they'll be even more wonderful!”

R bty T
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Reading, writing and thinking

Reading and thinking aboui what we've written
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Conclusion

In this umthamo we have combined ideas of literature-based
writing activities, with the idea of a whole language approach
to language work in the primary classroom. You have expe-
rienced for yourself a literature-based whole language ap-
proach.

We have also asked you to collect the iintsomi (or tales)
behind idioms or sayings. You have then used the begin-
ning of two tales as a spring-board (good start) to whole
language work with your own learners, integrating all as-
pects of language: thinking, speaking, listening, reading,
and writing.

Throughout this umthamo we have asked you to reflect on
your experiences, from your own point of view, and also from
the point of your leamers. We have asked you to think about
what you have learned, and how you feel.

Now we would like you to read a section from a book by
Kenneth Goodman called, What's Whole in Whole Lan-
guage? Don’t worry if you don’t understand everything that
he says in this text. Skip over the paris you are unsure of.
After some time, come back and read the passage again.
As you re-visit it, you will find that it will make more and
more sense with each re-reading. (We have put one or two
explanations in the margins where Kenneth Goodman has
used American terms.)
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Series of Reading
Books
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Work-shesls
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barts =

text of whole real language.

Arifficial skill sequences _
Many-so-called “skills” were arbitrarily chosen &
search. they're baséd on was doné with T pi-
geons < orwith.children who were treatedify the research -
like rats apd pigeons. Rats are not kids; rats don't de-
velop language or think human thoughts. Artificial skill
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You will see that in this umthamo, we have tried to take ac-
count of much of what Kenneth Goodman advises. We hope
you have enjoyed working through the activities and found
them challenging. We also hope that you can see the way
clear to making your classroom more of a whele language
classroom, and less of a ‘bits and pieces’ place!

Thinking, speaking, listening, reading and writing
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Appendix '
One Way to turn your learners’ story into a ‘Big Book’

What you will need

Some large sheets of ‘newsprint’ (approx 60 x 85cm)
Some fat wax crayons .

A pencil *-
A thick koki

A fat sewing (or embroidery) needle

Some thin string

A glue stick

Some smaller pieces of plain white paper

Alarge sheet of card, or poster paper, or a ‘chart’
The beginning of the story that you told your learners

The rest of the story which your learners have dictated to
you

How to make a Big Book

First of all, read through the whole story carefully. You will
need to look at the beginning, which you read to or told your .
learners. And you will need to re-read the rest of the story,
which your learners dictated. This wili remind you how long
the story is.

Secondly, you will have to decide how much text (writing)
you want to put on each double-page spread. If you have
Grade 1s and it is the beginning of the school year, you may
want to make sure that there are no more than two or three
sentences on a double-page spread. In fact, in some parts
of the story you may only want to write a phrase. If you are
working with older learners, you may feel that you can write
more.

Thirdly you will need to think about the illustrations, or draw-
ings, to accompany the text.

These three factors will help you to decide how long you.
think the book will be, and how many pages it will have.

When Viv made a Big Book of the stoty, The Great Big Enor-
mous Turnip, she used a double-page spread for each idea.
This meant that she needed 7 large sheets of newsprint.
This gave her 13 double-page spreads.

Then take your sheet of thin card, and fold it in half. This wilt
be the cover for your book. We have found that if a book
made of newsprint pages, has a card cover, it lasts much
longer.
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Write out.the whole story on an A4 sheet of lined paper. As
you write it out, write the text for each double-page spread
on a new line. This will be really useful when you write out
the text on the actual pages.

Then fold each sheet of newsprint in half. Slip the sheets

! together and make sure that they are neat, and fit nicely.
m Don'’t fasten the sheets together yet.

Douter PraE IPREADS

Now you need to decide where you are going to put the text, -

' Will you put it on the left-hand page of each double-page ;
% el spread? Or will you write on the right-hand pages? Will you
write at the top of the pages? Or will you write at the bot-
tom? Will each double-page spread look a little different? In
other words, will you sometimes write on the left, and some-
8 | times on the right? Perhaps you will choose to write right
across the double-page spread soimetimes? You will have
e % to make decisions about this.

8

Now take the folded newsprint pages. Work ata Iarge'table'. The remson wa svaest
Use the fat black wax crayon and write neatly the title of the | watyou use a waxcrayon
story on the outside of the first sheet. Write the title just as | statitwillnotrun through
. . . the thin paper to the other
it would look on the very first page in a book that you would | side. And biack works best
buy in a shop. You want your book to look professionall Un- | for e text of the story.

. . R Also, fat wax crayons don’t
derneath, in smaller letters write the names of all the chil- | break as easiy as thin
dren who created the story, or your class. (If this is the whole | ones.

class, it will be very difficult to fit in 50+ names!)

Then open the first sheet of newsprint. This will be your first
double-page spread. Write the first sentence(s) or phrase(s)
on this double-page spread, using the fat black wax crayon.
You must leave enough space for the illustrations or
drawings. The space that you leave, should be at least the
size of an A4 sheet, or your smaller pieces of paper.
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When you have written the text for this double-page spread,
turn over to the next double-page spread, and write the next
sentence(s), or phrase, with the black wax crayon. Carry on
in this way, until you have written out the whole story.

% o
#ﬂf- -,m.f:‘:“wa sz'ﬂr
s Yl
NS Ay g ‘”"t?‘
PoAYSS Meirge ol - B

At this point, take the ‘cover’ of your book. You need to de-
cide where you want the title. It's a good idea to leave space
for an iliustration. Will you write the title at the top, or at the
bottom? When you have decided, write the title lightly in
pencil. When you are happy with the way it looks, write over

~ the penciled words with a koki. Then slip the newsprint pages

neatly inside the ‘cover’.

NS Prink

Now you need to sew the pages and cover together. There
are several ways that you can do this, but we have found
that the following way works very well. '

Open out your book so that the cover is at the boitom, and
the middle double-page spread is on top. With a big book, it
is a good idea to mark two places on the crease in the mid-
dle, where you can sew. Mark one place in the top half of the
crease, and mark another one in the bottom half. In each
place, make three spots. These spots should be about 4cm
apart. ' a ;




Now thread your embroidery sewing needle with a piece of
thin string about 50cm long. Push the point of the needle
through the middle of one of the sets of three spots, right
through all the newsprint pages and the cover. Pull the string
through firmly, but leave a piece of string about 7cm hang-

ing.
Then take the needle to the point furthest from the middle of
the page and push it through the cover and all the newsprint

pages. Puli the string through firmly, but make sure that
the 7cm piece is still hanging on the newsprint page side.

® need\e

Now push the needle through the middle point again, right
through alf the newsprint pages and the cover. Make sure
that that 7cm end is still hanging there!

When you have pulled the string through firmly, take the
needle to the point closest to the middie of the cover, and
push it through the cover and all the newsprint pages. Pull
the string through firmly.

. @ IE' Knok

Cut the string atiached {o the needle, about 7cm from where
it has come through the pages. Now tie the two 7cm ends
together firmly.

Do the same thing at the opposite end of the crease.
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Before you go to your class, take the smaller pieces of pa-
per for the drawings. Make sure that they fit into the spaces
next to, above, under, or around the text that you have writ-
ten. Make a list of the illustrations that you need. Decide
whether you are going to ask specific children to make the
ilustrations, or whether you want your whole class to be in-
volved. You may find that your learners can work well in pairs
to create the pictures. But, think about the way you think you
will organise this, before you are with your learners.

pagar for Nushadion

pader ¥or Mustvorion

When you are with your class, show them the book you have
started to make. Read through the whole text with them.
Hold the pages open, and read the story aloud. This is an
opportunity to model good natural reading. Read the story
so that it sounds interesting.

Then talk about the fact that there aren’t any pictures in the
book. Tell your learners that you want them to make the pic-
tures. As you read through the text a second time, pause on
each double-page spread and discuss the picture that it
needs. As you and your class decide what is needed on
each page, we would suggest that you assign each illustra-
tion to a specific child, or pair of children.

Give them time to make the pictures carefully. Remember,
that drawing is also work if it is done with care and thought.
When the drawings are finished, you could either stick them
in to the appropriate pages yourself, or you could involve
your children. ' '

If you wish to involve your learners in this process, here are
some suggestions of how you can do so. When the children
bring you their finished pieces of work, get them to help you
to find the appropriate place in the text. Even beginning read-
ers can memorise the story, and have a sense of where their
picture goes. Then glue their picture on the appropriate page.
Underneath each picture, write the name(s) of the learner(s)
who made that picture. Continue in this way until all the pic-
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tures have been glued in and labelled.

This is quite a lengthy process. You may not want to spend
most of a morning doing this (although your learners will
learn a great deal about how books ‘work’ from this experi-

ence). In that case, spend some time on one day, and a bit "+

more the next, and so on, until the illustrations are com-
plete, and are all stuck in.

When ali the illustrations have been glued in, read the book e

with your learmners. We are sure that both you and your learn-
ers will feel very proud of your efforts. We would be inter-
‘ested to hear how your learners use this book themselves.

You will find a copy of a booklet, Stories into Books in a box-
file at your centre. This booklet has more information about
turning stories into books.
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Language in Learning and
Teaching (LILT)

Learning outcomes

By the end of the Language in Learning and Teaching (LILT) module
as a whole, you should be able to:

$K/t# O explain key concepts from applied language research,
orally and in writing
Pck [ recognise opportunities to apply these concepts in your
classroom
pct QO use arange of techniques to assess your learners’ language
development
« =7+ O understand different theories of reading
. O develop effective reading programmes in your classrooms
s based on the theoretical understandings acquired in the
module _
Srfee O explain the link between writing and learning, orally and
in writing )
7’¢i~ Q  develop effective writing programmes based on the
theoretical understandings and practical examples covered
o in this module
 PCK QO use a theme-based, whole language approach to address
language development.

LILT aims to raise your awareness and understanding of the critical
role that language plays in the learning and teaching process.
Language and learning research shows that the. way in which people -
learn, and their attitudes to different languages (especially the me-
djum of instruction and their home language) affect thejr motivation
and performance as learners and language users. The LILT module
explores aspects of this research and links theories to classroom
practice. '

Research also shows that there is a very close relationship
between language and identity. If we respect and promote the lan-.
guage of an individual or group, this helps that individual or group
to develop a positive sense of identity. On the other hand, if we
ignore, or treat as inferior; the language of an individual or group,
this could contribute to the individual or group developing a negative
sense of identity. These positive or negative senses of identity have
important consequences for how we, as teachers, promote and de-
velop language competence in all learning areas. As you work through
the LILT material, you will explore how best to develop a positive
sense of identity in your learners.

The relationship between language and power is one which we
will also consider. In South Africa, for example, English has come to
be seen by many people as the language of power’ even though there
are many other languages spoken. People who are fluent in English
and who use English effectively and appropriately in social, political

v
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and education contexts, are often considered more advantaged and
more powerful than those who can't. For this reason, many non-
mother tongue speakers of English strive to learn to speak English
even though they face many difficulties doing so. Many teachers
doing this module are studying in English because they and their
parents were highly motivated to give as much time as possible to
learning English. They may, however, have ambivalent feelings when
they see how they have had to develop fluency in English at the
expense of a deeper knowledge of their own first languages. /
> In this module you will learn that the development of the
mother tongue in the foundation level phase is essential to produce
confident learners. However, you might be one of those teachers who
is being persuaded by parents of learners, and by learners them-
selves, that they want to study in English. In this module we raise
some of the issues around mother tongue instruction, and when to
begin teaching a second language. This is an important debate for
teachers who work in schools within commumities where learners are
highly motivated to learn English although it is not their first lan-
guage. We want you to make decisions for your own classrooms that
are informed by the theories that you will meet in your study of LILT,

and informed by discussion with other students and tutors.
In this module then, we will explore a number of concepts or

‘ideas which have emerged from language and learning research, and

which relate to the issues we have raised above. We hope that you, as
a learner, will be able to articulate the concepts raised in this mod-
ule, and that your own understanding of the role of language in
learning will be deepened. A thorough understanding of language
learning issues will enhance your own practice as an effective and
creative educator, which is the ultimate goal of the Bachelor of
Education degree programme.

The structure of this module

The Learning Guide

This Learning Guide is written in an interactive manner to encour-
age active learning. To get the most out of this module you should
read the Learmng Guide as actively as possible. Do the activities and
engage with the issues that the Learning Guide asks you to think’
about,

One of the problems we face when writing a Learning Guide
like this is that we have to turn information-gathering and knowledge
constiruction into something that appears to be quite linear, when in
real life it is not. We have presented this module in defined pieces
that follow one after the other, but in reality you cannot separate
everything as we have done here. However, by referring you to chap-
ters in the Reader, and by anticipating theories that we will cover in
later units, and by reminding you of aspects already covered in earl-
ier units, we attempt to show you a less linear progess. It is therefore
very important that you, as the learner, are active in integrating the
parts into a meaningful whole.



Introduction to Language in Learning and Teaching (LILT)

Unit 1: Language-based classrooms

Unit 1 begins by establishing the link between learning outcomes,
assessment and classroom interaction. Within the context of a series
of lessons developed around a theme, we model this process and
show its direct application to practice. However, the best of current
learning and teaching practices are based on key theoretical prin-
cip-les and concepts, most of which have come from the field of
second language learning research. So, in this unit, we also introduce
you to these concepts and show how a good theoretical understand-
ing of language learning related issues can create a safe, effective and
exciting learning and teaching environment. This umit concludes
with a focus on language assessment and the distinction this module
makes between assessment and evaluation.

Unit 2: Teaching reading

Unit 2 focuses specifically on reading: the processes involved in read-
ing, identifying the sources of reading difficulties, and providing
strategies for developing reading skills and a love of reading in
learners. In a country such as South Africa, where reading resources
and practices have been severely limited in the past, it is imperative
that we as teachers do all we can to create opportunities for our
learners to read more. But learners will only do this if we model good
reading habits ourselves, and provide them with interesting and rel-
evant reading material. This unit, which is well grounded in theory,
provides many useful strategies for reading development and shows
the integral relationship between reading and writing.

Unit 3: Writing matiers

Unit 3 pays special attention to writing development. The ability to
‘write well’, particularly in the language of formal instruction and
assessment, very often determines the level of success or failure that
a learner experiences — both at school and in the workplace. In mod-
ern, Western societies, English has acquired a particularly powerful
status which affects the way in which many people view their own
indjgenous languages. One aspect of this unit explores the way in
which attitudes to English influence the role it plays in schools, and
how the use of literate life histories can contribute to a greater
understanding of these attitudes, We also emphasise the relationship -
between writing and learning, and provide sound, well researched -
approaches to developing the writing skills of learners.

The Reader

The readings for this LILT module are grouped together in a Reader
which starts on page 129. You will be referred to these readings in the
course of the Learning Guide. The Reader forms an important part
of your journey towards understanding the issues that surround lan-
guage, reading and writing. You will not be able to understand these
issues fully without doing the readings. You might need to re-read
some readings before you get a good grasp of the issues - please do
this if you see the need. '

You will see that some words in the Learning Guide and Reader
are marked in bold and a definition is provided in the margin. These
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are words that might be new or unfamiliar to you in English. If there
are other words whose meaning you are unsure of, please use a dic-
tionary or ask your tutor.

The Student Guide

The Learning Guide is supported by a Student Guide that guides you
through the Learning Guide according to the tutorial programme of
your particular year of study. The Student Guide suggests ways of
preparing for your contact sessions and provides all the information -
you need about assessment including the topics and instructions for
the three assignments, Remember to work with both the Learning
Guide and the Student Guide and to follow all the instructions care-
fully.

Workbook aclivities

You should buy either an A4 hardcover exercise book or a file which
will serve as your workbook, Use the workbook to do the activities in
the Learning Guide. '

You should also use your workbook to note any thoughts
which may occur to you as you work through the module. The work-
book is a useful record of the development of your understanding. It
provides a great opportunity for you to assess your own develop-
ment. Go back to the activities occasionally and reflect on your own
learning through recognising the new understandings which you
might not have had at the time you did a particular activity.

Tutorial sessions

You are expected to attend tutorial sessions during the course of this
module. At these sessions you will have an opportunity to meet your
tutor and other colleagues who are also doing this module. The tu-
torial sessions are not lecture sessions — they are discussion sessions.
As explained, the Learning Guide has three units. Materials related to
each unit will be discussed at each of the tutorial sessions. In other
words, in the first tutorial session we shall discuss Unit 1 on
‘Language-based classrooms’. The second and third tutorial sessions
will concentrate on Units 2 and 3 respectively. Be warned that you
are unlikely to follow the discussion in the tutorial unless you have
completed all the work associated with a parncular unit!

What is Language in Learning and
Teaching (LILT) all about?

Have you ever wondered about how you communicate your know-
ledge to others, and how they communicate what is in their minds to
you? What moves ideas between people so that thoughts don't get
locked up in each person’s head? We get some information through
facial expressions and body langhage, and from pictures and models,
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but for the most part we use language to share our thoughts and
ideas. . ‘ .

In a school environment language is the dominant channel or
means of communication. Through language we demonstrate our
understanding and we construct our knowledge. Language is used
for talking, reading, writing and thinking. A learner with a good
command of language will communicate his or her knowledge more
successfully in a written or oral examination than a learner who does
not have such control of language. .

It will be useful if you start to think of language as a rool for
thought. If you think of language in this way, you will begin to ap-
preciate that learners need to use language efficiently and effectively
in order to achieve to their full potential. Actually, a learner needs to
be able to use language in a lot of different ways in order to convey
information and understanding successfully. Thus learners need to

~ speak and listen and read and write a great deal, in a variety of styles,

so that they become competent at using language. _
This module is therefore about the importance of language
development in every classroom, not just in the English language or
Zulu language classroom. By talking and writing, learners can
clarify their thinking, and so reach a better understanding of the sub-
ject matter. They also begin to create their own knowledge of their
subjects and, in doing so, gain control over this knowledge. Learners
should be given plenty of opportunities to speak, listen, read and
write in every subject. We are therefore.suggesting that all teachers,
and not just the English, Zulu and Afrikaans teachers (that is, the
language teachers), need to be aware of themselves as guardians of
language development. We hope that by the end of this module you
will have a better idea of how you can integrate ways of facilitating
language development into your day-to-day content subject téaching.

Activity 1
(Suggested time: 10 minutes)

In your workbook write down six expectations that ybu have of this module:
three should be about learning/teaching and three should be about lan-
guage,

“ -

Core questions and issues

A powerful way to start a module or course is to pose key questions
and then to seek the answers to them. We have asked four core ques-
tions to which we want you to develop responses by the end of this
module on Language in Learning and Teaching (LILT).

Core questions

1. How can we use language to facilitate learniné?

2. How can we use content subjects to facilitate language develop-
ment?

3. What are the theoretical principles that should underlie any
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classroom practice where language development is being fos-

tered?
4. How can we assess learners in a way that will encourage lan-

guage and cognitive development, and discourage rote learning?
The questions we ask above are designed to challenge you to formu-
late responses based on this module, the readings and the contact
(or tutorial) sessions. At the moment you might have some ideas
from your experience in your own classroom. By the time you have
completed all three units of the module on Language in Learning and
Teaching (LILT) you will be in a position to develop and write some
well-thought-out responses to these questions. However, the re-
sponses that you give should not be seen as final because knowledge
is not fixed, and you are always in the process of reflecting, and de- .
veloping new insights.
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Unit2 Teaching reading-

Teaching reading

2.1 Introduction

Why is reading so important?

Reading is one of the most powexrful ways of receiving ideas, informa-
tion and stories. Reading the printed word has such great strength as
a way of sharing ideas and information because books can reach so
many people, and those people can read and interact with them as
often as they like.

Printed language communicates information to learners.
Learners then need to become good at working with that information
in order to create or construct their own new knowledge. Learners
need to learn how to derive meaning from written language so that
they can become independent learners who interact with information
meaningfully. All learners need to become proficient in the
language skill of reading if they are to grow up to participate fully in
democratic life when they leave school. People who read as part of
their daily life have more mforrnatlon and, as you well know, informa-
tion is very empowering.

How can we see reading as the
other side of writing? |

In addition to becoming proficient readers in.all their subjects and
spheres of life, learners need to realise that the things that they read
are written by human beings just like themselves. People collect
together ideas and information, arrange them and write them in
order to be read and understood. As we wrote this Learning Guide,
we were aware that you would be reading it in the foreseeable future.
As we wrote, the words appeared on the computer screen, but you
end up with the finished product. We did our best to write things
down in a way that would be very readable for you. However, you
must remember that as an independent thinker, you can make
choices about what you accept or resist when you read. It is im-
portant too, that you teach your learners about the choices they can
make when they read. They can either ‘submit’ to a text, or be
‘assertive’ when they read. If you go to Chapter 4 on page 155 of the
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Reader, you can read in more detail about the roles that a reader can
play in the reading process.

Furthermore, since we always write in order to be read, we can
say that reading is ‘the other side of writing’. Reading and writing are
inseparably bound together like the two sides of a coin. Learners
should be encouraged by their teachers to be real writers whose work
will be read by real readers.

Surveying a textbook is an important reading skill that you can
teach learners to do with all their subject textbooks, When you know
your way around a book, you use it more efficiently.

{Suggested time: 60 minutes)

Surveying a textbook
1 Use the checklist below to survey:
a. A textbook that you use in your teaching
b. This LILT study material .
¢. Anothertextbook that you use in one of the other B. Ed modules.

Write your responses to the checklist given in Table 2.1 in your workbook,

2 Write down the function of each item In (11) of the checklist below.

3  In textbooks and reference books in science, many of the reference-type
features (in (11) on the checklist) are placed inside the back and front
covers, of as near to them as possible. Why do you think this is the
case?

M
Table 2.1 Checklist for surveying a textbook

Title of textbook (including a subtitle, if any) -

Turn the title into two or three questions.

Names of author(s)

Date of publication (latest edition)

Has it been reprinted often?

Has it had a-number of editions?

a s thers a preface?

b Does it give the author’s purpose for writing the book?

C i so, what is the author's purpose for writing the book?

If there is an introduction, list at least two main points made in it.

Examine the table of contents. :

a How many chapters are there?

b How many headings are there?

¢ List all the headings, and then turn at least five headings into

questions. . '

10 How are the chapters organised? Look for a structure by
examining the subheadings. See if there is a pattern common to all
the chapters. Describe this pattern.

11 Other important sources of information in a textbook that you
should look out for are the:

Q bibliography reference list
QU index
O appendix
Q glossary
0 solutions to guestions,
Which of these appears in the textbook that you are surveying?

N DO N

<
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Turn to Chapter 4 on page 155 in the Reader, and preview ‘Ways of
understanding the reading process: Implications for teaching’ by
Fiona Jackson.

Take note S eessr———————————————————
Remember that when you preview any text you quickly glance at the title,
authot’s name, the way the text is divided with sub-headings, and whether
there are any graphs or diagrams. Then you read the first paragraph of the
"text, the first sentence of each subsequent paragraph and then the final
paragraph of the text.

Now use the pre-reading questions in the chapter to guide your care-
ful reading of the text,

2.2 Models of reading

Why do you need fo know abouf
reading theory?

If you are to encourage your learners to be efficient readers for in-
formation and ideas, it is important that you understand the reading
process itself. After all, how can we teach others to read meaning-
fully, if we do not know enough about reading ourselves?

" Chapter 4 in the Reader outlines how our understanding of the
reading process has grown over the last 30 years. In this chapter
Fiona Jackson gives a brief outline of a number of ways in which
reading researchers have described the reading process. These are:

1 Bottom-up and top-down processing
2 The interactional model of reading
a Levels of reading interaction — Adams and Collins
b A cognitive-psychological model — Kintsch and Van Dijk

3 The transactional model of reading — reading as commun- _

ication — Widdowson.

While you study the rest of this unit, we would like you to think about
your own reading experience and the reading experience of your
learners, You might like to write some of your thoughts about how

you read into your workbook. It is 2 good thing to become more .

aware of yourself as a reader. This conscious awareness of how you
are reading and how you are learning through reading is called
‘metacognition’,

Metacognition is the knowledge you have about thinking, and
the control you have over your own thinking. All learners have strat-
egies for learning, that is, ways in which they learn. In this unit we
are concerned with the knowledge all readers have about the way
that they read. If learners become more aware of the way that they
read, and are able to think about their reading style, and articulate

their thoughts, then they are better placed to be able to modify their:

reading style to be more strategic and more focussed.
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{Suggested time: 45 minutes)

Thinking and writing .

Write a heading ‘Levels of Reading Interaction - Adams and Colling’ in your
workbook, followed by the subheadings: letter, word, syntax, semantics and
interpretation.

Think about each of the levels of reading described by Adams and
Collins that are referred to in Chapter 4 of the Reader, and write down any
difficulties that your learners have at each tevel. Try to identify at which level
most of your learners have a problem.

\.

s'-tVd -s'ki!l§ :‘I-E .. : Lo ,‘- . - | ) |
It a-reader has a‘ well developed. schema about a- cértain’ topic, that
-reader will-find it:much easier to. read and remember text concerning
that schema. Readers attach new information to an already ‘existing

schema, See Chapter 4 on page 155 in the Reader for detailed ex-

planation of schemata (the,plural form of, schema)., ...
Read the key points given below and then turn to Chapter 4 of the
Reader and read about the interactional model of reading,

KeypOIﬂfS L B l.lrﬂl.___,-_-;M-.i‘l.‘t i
.~ ;11 Sacond language readers have to miaks iors inferences anc
< they experience-greater ,dverload-problemssthanfﬁrst St
--.’Tlang‘u'a"ge'readers;_;-':;-:f%:"‘-:..;i';-;;*-‘.zf- SR embodowme oy
© . 0 -Teachers nesd to beebme-aware.aof-".ivhé_t'ceﬂ‘atltﬂtes=.gqc;'d, 3
. well iitten, wall.organise textboOKs booalise the way =~ i';

- .- -Dooks-8te written affects, [Sarner fitosassing capacityw.r -

Q . Teachers need-to g'fve.l.é_'ar'rf_er‘s_siipp.cm_l,;in_-bﬂildjpg;;upEth.eir

.

Ainguistic, eontent and,formal sehemets so that they:are able, -
- 1o accept new.propositiofs.more easlly whenthey read:: ,
Q Learners need to establish a urpose’ when they read so they:-

" gai find'meaning frorT fext

{Suggested time: 30 minutes)

1 Does having a schema (in this case gained through the summary of key
points} assist you in your reading, understanding and remembering?

2 Read the key points given below. Then turn to Chapter 4 of the Reader

(page 155) to search for and understand those key concepts in this
chapter. .
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2.3 A developmental model
of reading

A researcher called Jeanne Chall looks at learning to read (in the first
language) in terms of a process of development. Chall hypothesises a
six-stage model of reading, which covers the whole range of reading
ability, from a kind of pseudo-reading to reading that is highly
sophisticated. The speed with which any one reader progresses
through the stages depends on a number of 1nd1v1dua1 and environ-
mental factors.

Sfage 0

This is the pre-readmg stage. Stage 0 covers the time from birth until
a person begins to learn to read, It can involve the learning of a host
of reading skills which a child uses and develops before she is able to
read words with real understanding. Depending on the environment,
. it is at this stage that a child can become familiar with books and the
idea that information and pleasure can be derived from books. The
child can learn to handle books and the conventions associated with
reading. For example, the Western reader reads from left to right, the
reader holds a book in a certain way, and turns the pages in a certain
way, The pre-reader becomes aware of books with pictures, that
some books have no pictures, that magazines, newspapers, and tele-
vision all have readable elements. Obviously the environment plays a
large role in the richness of pre-reading learning, and the speed at
which the child builds up this learning. The availability of reading
material, the status of reading in a child’s home, and whether or not
children have stories told or read to them by parents or older sib-
lings, will all affect children’s attitudes to print and their exploration
with letters and sounds.

Stage 1 |

Stage 1 consists of learning the letters of the alphabet and associat-
ing these with corresponding parts of spoken words. The reader
" learns and internalises the knowledge of the alphabet and the

spelling system. The reader passes through a series of phases in .

which, at first, the memory plays a large part, as it did in Stage 0,
then the reader pays close attention to the words, makes many errors
as she battles to make sense out of the system, and finally learns to
manage it. Stage 1 takes about two years to complete.

Stage 2

This is the time when the Stage 1 reader develops the skills that have
recently been acquired and becomes fluent in them. In Stage 2 the
reader does not acquire much new information but consolidates the
information already known. For example, she now reads the stories
that were previously read to her, and because the story is familiar this
is a time of building up confidence in readers. Readers in this stage

become more sure of themselves, more fluent and faster. Stage 2.

takes between one and two years to complete.

pseudo
an Imitation of the real thing
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Stage 3

Up to this stage the child was learning to read. Now she begins to
read in order to learn. Up until now the readers have learnt things
mainly through experience or through being told them by someone
else, for example, their teachers, peers or parents. During this stage
of reading development the reader can access knowledge from books,
and it is at this time in the primary school that subjects with factual
content are introduced. The reader copes best with material that only
suggests one viewpoint. Readers make use of their previous experi-
ence and world knowledge. They begin to understand the need for
skills to help them find information from books, and so they ap-
preciate the function of, for example, an index, a contents page and
the division into chapters in a book. This stage streiches over a rel-
atively long period of time because there is much to be learnt in any
number of fields of interest. As readers develop their reading skills in
this stage they begin to develop the ability to be more critical about
what they are reading. They are able to deal with different opinions
about a piece of information and to analyse what they are reading as
they are reading it. For the learner at school, Stage 3 will cover the
intermediate and senior phases, up to Grade 9.

Stage 4

This coincides with the final years of high school. Stage 4 is charac-
terised by the reader learning to deal with layers of facts and con-
cepts. Readers can now deal with differing viewpoints, and can crit-
ically analyse what is being read, and revise their knowledge in the
light of new material that they find in their reading. Experience in
this stage leads to the development of the ability to acquire new con-
cepts and new opinions through reading.

Stage 5

The reader becomes more adept in the process of analysis, synthesis

and judgement of the material being read. In this stage the reader .

develops the ability to construct new knowledge on a high level of

abstraction. The reader can now get to deeper levels of meaning in,
for example, a novel, that was previously read on'a more superficial

level just to get the story line.

It must be apparent that becoming a good reader takes a long
time and involves plenty of reading experience. Learners need help
and support plus a great deal of exposure to different kinds of writ-
ing in order to become accomplished readers. All the teachers in a
school need to be aware of this framework so that they can provide
appropriate reading experiences, and they can try to get more
resources into their school as a whole.
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: anguage theyl will b be about 20 years
ofq nd couid'reach Stage 5 in a second Iangu"' ge more . .

2.4 Teaching initial reading for
foundation level readers

Think back to how you were taught to read and write. Can you
remember much about it ? Were you, like Chall mentions above, an
avid Stage 0 reader’ ? Did you look at books? Did your older siblings,
who were already at school, ask you to play ‘school’ with them, in
which they were the teacher and you and your friends were the Grade
1 learners? Did you have many books in the house? Or magazines, or
newspapers? Did you recognise the tins in the kitchen, and the por-
ridge packet covers, and the adverts on the TV? Chall would call all
this activity ‘reading’ because it is getting you orientated to the read-
ing of the text inside a book. You are recognising meaningful sym-
bols, and relating them to something that you know in reality. So
recognition of symbols is part of ‘reading’, and so is recognising that
the symbol relates to something in your real life/real world experi-
ence.

Perhaps you learnt to puzzle out the meaning of words,
phrases and sentences before you went to school? The probable
description of you when you were doing this is that you were not the
eldest in the family, and that you turned six years old before you went
to Grade 1. You probably came from a home in which older role
models were involved in different kinds of reading, for interest, for
schoolwork (if they were school learners), and if they were teachers

at school, for distance learning if they were upgrading their quali-

fications. You will have had stories read to you, and you will have
been encouraged to explore literacy avenues —for example, when you
wrote your name, or you Tead’ to your little sister, you will have got
the impression that this was a ‘good thing'. If your family was
wealthy enough to send you to a pre-primary school you would have
looked forward to that, and by the time ‘big’ school came around -
you were very ready for Grade 1 at school. What language/s did you
do this ‘pre-reading’ in? Your first language? If your first language is
not English, were you encouraged to work hard at learning to read
and write in English? If your first language is English, were you ever
read to in a language other than English?

You also need to reflect on the fact that you are a trained
schoolteacher now, as well as the fact that you are doing a Bachelor

of Education (B. Ed) degree at the moment. You have got this far, we,

would argue, because reading has had some measure of satisfaction

avid
keen; interested
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for you, and teaching has a great deal of satisfaction for you.
Although you are surrounded by teachers at school and in your B. Ed
classes, you are unusual in the world — it is not unusual that adults
want to contribute and serve their community through the work they
do, but it is unusual that an adult wants to contribute by returning to
school, so recently left, as a teacher.

Activity 23
(Suggested time: 30 minutes)

In your workbook write about the people or events that helped you to start
reading and encouraged you to persist with reading. What exactly did they
do to inspire you to become a keen reader?

Teaching reading in Grade 1

The learners who come to you in Grade 1-are expected to be able to
read and write their first language by the end of the foundation
phase. If there is pressure on the school to introduce a second lan-
guage (usually English) into the syllabus during the first phase, then
as the Grade 1 teacher you should insist that the introduction of the
English second language work should not be done at the expense of
learning to read and write, in the first/home language.

The Threshold Project (Macdonald and Burroughs 1991)
looked at the needs of children who do not have English as their
home language, and on the schooling system- which encourages
Grade 5 classrooms to be doing all the teaching of content subjects
in English. Macdonald and Burroughs found that most children can-
not cope with the thinking demands of learning through the medium
of English after such a short space of time at school.

Macdonald and Burroughs continue: ‘Are there benefits for the
children if they start their learning in their first language?’ The
answer is: ‘Yes, there are.’ A thorough first language course gets chil-
dren off to a good start in education because the language provides a
bridge between the child’s home and the demands of the new envir-
onment of the school (1991, 30).

Perhaps the compromise situation at the school in which you
teach in Grade 1 and Grade 2 is to ensure that children are motiv-
ated to read. They should be given a great deal of opportunity to read
material that interests them, and which they have chosen, so that by
the end of Grade 2, or the beginning of Grade 3 the first language
skills are established and children can move ‘more confidently to
reading in English.

Activity 24
{Suggested time: 30 minutes) -

In some schools, Grade 1 teachers and leamers face a very difficult situ-
ation. Often a teacher will have a Grade 1 class with mixed reading experi-
ences and ability. Some learners will have already been through Chall's
Stage 0 (the pre-reading stage) before they started school, and be ready for
Stage 1. Others may not have had the opportunities or resources to move
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through Stage 0 before they come to school, and sc now have to work in

Stage 0 and Stage 1 at the same time. Write down your responses to the fol-

lowing questions in relation to this situation: '

1 What feelings might these Stage 0/Stage 1 learners be experiencing?

2 What can a teacher do to make the learning environment of these
learners safe and encouraging?

3 What strategies can a teacher adopt tc help these learners to move fully
into Stage 17

In case you do not teach Grade 1 learners, or the questions in Activity
24 were difficult to respond to, we have outlined some ideas in the
following paragraphs. Read them carefully.

One of the ways to teach reading communicatively to learners
who, even at the same age, show varying mastery of some of the
reading skills, is to adopt a process approach to reading. Instead of
teaching reading as only a set of decoding skills, the teacher uses the
content that her learners bring to their classroom with them. For
example:

Early learners can be encouraged to explore features of written text
through experience with the language itself ... Learners are given
sets of words and blank cards on which to add new words of their
own. They then create their own sentences on a sentence builder
... the learner is allowed to experiment with sentence building and
the teacher is at hand to guide and adjust this exploration.
(Wallace 1992, 57)

In the process approach to teaching initial reading mentioned above,
the teacher takes into account that using interesting material, pos-
sibly drawn from the learners’ own experience, is a way to motivate
learners to risk and experiment. Another way that teachers can get
relevant stories for initial readers to read, is by asking the Grade 1
class to talk about items of news. So one learner may say, ‘My granny
took me to the market.” Another may add, T got a wors-roll at the
market.” The teacher can write the sentences onto sheets of newsprint
for the learners to illustrate.

Alternatively, the learners can be asked to draw pictures of their

family in crayon in their news books, and the teacher can go from

learner to learner and write a caption for each page: for example, ‘My
sister has a cat called TOM’; ‘I love my dad.’ At the end of that day the
teacher can staple all the drawings into a book form, and later in the
teaching time, learners can take these ‘books’ from the teacher’s cup-
board to practise reading. '

At the same time that learners are beginning to learn how to
read pictures, and words and sentences in their first language, they
should be learning how to write the letters and words that make up
the sentences they will be reading, A lot of time should be spent on
clear forming of the letters and numbers. An absorbing way of doing
this is to start by learners colouring in and making pictures out of the
letters, one at a time. Remember that the purpose here is to get a
learner familiar with the shape of the letters, and by widening the
vocabulary of the learner about objects that begin with that letter.

The deeper cognitive purpose is for the learner to associate:
squiggles on the page with concrete objects that are part of the
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learner’s real world experience. As the learner learns fo recognise
what the squiggles on the page mean, or what the pictures on the
page mean, the learner should also be taught to make pictures and
letters to represent on paper what he can report from his real world
experience. In this way, learners come to understand that writing is
the other side of reading.

This process of learning to read and write should proceed with
as much encouragement and motivation as possible. It should not be
a stressful experience for the learner, but one in which the learner
blossoms and gains confidence in herself as a school learner. The
more the learner reads in Stage 1 the more she builds up a fluent
recognition of the letters and words in her first language. So she
becomes more and more familiar with the letters written in different
fonts, in different colours and different sizes. She learns to recognise
the letter in its appropriate orlentation on the page, (that is that a ‘b’
is a different symbol from a ‘p’ although it is made up of the same
‘bits”) and that the same letter or number onentated differently, is
symbolic of a different object.

Macdonald and Burroughs summarise what has been said
about the early stages by claiming that:

When (information) is presented in writing, it cannot be undex-

stood unless we have the skills of:

O recognising the shapes of the letters

Q pronouncing the sounds associated with the letters

O putting the sounds together into words/recognising the
words . . .

Q being able to grasp the meaning associated with that sentence
(of words) . .. '

Learning to read in the language you already know has the advant-
age that you can focus completely on the complex set of skills
involved. (1991, 4445)

Reading in a second language

If reading in a second language has to begin within the first few years
of schooling, then it should be once the learners have become fluent
in reading in their first language.

The move from first language reading

development to second language reading
development

Chall, and other reading researchers, maintain that learners do not
have to go through Stage 0 and Stage 1 when they come to read in a
second language. They will have to identify which letters represent
which sounds in the second language, but this is a simple task com-
pared to learning to read for the first time.

As Grade 2 learners start to use English (or any other second
language) they will first begin by speaking the language. Once they
have developed basic face-to-face communication in the second lan-
guage, the teacher needs to use readipg in the second language as a
way to enhance the learning of the second language. The teacher can
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set tasks for the learners to learn new vocabulary in the second lan-
guage, to begin to write words in the second language, and at the
same time begin to read in the second language, drawing on the
resources that they have developed for reading their first language.

The truth about learning to read well in your first language, and
then in your second and additional languages, is that the more you
enjoy reading the more you read. As reading becomes easier, it
becoines a more satisfying thing to do. The more satisfying it is, the
more you want to do it. And the more you read, the better you
become, Being a good and confident reader means that you can take
risks by not reading every word in the story but guessing what it says.
As soon as you lose the meaning you can quickly return and read that
piece of text over again.

On the other hand, if you don't like reading, and you avoid
reading as much as you can, reading tasks are likely to become
increasingly difficult. As you don't have a large vocabulary, you are
going to meet many words that you do not recognise. This makes
understanding a story difficult. Trying to battle your way through
sounding out each word and guessing what it might mean makes you
into a slow reader.

2.5 All teachers are reading
teachers

Chall’s findings on reluctant readers show that it is when readers
have not mastered Stage 2 that they begin to find difficulties in read-
ing to learn, that is from Grade 5 onwards when the purpose of read-
ing textbooks is to gain information about new concepts. This is very
different from Stage 2 which is the mastery of the reading process,
during which. avid readers will be broadening their knowledge of
vocabulary and the different texts that are available for reading.

In South Africa where most Grade 5 learners are now expected
to do their content subjects through English, Macdonald and
Burroughs (1991, 14) find that the expectation on learners from rural
and lower income homes is unrealistic. Many English second lan-

guage learners will have fewer than 800 words of English after three
years of learning English as a subject in school. Once they reach .
Grade 5 they will be expected to be able to work with about 5 000

English words in their content subjects.

The volume which children have to learn in Standard 3 [Grade 5]
is reflected in the pile of textbooks they have: one book each for
Geography, History, Health Education, and General Science as well
as a Mathematics book and books for three languages. The content
subject books are in English, about 400 pages in all. (1991, 15)

It is very important that teachers in the primary and secondary
phases of education see themselves as reading teachers as well as
subject teachers. Their learners usually want to learm to read in
English, but teachers will have to work with the English teacher to
ensure that there is a systematic broadening of the vocabulary base.

Themes in English and in the first language could be linked to the
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content subjects from Grade 4 onwards so that learners are using the
new words in different learning areas, and their understanding of
them is reinforced. They could be required to use new vocabulary in
a range of different writing tasks in the content subject lessons.

2.6 Reading difficulties

Think about South Africans as a whole We are nof. a nation of
readers. Why is that the case? Most learners leave school still very
dependent on the teacher for reading and understanding their text-
books. They siruggle to learn independently. The only novels com-
pleted by many of our learners are the ones they do as their language
setworks.

Activity 25
(Suggested time: 60 minutes)

Go back to Chapter 4 in the Reader, and read the section called ‘Sources of

reading problems’ starting on page 163 again.

Make notes while you read. Start by dividing a page in your workbook
into two columns. In the left-hand column, try to answer the questions
listed below. In the right-hand column write your own comments and ex-
periences about what you are reading.

1 Very quickly scan the first page to find the words ‘intrinsic’ and ‘ex-
trinsic’. To scan text just run your eye down the page in search-of key
.words. You do not have to read the whole page. What do you think the
words ‘intrinsic’ and ‘exirinsic’ mean?

2 What are the intrinsic disabilities learners may have with readmg?.-

3 What are the key points about the following extrinsic disabilities:

a deficiency in teaching
b deficiency of motivation
c cultural difference. :

4 From your own teaching and Iearnlng experience in the South African
context, are there any explanations of reading disabilities that you feel
have been left out by Jackson? If s¢, make a note of them in your work-
book.

By now you should be aware that the causes of reading difficulty that
many South African learners have are very complex. The problems
are often extrinsic. In the South African context we need to under-
stand that many people do not grow up in a reading environment.
Chall (whose work you encountered in Section 2.3) has done addi-
tional research in North America on reading difficulties, and can add
to our understanding. She used the ‘stages of development’ model of
reading that you learnt about earlier as her research framework.
Chall found that children from low-income families have more
reading disabilities than middle class children. Her main discovery
was that low-income children very ofien achieve well until their
fourth year of schooling which is when readers make the transition
from learning to read to reading to léarn (Stage 3 in reading devel-
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opment). She found that low-income children experience what she
calls a ‘slump’ at this stage of their reading development. This shunp
is a lag in progress and it gets worse as the ]egner goes up through
school. By the time the child from a low-income family reaches the
end of primary school she has fallen two years behind her reading
age.

Chall found that the first slip was with vocabulary. Learners
with reading difficulties struggle to define the more abstract, aca-
demic, literary and uncommon words used in their content text-
books. oo
She also found that below average readers experienced a slump
in their ability to write, especially in the writing of expository text
and their use of a wider vocabulary. But she also found that these
same learners read for meaning and that cognitively, they were equal
to all the other learners. :

To find an explanation for her findings, Chall looked at the
home conditions of the learners she was monitoring. She found that
children from homes where the parents interacted with their chil-
dren a lot, and played an active part in the educational achievement
of their children, were better readers. She also found that good
readers came from homes with literate, educated parents. .

Chall argues that a school needs to take greater responsibility
for the literacy development of low-income children, especially from
the fourth year onwards.

0O Learners should be given a structured and challenging
reading programme to follow.

0O Learners should be taught quite explicitly how to read at
higher levels.

O In addition to their textbooks, a wide variety of reading
materials should be made available to the readers.

C
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Other research has been conducted with readers and will also be of
interest to teachers in South African schools.

A, Pandian, a researcher into the reading culture of high school
and university students in Malaysia, found that 86 per cent of high
school students were reluctant readers in English, while 74 per cent
were reluctant readers in Malay. From her study she concludes that:

The major reasons leading to the phenomenon of reading reluct-
ance are (a} lack of positive role models in homes and schools, (b)
peer influence, and (c) the limited availability of reading materials
at home and at school. (1995, 403)

Maggie Moore and Barrie Wade (1995} conducted a 15-month study
on two groups of inexperienced readers in the West Midlands of
England in the United Kingdom who were enrolled in Year 3, which
is equivalent to Grade 3 in South African schools. Each group con-
sisted of learners who were having difficulties with reading, but were
of comparable reading and comprehension ages. They found that
readers who showed most improvement over the research period
were taught using an integrated programme in which skills teaching
within the context of reading and writing was driven by having a pur-
pose for reading tasks and reading for meaning. Learners experi-
enced a wide range of texts in this programme.

The learners in the other group were taught using reading
schemes with tasks derived from those schemes. The context of the
reading schemes was narrower and more limiting than those of the
integrated programme,

Our results suggest that the children in the Integrated Groups learnt
phonic skills, amongst others, and were able to use them appropri-
ately to achieve higher reading ages scores which were obtained
from a test which assesses skills. Phonics teaching took place in the
context of making meaning from texts. Results therefore also indic-
ate that inexperienced readers will benefit from reading an extend-
ed range of literature, more opportunities to read, purposeful read-
ing and writing and discussion with teachers and peers, They are
less likely to benefit from explicit, unrelated skills teaching with
limited access to less challenging books, even if they have more
teaching in one-to-one and withdrawal groups. (1995, 107)

Moore and Wade also draw attention to the readers who were the
subjects of the research. As mentioned above, all the readers were
learners who were regarded as having difficulty with reading in their .
third year of schooling. After the research period, the researchers
concluded that 2l these readers, given the opportunities, were ‘cap-
able of making gains in skills and accuracy when the focus.of teach-
ing is also on meaning and understanding’ (112). They felt that many
‘inexperienced’ readers often have less exposure to reading than the
other learners in the class — they spend less time reading in formal
situations in school and in informal situations at home. They are
often given worksheets to fill in, and read books with very few words.
As a result, they spend more-time on ‘words’ out of context.

Their research has implications for teachers in the South
African situation who are ofien confronted with readers who, even at
secondary school level, are still ‘inexperienced’ readers. It also
reinforces the concept of ‘Language across the curriculum’ which
underpins this LILT module. Teachers of all subjects can do a lot to
develop their learners’ reading skills by using the demands of the
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subject that they teach as a context for teaching specific reading
skills. This means that teachers need to set tasks which value reading
and writing skills, as well as the content subject knowledge required
for the successful accomplishment of the task. Moore and Wade’s
research therefore, reinforces the point that all teachers are reading
teachets.

Encouraging learners fo be effective
readers in the subject/content
classroom

If you want learners to enjoy studying you must encourage them to
be effective readers in your subject classroom. The following steps
provide you with one possible approach to making reading a focus in
your content lessons.

@ Choose one particular grade of a subject that you teach.
What reading is required by the subject at that
grade-level? Make a list of all the reading tasks that
learners have to do. How many of these do you assume
that they can easily do when they enter this grade?

0 Now focus on the areas that you think have the most
opportunity for you to set specific reading tasks.

Q Think of all the times when learners are reading in these
areas (for example, reading instructions for an
experiment, reading a thermometer during an experiment,
reading the newspaper for current information, reading a
table or a graph in their textbook). )

Q Design a range of tasks which focus on reading, and
which you can assess, giving some marks for the reading
aspect of the task as well as the content aspect.

- Moore and Wade conclude that teachers need to think through the
following implication, and then find ways in which they can promote
reading experience in their classrooms:

One aspect [of a broad and balanced curriculum] ... is a wide range

of literature plus mastery of a variety of reading strategies. Our .
study has endorsed these factors and shown [that] they enable .
children to read with fluency, accuracy and understanding and to .

respond to a text with greater perception. The implication is that
all children, therefore, should have access to this wide variety and
range of literature that is varied in terms of content, structure and
language, together with appropriate teaching. Our research sug-
gests that children benefit from choice in their reading; but choice
which is meaningful to them as individuals. (110)

Finding out about reading aftifudes

Your reading of Chapter 4 in the Reader, and the research conducted
by Chall, Moore and Wade and others that you have just read about,
should have given you lots of ideas about your own learners and the
difficulties they may have with reading. However, before you imple-
ment any reading programme, it would be very useful for you to
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explore their existing attitudes to reading and their reading habits.

With this information, you should be able to design reading pro-
grammes which accurately and relevantly meet the needs of your
particular learners. ‘

But, if reading is going to be one of the communication skills
that Curriculum 2005 promotes, and subject teachers are required to .
be part of the development of learners as effective readers, then it is
also vital that you as the teacher, know as much as possible about
your own reading attitudes. It is difficult for teachers to encourage
their learners to become keen and good readers if they don't read
regularly themselves.

For this reason, we would like you to complete the quiz in
Activity 26 yourself, before you give it to your learners. Not only will
you then understand yourself better, it will also give you the oppor-
tunity to change or adapt the quiz to suit your own context,

Activity 26
{Suggested time: 30 minutes)

Finding out about your views of reading
1 Indicate in your workbook whether the following statements are true or
false. In each case give good reasons for your answer.
a You should always read a book from cover to cover without leaving
anything out.
b If you do not remember everything that you read, you are lazy or stu-
pid.
¢ You can read some things very quickly for the main ideas and'leave
out the unimportant points.
You must read some things slowly and carefully.
e Good readers read everything the same way, that is, slowly and care-
fully.
f You should read one textbook very thoroughly, rather than get in-
formation from other books as weli.
g Talking to people about what you are reading can help you better
understand the ideas in your book.
h You learn more when you read aloud than when you read silently.
i
J

=3

You should never learn anything by heart,
Making your own notes of imporiant Ideas from a textbook helps you
to remember those Ideas.
-k Good readers ask questions as they read
I fyou have learnt to read, you will be able to understand any book
written in that Ianguage

I ‘U ‘e 'q ‘e esjed
3 149°6 ‘p ‘0 i8Nl Slemsuy
2 Do you agree or disagree with the answers we have provided? Discuss
them with other students and see what they think.

The reading quiz in Activity 26 is meant to be quite light-hearted, but
it could be used in class with your learners. After they have answered
the quiz, and you have discussed the answers that the class has given,
learners could work in pairs and come yp with three more questions.
True and false quizzes are very quick to mark - and they give rise to
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much discussion because learners want to defend their answers.
However, often issues like reading — which takes place in all situ-
ations of social life — will not be amenable to right or wrong answers.
This type of quiz is useful because it sparks off learners’ interest.

. We hope that the questions in the quiz in Activity 26 made you
think more seriously about the way in which you think about read-
ing. This guiz is really about readers’ attitudes towards reading, and
what they believe is the right and wrong way to read. These attitudes
will come from the underlying beliefs and assumptions that we hold
about the reading process and our relationship with reading. Having
done the quiz, you should now be much clearer about the assump-

tions that you have about reading. What you need to consider now, is

the way in which your beliefs and assumptions about reading have
influenced the way in which you have approached readmg in your
classroom.

Finding out about reading habits

For teachers to find out even more about the reading behaviour and
habits of the learners in their classes, it is possible to conduct a more
extended questionnaire that will provide you with useful background
information. As teachers we tend to assume things about our
learners. Unfortunately, as we grow older, we become increasingly
out of touch with the adolescent view of life, The administration of a
questionnaire like the one suggested below, ‘can help you as the
teacher, to be informed about the attitudes, reading habits and inter-
ests of the classes you teach.

We have seen from the readings in this unit, that reading is not
a fixed attribute that readers have and are unable to change. Rather,
reading is a complex set of skills that is closely tied up to our family,
our past experience of reading, our access to resources, and our pur-
poses in reading, The following section is designed so that you can:

1 get information about the reading habits of your learners

2 give your learners an opportunity to think about their
reading behaviour, and to write about it. This is a

. metacognitive skill that is useful to foster in learners.

3 design classroom activities and homework tasks that draw
positively on your learners’ abilities and resources and,
more importantly, give value to the thmgs that they like
doing, and are good at doing.

Designing a reading questionnaire:
What questions do you want fo ask?

Before designing your questionnaire, you need to discuss with your
colleagues whether or not the learners will be willing to give you the
information you are looking for. For example, will they be honest, or
will they make up the information, or just refuse to give it? In differ-
ent communities, different aspects of information will be regarded as
private. For example, your learners might be unwilling to tell you
whether or not their parents are unemployed, while in another com-
munity, learners might be unwilling to give out information about
their parents or grandparents being unable to read.

There are two main types of questions that you can ask in a

amenable
suitable
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questlonnan'e open or closed. Open questions invite people to give
their own opinions and ideas. Closed guestions do not permit people
to elaborate. Closed questions limit and define the kinds of answers
that can be given. Open questions are difficult to categorise
afterwards, but might gwe you much richer information than closed
questions would. There is however, usually scope for both kinds of
questionsina questlonnalre The most important aspect of designing
a questionnaire, is that the questions should be clear and unambigu-
ous, so that learners can respond with confidence. The different
kinds of questions will also be dlctated by the age, grade, and writing
abilities of your learners.

Inifial surveys and follow-ups

It might be useful to set a series of closed questions for your initial
survey. This is your first attempt to get information. Later, as part of
the follow-up process, you could interview some learners, or you
could get learners to write a response to the whole task in which they
are allowed to write about two pages on some aspect of their reading
ability. These kinds of follow-up processes give you the opportunity
to clarify anything that was unclear or left out of the initial survey.

If you are putting together all the responses to the questions
from your whole class, or the whole grade, it is easy to count up com-
mon responses and then express them as a percentage of the whole
class/grade.

Table 2.2 shows some sample questions. You might like to use
some of them and, in addition, generate some questions of your own
that suit your learners’ situation more closely.

Table 2.2 Sample questions for a questionnaire on dlscovenng

reading habits
1 Do you have teachers in your family?
2 Which members of your family read to you before you could read?
3 Do you read to members of your family who cannot read?
4 Do you enjoy reading?
5 Do you read books that are not school textbooks? If yes, what
sorts of books?
6 Do you read magazines and newspapers? If yes, which papers or

magazines do you read?
7 Who in your family enjoys reading? :
8 What kinds of reading do they enjoy? Please be specsflc
9 Do you have books in your home? Many? A few?
0 Do you watch TV, or listen to the radio? Please be specific-as to
how many hours per week you listen to the radio or watch TV.
11 What are your favourite programmes?
12 Do you have a library at your school? If yes, do you use it? If yes,
how often do you use it?
13 Do you ever go to the library in town? If yes, how often do you '
borrow books from the town library?
14 Where do you get information about the things that are happening
in your area, in the country, in the worid?
15 How many languages can you read in? Please identify them. Which

language do you read in most often? Which language do you enjoy
reading in most? :
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To summarise all the useful information from the responses to a set
of questions such as those in Table 2.2, you would need to draw up a
grid with the questions down the left-hand side, and columns with
likely answers to each question (as shown in Table 2.3 on page 76).
" Then you would need to go through each learner’s responses and
mark down what choice was made, as well as any specific informa-
tion.

After doing this you should be able to add up all the responses
in a particular column to a particular question, and express this
number as a percentage of the total number of answers to that ques-
tion. ‘

Your final percentages will give you a profile of the class/grade
in terms of the questions, and you can begin to establish a reading
profile for your class/grade. How will that be useful to you? Well, if
only 20 per cent of learners have access to TV then you cannot use
TV as a resource to stimulate their interest in your subject. But, if 85
per cent watch a lot of TV then you could set writing tasks which
require them to watch a particular programme and then to write
down information to satisfy the task that you have set them. If it is
clear that most learners do not live in homes in which people read
and enjoy reading, then your job of encouraging and facilitating the
learners’ development as effective readers will be more challenging.

2.7 Developing learners as
confident readers

Let’s move on and focus on different strategies that facilitate reading
development. We hope that you have already learned a number of
strategies relevant to academic reading through your interaction
with Units 1 and 2. What follows is a list of the strategies that you
have already encountered in this module:

scanning — looking for key words or concepts
skimming ~ surveying textbooks and previewing a text
activating background knowledge

reading with a purpose

posing questions

close reading

note-making :

making notes about notes B

using a before, during and/or after plan.

OoO00o0Jo0000

All these strategies are useful to any learner who is creating meaning
from academic texts and integrating that meaning with existing
knowledge. Consequently, it is important that you as the teacher are
on the lookout for opportunities to make these strategies explicit to
your learners during the authentic reading tasks that occur in your
learning area. .
However, learners also need to develop another set of reading
strategies so that they learn to read differently for different purposes.
They also need to learn more about how text is written and organised
so that they can develop their ability to read it effectively. An
approach which promotes this kind of learning is the genre approach
to reading. '
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Table 2.3 Sample grid showing results from surveying 50 learners in a Grade 6 Science class

1. Do you enjoy Yes: 30/50 - | No: 10/50 Sometimes: 10/50
reading? '
2. Do you read books | Yes: 35/560 - | No:15/50 - Sorts of books:

that are not school
textbooks? If you
do, what sorts of
books?

annuals, science
fiction, Mills and Boon

3. How many books Less than 20 books: Between 21 and 50 More than 51 books:
do you have in your | 15/50 books: 30/50 5/50
home?

4. Doyou everread a | Yes: 30/50 No: 20/50 : Echo, Natal Witness,

magazine or
newspaper? If yes,
which are they?

“Sunday Times, Topcar,
Sports Hustrated,
‘| Wildlite, magazines, etc.

. Do you watch TV? If

yes, what are your
favourite

Yes: 35/50 No: 15/50 Sports programmes,
' 50/50, Yizo, Tube

programmes?

8. Do you belong to Yes: 20/50 No: 30/50
the library in town?

7. How many library Nane: 6/50 Between 1 and More than 5:
books have you 4: 25/50 19/50
read this term?

8. Can you read in Yes: English Yes: Engﬁsh and -No. 'only
more than one and Afrikaans: Afrikaans and isiZulu: English 20/50
language? 10/50 20/50 )

9. Who in your family Parents: 20/50 - | Older siblings: ' No-one: 10/50
encouraged you to 20/50
learn to read?

10. Do you read to Yes: 25/50 No: 256/50

younger members:
of your family at
home?

The genre approach to reading |
effectively

This LILT module aims to establish an awareness that reading is the
other side of writing. Throughout this module we have asked you {o
reflect on this image of the close relationship between reading and
writing. Readers have to respond to texts that were written by other
people. You will see in Unit 3 that, as writers, you will have to pro-
duce written texts that will be read by other people. You will have to
bear in mind who your audience will be and what the purpose of
your writing is. Widdowson (in Jackéon, 199) develops the idea of
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reading as communication, as a negotiation of meaning between the
reader reading the text, and the absent writer of that text. Or, seen
from the other side, the writer deciding what to write in the text that
she is producing for an absent reader who will read it in the future.

An approach to the teaching of writing, namely the genre
approach, which you will study more about in Unit 3, can be used
from the ‘other side’ as a way of empowering readers to read more
effectively. This approach involves looking at the purpose for which
something is written, and classifying different types of writing based
on their purpose.

Activity 27
(Suggested time: 30 minutes)

There are many different types of texts, for example, a story, a recipe,

Instructions for setting the channels on your TV set, a science textbook, etc.

1 What other types of texts can you think of?

2 Now decide what the purpose of each piece of writing is. For example,
what is the purpose of a folk-tale? What is the purpose of a recipe?

The library classification systemn classifies books according to their
subject. So books about South African history will be classified
together, and books about mathematics will be classified together.
However, within these classifications you will probably find that the
books under ‘Mathematics’ are also sub-classified under different
types of mathematics, for example: ‘teaching mathematics’, or ‘test-
ing mathematics’. As the classifications become more focussed the
reason or purpose of a book becomes more apparent.

The writer and education researcher, Allison Littlefair; did an
analysis of over 100 different books used at primary and secondary
school in terms of the author’s purpose (1991, 4). She found that
there were four broad categories in which she could divide the books
in terms of the writer’s purpose, that is, its genre. The four genres are:
books in the literary genre (in which there are sub-genres of folk-
tales, short stories, poetry, etc.); books in the expository genre, (with
sub-genres of textbooks, guide books, etc.); books in the procedural

genre {with sub-genres of instructions manuals, cookery books, gar- -
dening books, etc.); books in the reference genre (with sub-genres of -

dictionaries, encyclopaedias, atlases, etc.).

Activity 28
(Suggested time: 20 minutes)

Littlefair describes the author’s purpose in the literary genre as ‘.. . of nar-
rating, of describing personal or vicarious experience, or of experimenting
with the use of language itself’ (1991, 4).
How would you describe the author's purpose in the other three genre
groups that she identified among books used in school, namely:

O the expository genre?

A the procedural genre?

O the reference genre?

vicarious

learnt by imagining you
share the experiences of
others
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If we looked more closely at examples of writing from any one of the
genres discussed above we would note other differences between
such examples. These differences have to do with the variety of lan-
guage that the authors have used to achieve their purpose. Varieties
of language are called registers, and authors choose an appropriate
register to fulfil their particular purpose in a particular situation.

The register or variety of language used in any piece of writing
can be further divided into field, tenor and mode. The following ex-
ample illustrates these three concepts. Imagine that you have on your
table with you as you read, two school textbooks — the one is
Geography for Grade 4 and the other is Business Economics for Grade
12. They are both examples of the expository genre, that is, the
author’s purpose in both cases is to ‘describe or explain objectively, to
inform’ (Littlefair 1991, 4).

Although these textbooks belong to the same genre, we will see
when we look closely at the language that they are written in differ-
ent registers. The content (subject matter) of a text is the field. The
ficld can be identified mainly through the vocabulary that is used. In
a specialist text, such as the geography book, there will be specialist,
or technical vocabulary (for example, latitude and longitude), and
many words will have specific meanings in that subject. For example,
in a geography text, the word ‘crust’ refers specifically to the outer
surface of the earth. In another context, such as the home, or in an
advertisement for a bakery, ‘crust’ carries the common meaning of
the crust of bread. In the Economics textbook, technical vocabulary
will show a different field of study.

The tenor of the text is concerned with the audience of the text
and the relationship between the writer and the reader. The author
writing for Grade 4 learners will use language that is accessible to
eight-year-old learners. In an effort to try to hold the readers’ atten-
tion the author might use the familiar terms ‘you', ‘T’ and ‘we’ to cre-
ate a relationship between himself and the reader. In Geography for
Grade 4, the writer writes very directly and simply, for example, ‘Copy
these pictures of boys and girls exactly as they are here.” However,
Business Economics for Grade 12 uses different ways to address older
learners.

The mode of the text is concerned with the way in which the
text is constructed and the medium of communication, The way the
author uses grammar and vocabulary together will create a text that
reflects a’ particular-register. In our Business Economics and
Geography textbooks the language pattern in both is likely to be one
of cause and effect, or problem and solution. '

Difficullies with textbooks

Teachers and researchers have drawn attention to the fact that many
textbooks that are required for use by learners at school are in fact
written in an inappropriate register. They are very difficult, and
sometimes impossible for use by learners in a particular grade, or if
the learners are working in a language other than their firsthome
language.

" David Langhan, reporting on research he has conducted on the
difficulties encountered by South African primary school learners,
both English first and English second language users, makes the fol-



Unit2 Teaching reading

lowing recommendations to writers who are writing expository texts
in textbooks (1995, 60-62):

Q Writers must ensure that readers are able to relate the topic to
their existing experience of the world.

O When writers are using diagrams or graphs as supporting
material for the topic, they must ensure that such supporting
material is interpretable by the readers.

O Writers must not assume that their young readers are able to
distinguish between the development of the topic, and other
less important material.

QO Writers must not assume that ydung readers can make
inferences, and so must supply all the information that is
necessary for the development of the topic.

O Writers need to establish concepts clearly for the reader
before the concept is used in its subject context.

Langhan gives the following example from a geography textbook:

This is particularly important when a referent, crucial for the
understanding of a passage, is to be found only in a supporting
map or diagram: for example, the use of ‘interior plateau’ used in a
diagram as a labelling term, without ‘plateau’ being conceptually
established. (1995, 61)

Reporting on a similar kind of study of school science textbooks in
the United States of America, Linda Meyer explains that text is con-
siderate (to the readers) when the writer has:

(1) systematically arranged the ideas in a pattern that is
compatible with the discipline (for example, using a cause
and effect pattern in a science text)

(2) logically connected the ideas '

(3) avoided distracting or irrelevant information

(4) taken into account the reader’s probable background
knowledge. (Meyer 1991, 28)

Meyer's own analysis of science textbooks led her to suggest that
when selecting a science text for their learners, teachers need to look
at a number of textbooks at the appropriate grade level and ask the
following questions: “What is in the books? How is the content pre-
sented? How considerate is the text?’ For the teacher who is mediat-

ing the existing textbook to meet the needs of her learners as they

read, the above points about the textbook are important.

Activity 29
{Suggested time: 60 minutes)

Choose a particular textbook that you use with one of your classes. If the
textbook seems inaccessible to your learners, how could you make it pos-
sible for them to learn from it?

For this activity you will need to look at what may be inconsiderate,
and then think of ways to ‘unpack’ some of these aspects for your learners
so that they are able to engage with the reading task.

H
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2.8 Strategies for teaching
reading in the subject
classroom

Often we become disheartened by our learners’ resistance to reading,
If learners are not yet enthusiastic readers then we have to find ways
to scaffold the reading task with other activities that our learners do
like doing. One way to do this is to get learners to talk about a sec-
tion of work before you start on it, maybe to tell stories about that
topic. For example, in biology, learners will have stories about an-
imals, why they are afraid of snakes, how animals developed certain
forms or characteristics, etc. It is a good idea to get learners to recall
stories from their own culture and family background. For example,
imagine that you are about to start a section of work on reptiles. Set
the learners a homework task to go and ask their parents or grand-
parents if they know any stories about snakes or lizards, Get them to
write down the story and bring it to the next lesson.

Similarly, you can make use of television to encourage your
learners to read. If you are doing a particular section of work, set a
homework task in which learmers have to watch a particular pro-
gramme (for example, 50/50, or other nature programmes) and come
to school ready to tell the class about the programme. Then set a task
in which learners have to get a book from the library, about a section
of the work that interests them, and read it. In this way, interest can
be sparked in a subject area through means other than reading. Once
the learners are interested, it is easier to get them to read about a
subject.

You can also use newspapers to teach your learners reading
skills and to develop their ability to scan for information, or to pre-
view articles. The newspaper has many genres represented in it. Each
genre isread fora partlcular purpose. Learners can gain insights into
purposeful reading by using the newspaper. Examples of some of the
genres in a newspaper are: advertisements, editorials, sports reports,
classified advertisements, feature stories, cartoons, as well as reviews
of ﬁlms, videos and CDs.

How do feachers encourage Ieamers
lo be avid readers? |

Peter Traves believes that teachers of English have a responsibility to
develop their learners as active and critical readers. He believes
teachers, and schools, should ask themselves: ‘What impact do we
want reading to have on the lives of the children we teach?’ (1994,
91).

He says teachers and schools should develop their learners as
readers in three ways. First, they must encourage their learners to be
enthusiastic about reading. Teachers themselves can provide a model
of how experienced readers go about finding reading material that
they are enthusiastic about.

Secondly, teachers should draw their learners’ attention to the
way that the texi that they are reading together in class offers par
ticular meanings. It might be explicit, that is, very clear, about the



Unit2 Teaching reading

values that are being put forward, or it might assume that the reader
understands and shares the values of the writer. A writer might allow
the reader to think that the writer's way of viewing a situation is the
‘common sense’ way of viewing it. The implication is that all people
will view it in that way, and that is the natural’ way to view the situ-
ation, and therefore the reader should also see it that way. Or, the
writer might explicitly offer a point of view while being open about
the fact that there are other ways of looking at the situation.

As readers become more experienced and are able to read com-
fortably, they are able to react to the views of a writer either with
pleasure or displeasure. They make informed judgements about the
views of a writer. With experience, readers cease to be consumers of
text and become participants in the making of meaning. Traves
believes that readers must develop to see themselves as contributing
to the meaning of the text. This view is similar to the view expressed
in Unit 1: that communication is the negotiation of meaning,.

The third way in which teachers can help learners to develop as
readers is to show that critical readers place their own values about
a situation, or about the world, in relation to those of the writer of
the text. Critical readers read from a particular position to get their
own view of the situation. This is a useful attribute of an experienced
reader because it is self-empowering.

An interesting project that operates in ten schools in Soweto
and in two other schools in Daveyton and Mamelodi could give ideas
to schools and teachers who are trying to promote reading among
their learners. Letta Mashishi writes about the Parents/Schools
Learning Clubs project (PASLC) that was started in 1990 (Mashishi
1996). Tts purpose is to encourage parents to play an active role in
creating a favourable and pleasurable learning environment for their
children. Mashishi, who works at the Centre for Continuing
Education at the University of the Witwatersrand, reports that the
project has been reaching 1 500 parents per year. The project
employs 2 people full-time and 53 parents work in a voluntary capa-
city. The project has a mobile library, and parents are able to borrow
three books each every fortnight.

The project runs workshops for parents to learn the kinds of
interaction with their children that will promote literacy for the
whole family. Some of the workshops that parents attend, focus on

developing routines such as ‘Know your child’, ‘Time Management’.
and ‘Reading’ in which parents develop the communication skills -

necessary to discuss learning with their children, to find out what
things they like doing at school, to discuss the day's school activities,
to establish time allocations for play, watching television, doing
homework, and to develop a regular time and commitment to read-
ing and/or telling stories.

They also develop parents’ awareness of their children's atti-
tudes to reading so that they build on the kinds of reading that are
enjoyed and so develop their children as confident and able readers.
There are workshops about vocabulary development, rhymes to help
children understand the different languages that they are doing at
school, and ways of telling stories so that older members of the fam-
ily are valued for their ability to tell stories and to develop story-
telling in children.

The clubs are run in a non-competitive ethos and parents are
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not allowed to compare their children’s progress, but they are
encouraged to praise their children’s efforts and support and inspire
them. The clubs are also very careful to be supportive of parents who
might themselves feel threatened by their own lack of reading abil-
ity, or education. The clubs have become a place where parents them-
selves are encouraged to become better readers.

Activity 30

(Suggested time: 30 minutes)

1

2

3

Does your school encourage parents to support their children and
develop a culture of learning?

How could you as a teacher draw on some of the |deas from the PASLC
project?

Are you a parent? If you are, how could you be more involved in your
children’s reading development?

. in our contact session, should: help yeu to: bunld a posltlve rea

‘Whathave you leamt so far?- . = - . it -

We hops that you have gamed an uniderstanding of readlng, the d|ffleult- :

- les-‘encountered by :learners, and- sgme: of. the. stra'tegles* at; saders.

could use: This knowledgs, ‘together with some of the ‘work:you Wi I.ido

onment: in your classroom.. T
. 'In_schools where resourcas are scarce and there are soclo-

economlc constraints on the learner's: deve[mpmant, tegchers need'to
find ways of overcoming the obstacles in their way:- “Teachers sheﬂld be

on the lookout for readlng material all the time, : either frmm what Is* avall-

able locally {(such as newspapers, cereal boxes, magazlnes. etcg), or from

outslde their immediate envirenment (wh[ch they m[ght have to! wrlte off .
for and order);. : sy DLE

© The Appendix on page 127 centalns a Ilst of resources with
addresses whleh you can write to . R PR
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CHAPTER 4:

Ways of understanding the
reading process: Implications for
teaching

Fiona Jackson
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Infroduction

Reading is a critical part of contemporary learning, schooling and
society. Successful learners are usually highly successful readers. For
many South African learners, however, reading is experienced as an
alien process used only for the tedious rote-learning of subject con-
tent that often has no obvious, meaningful connection to the rest of
their lives. Content-subject teachers who wish to improve their
learners’ abilities to engage meaningfully and actively with the issues
of their subject will be helped a great deal by understanding more
about the reading process.
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This chapter introduces key understandings and theories about
the reading process — namely, the bottom-up, and top-down process-
ing theories, and the inferactional and transactional theories.
Thereafter, it outlines problems and difficulties that obstruct reader
progress. Finally, the chapter concludes with a brief consideration of
reading as the negotiation of meaning, and some implications and
principles for facilitating the development of learner reading in
school classrooms.

Reading researchers have over the last forty years generated a
number of different theories about the reading process. That is, they
have tried to build a comprehensive model of what people’s minds do
as they engage with written forms of communication. However, these
theories are always incomplete and inadequate because it is imposs-
ible for us to study and observe the inner processes of our brains
directly. Researchers have to work ‘backwards’ from secondary in-
formation, such as visible, outward forms of behaviour (for example,

- how our eyes move as we read) and what people say they are doing

as they read (which is not exactly the same as what their brains actu-
ally do when they read.) The different theories of reading foreground
and background different aspects of the reading process because it is
so difficult to try and explain accurately and systematically every-
thing at once. New knowledge and understanding about reading is
often built by new researchers identifying gaps and weaknesses in
existing theories, and building new theories from those points.

Boﬂom-up processing

The first theory we shall consider is called ‘bottom-up processing'.
This theory emphasizes the ways in which readers process written
language by breaking the text up into the smallest possible linguistic
units {e.g. phonemes, morphemes, lexemes) in order to understand
it. It focuses on the text-driven aspects of the reading process — on the
information clearly contained in the writing itself. This view of read-
ing was heavily influenced by the behaviourist school of psychology.
Behaviourist psychologists believe people learn new things by a
process of behaviour modification. New skills are mastered by lots of
practice, and getting positive rewards for showing the right behavi-
our and negative responses for showing the wrong behaviour. From .
the behaviourist perspective, then, people would miaster reading by
doing lots of drills 1using techniques such as flash cards to promote
letter combination and word recognition. Learners would receive
positive praise from the teacher for correctly recognizing what was
on the cards, and negative comments when they were wrong. The
ability of learnets to read what appeared on the cards would be the
evidence that their behaviour had been modified - the learners would
have been shaped into making the correct links between certain lan-
guage sounds and visual language signs. Good readers, from this per-
spective, would be those whose behaviour was modified so success-
fully that their ability to link language sounds and signs happened
automatically.
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Top-down processing

However, the bottom-up processing theory was criticized for ignor-
ing other important aspects of the reading process. Other researchers
later demonstrated how readers draw on experience and background
knowledge they already have to predict what is contained in a writ-
ten text. Readers then check these predictions against the text itself,
as they read, to confirm or reject them. This new view of reading is
called top-down processing. It emphasizes that readers work down-
wards from an overall, global idea of what they think a text will be
about. This theory foregrounds what readers bring to the text, and
how they use this knowledge to make sense of texts. Thus it focuses
on the reader-driven aspects of the reading process.

The interactional view of reading

Cwrrently many theorists recognize that successful reading involves
aspects of both the above explanations of the reading process. Thus
they promote the interactional theory of reading, which claims that
an interaction between bottom-up and top-down processing is essen-
tial for effective reading. It claims text comprehension is achieved
through the interaction of text-based (bottom-up) and knowledge-
based (top-down) processes (Carrell,1988: 101). The strength of this
theory is that it focuses on the interdependence of the top-down and
bottom-up processes. This theory argues that it is important for
readers to develop rapid and accurate feature recognition of letters
and words (that is, bottom-up processing). The more automatically
readers can perform bottom-up processes, the more time and energy
they will have to develop good top-down strategies. Researchers test-
ing this theory found that poor readers often lack automatic decod-
ing skills. These readers therefore spend a lot of time guessing from
the context. They have to do this so much their reading is slowed
down too much and their processing capacities are overloaded. This
means they have very little time over to give to higher order reading
and thinking processes. (Eskey and Grabe, 1988)

Schemata

A key concept used in theories which see reading as much more than
just a bottom-up process, is that of schemata. ‘Schemata’ is an
abstract term for the way people are believed to structure their
knowledge and experience in their minds. We create a particular
schema by establishing relationships between all the parts related to
that specific idea, situation or experience. Once we establish a par-
ticular schema we can activate it whenever we think it can help us
interpret a situation. If you re-read the short sections on top-down
and interactional views of reading, you will recognize their depend-
ence on the concept of schemata. When you get to the ‘transactional’
view of reading, you will see that the concept of schemata is central
to this view as well. :
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‘The Family’: A worked example of
schemata

A schema for the idea of family probably would contain the follow-
ing:

community into which one is born

blood relatives

parents: father and mother

siblings: brother and sister

grandparents: parents’ mothers and fathers

aunts and uncles: parents’ siblings
children: daughters and sons.

It is also likely to centain ideas about the roles and responsibilities of
the various members towards each other, and ideas about the phys-
ical living patterns and connections between the members.

So when reading a text in which the idea of family’ is central,
our ‘family’ schema is activated. If the way in which it is being used
in the text is very new to us, then our existing schemata will have to
be altered if we are to make effective sense of the text. For example,
if a text presents a person as having two mothers, I would have to
work hard to make sense of that, as my schema is organized around
the idea that only the woman who physically gave birth to a person,
or who has legally adopted a persomn. as her child, is that person's
‘mother’. But I have learnt that in some communities, the sisters of
your parents are seen as your mothers as much as your birth moth-
er. Readers from such communities would not have trouble match-
ing their existing ‘family’ schemata to the text presenting a cha.racter
with two mothers.

Schemata can be seen as our tools for organizing and inter-
pretmg the world. Qur schemata are completely shaped by our
unique experiences and socializations. The particulars of schemata
are thus highly culturally contextualized. ‘Readers use schemata to
read between and beyond the lines: what is actually on the page is
merely suggestive, never fully explicit’ (Lytle and Botel, 1990: 23).
This has important implications for school reading. If most of the
time there is a large gap, or mismatch, between the schemata of the
writers of school texts, and those of the learner readers, it will be
extremely hard for those readers ever to experience reading as a pos-
itive, sense-making activity. Therefore classroom readers need both
the inclination and the opportunity to access what they already know

in order to respond to new information: to relate the new to the
unknown. -

o000

The transactional view of reading

The interactional theory is closely linked with the ‘transactional’ view
of reading. The transactional view foregrounds the way in which
readers can be seen to transact actively with texts, so as to build
meaning out of the interaction between their knowledge and the
information in the text. Seeing reading as ‘transactions with texts’
foregrounds reading as dynamic and organic in character, as well as
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acknowledging that readers bring previous knowledge, beliefs and
attitudes to the reading process (Lytle and Botel, 1990: 22). The inter-
actional and transactional views of reading present readers as active
constructors, with experience of the world and meaning-making that
even as novice readers, they bring to the texts they read. Viewed in
this light, reading can be seen as an act of communication, one in
which meaning is negotiated between a writer and a reader.

Reading as a negotiation
of meaning

Understanding how reading can be seen as a negotiation of meaning
is extremely helpful as a basis to formulating ways of helping
learners become more active, engaged and skillful readers.
Widdowson (1984) sees reading as an active process of negoti-
ation between the writer of the text and a reader. That is, he argues
that communication in general involves the negotiation of meaning,

and that reading is an act of communication. People are private crea- '

tures who need to interact with each other. They need social contact
to fulfil the different needs in their lives — food and shelter, love, and
affection, and safety. Both verbal and non-verbal communication is
used by people to make social contact happen. When two people talk
to each other, two different worlds (that is, two different sets of
schemata) aré brought together. When the two people share a lot of
the samne knowledge and experience there will be a lot of overlap
between their schemata. When they have had very different experi-
ences there will be a lot less, maybe almost no overlap. This would
make their communication much more difficult as they would have
to work extremely hard to alter their existing schemata so as to
include the experiences and ideas from the other person, and to make
meaningful sense of those ideas. That is, to communicate effectively,
people have to co-operate with each other in order to negotiate
shared meanings. '

If reading is seen as communication then it also has to involve
the negotiation of meaning. Learners can find it difficult to see read-

ing in this way, because so much reading is done by individuals on "

their own. Widdowson argues that reading can be seen as an act of

negotiation because the writer interacts with the reader, even though

this interaction is a concealed one. The writer interacts with the read-
er by trying to anticipate how an imagined reader may react to what
sthe is writing. The negotiation of meaning thus happens between the
writer and an imagined reader. When the text is eventually read (usu-
ally a long time after it was written) the reader has to negotiate the
meaning of the text by trying to reconstruct the writer’s ideas as they
were intended. To do this successfully is an active, cognitive process
of negotiating meaning. This means that for learners to-become
effective readers they have to become active readers who can draw on
a wide range of strategies and skills in order to negotiate meaning
successfully.

The writer of a text creates their side of the interaction by using
tactical and strategic procedures to pass on an arranged pattern of
ideas and information. This arrangement of ideas and information is
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a projection {(in the way that a video is a projection from a videotape)
of part of the writer's world. Through this process the writer has to
try to persuade their reader to accept the claims they are making in
a particular ‘projection’ or text. ,

If actual readers are willing to accept the roles that the writer
wishes to place them in, then the readers will try to work out the
meanings lying below the surface of the printed words. That is, from
one perspective, reading will be an act of submission. Readers will
have to submit to the ‘authority’ of writers in order to facilitate access
to the information given in the text, This will often mean that the
readers have to adjust their schemata in order to accommodate new
ideas and information. Under such conditions readers permit them-
selves to be directed by the writer, and to stick to the paths the writer
has outlined for them. :

But readers do not always wish to be submissive in the face of
the writer's views. Readers may not be willing; and/or able to include
the writer’s theories of world (schemata) into their own schemata. It
is not compulsory for readers to do this. Readers are free to use a
written text in whatever way suits their purposes. Instead of adjust-
ing their schemata to include those of the writer, they can impose

" their own frames of reference on what they read. This would mean

that the readers adjust what is in the texts to match their own
schemata. From this perspective, reading becomes an act of asser-
tion, not submission. Thus readers may decide to be dependent and
to change in a submissive way to the writer’s schemata, or they may
decide to be dominant and foreground the strengths of their own
schemata. Readers can shift from one of the above positions to the
other throughout their processes of reading texts. These shifts will be
the result of ideational factors (that is, those to do with the ideas and
thinking of people.) Whatever position they choose to adopt, readers
have to draw as much from nonvisual information available to them,
as from the visual information presented to them in the form of writ-
ing. The reader would draw on nonvisual information from their
schemata. o

~ Readers have to get as much information as possible from the
reading process in order to make stronger, or to change, the sche-
mata they are working with. When readers choose to consclidate
(that is, to make stronger) they are likely to be assertive. When they
seek to change their frames of reference, they are likely to adopt sub--
missive positions in relation to the text being read. Whatever position
readers adopt in order to achieve their-ideational purposes they have
to build a link between their own frames of reference, and those of
the writers whose texts they are reading. There always has to be some
overlap between the frames of reference of both readers and writers
in order for the meaning of a text being read to be negotiated suc-
cessfully.

Adams and Collins: Levels
of interaction

The interactive model of reading has been developed further. Later
refinements (Adams and Collins, 1979) give a more detailed picture
of the fine, complex interlinking of the visual, linguistic and concep-
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tual information processing systems and the reader’s existing know-
ledge. The interaction between the reader and the text occurs at the
different levels of the letter, word, syntax, semantics and interpreta-
tion. The interactional model argues that readers recognize words
both holistically and through letter recognition. That is, one letter
activates a schemata by triggering an expectation for another letter
(e.g. in English an ‘e’ is often followed by an ‘a’ so you read ‘ea’. But
this combination is never found in Zulu.) With words, one word gen-
erates expectations of other particular words that could occur in the
same sentence.

At the syntactic, or sentence, level the top-down process means
readers draw on their existing grammatical knowledge in order to ‘fill
in' necessary pieces of the text without slowly reading every printed
letter. For example, when you read the following exiract you can
probably insert the absent words because of your knowledge of
English grammar:

Here is a ... of ... woman who came on foot ... the
Bophuthatswana township of Wintervelt near 'Pretoria
Inhambane in Mocambique more than ... 1 000 km ...

At the level of ideas and meaning (i.e. the semantic level) readers
must call upon vast sections of their world knowledge to enlarge the
meaning sparked by the text. So, for example, if you look at the word
below it will make you think of a lot of things beyond just the word
itself:

Apartheid
At the interpretive level of processing text, the reader uses abstract
knowledge that exists outside of the actual content of the text. This
knowledge is shaped by things like the purpose and nature of the
genre (text structure) and the writer’s intentions.

The above analysis of the reading process at dlfferent levels
highlights how complex a process it is. Readers have to draw on
many different kinds of knowledge and skill simultaneously in order
to understand a text. Ann Macdonald (1995) writes that the interact-
ive view of reading is a helpful model for teachers because it can give
them:

a grasp of how background knowledge operates at the bottom and
top levels of reading. Teachers need to be aware of how much back-
ground knowledge pupils are able to bring to the text from letter

and word level up to the interpretive level, Lack of background -

knowledge at any one of the levels, on the part of the reader, makes
text more difficult to read and meaning harder to reconstruct.
When readers lack the relevant linguistic, content and formal
schemata it is harder for them to make the right predictions and
inferences. They read very slowly, in a word-by-word fashion, and
they are more likely to misinterpret the text.

The interactive model of reading has also been extended using ideas
from cognitive psychology and discourse theory. ‘Discourse’ refers to
any extended piece of spoken or written text of more than one sen-
tence, This extension of the interactive model focuses on how the
mind works when we read and on how readers use knowledge and
inference processes to understand semantic structures (i.e. proposi-
tionsfideas). A person makes an inference when they go beyond the
_information they have, drawing a conclusion from it to reach fuller
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meaning. These ideas apply to readers whose bottom-up decoding
processes have become automatic, but they also have relevance for
readers who are still mastering such bottom-up processes.

This extension of the interactive model is built around the idea
of ‘coherent text bases’ (Kintsch and Van Dijk, 1978). Coherent text
bases are hierarchically ordered propositions that are made up of
macro propositions (main ideas) and micro propositions (supporting
ideas). The reader builds a ‘coherent text base’ for herself by a
process that happens in cycles. The process has to be cyclical because
the reader can never understand the whole text at once due to the
limitations of working memory. Text is therefore internalized in
chunks of propositions at a time. The reader herself, and the way the
text is written, determine the number of propositions absorbed in
each chunk. That is, the sentences, clauses and phrases and the way
the reader actually reads, together affect how the text is chunked.

The manner in which we process text is linked to our mem-
ories. Everyone has both a short term memory (STM) and long term
memory (LTM), The short term memory acts as a buffer (that is, a
protective screening device) between the reader and the incoming
propositions. A reader selects only some of the propositions they
receive. These are stored in the short term memory buffer. Only those
propositions that are kept in the buffer can be connected to further
incoming chunks. If there is some overlap between existing and new
chunks, the new input is accepted as coherent with the previous text.
If the reader cannot see any overlap, they have to make a resource-
consuming search through the long term memory of all previously
processed propositions. If this is unsuccessful, the reader then initi-
ates an inference process. Inferences and- long term memory
searches make fairly heavy demands on the reader’s resources. Too
many of such demands cause ‘overload in the reader, making it diffi-
cult for the reader to understand the text. The reader processes the
text by making inferences and deletions. This results in the reader
reducing the text to its gist. The process of summarizing a text to its
gist is organized by the reader’s purpose. So it is very important for
readers to be clear about their purposes, as this enables them to
extract information from the text more efficiently.

The above ideas can help teachers realize that learners often
experience ‘overload’ when they read their textbooks. The research
behind the above understanding of reading points to a number of
possible causes of reading difficulty for learners. They might battle to
make cognitive sensé of text because of: . . '

Q alack of background knowledge,
0 inadequate linguistic competence, or
Q the way in which the text is written and organized.

AQl of these fa.ctors can cause reading problems for learners. Often,
when faced with such problems, learners will rote learn instead of
meaningfully engaging with knowledge. Reading difficulties will be
discussed in more detail in the next section.

To sum up, the more holistic approach of the interactional
model of reading offers a lot to teachers concerned with promoting
language development across the curriculum. As content teachers,
their key focus must be on promoting in-depth understanding of
their subjects amongst their learners, Their concern is not primarily
with linguistic mastery, for its own sake. The interactive model
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enables teachers to understand how linguistic skills and thinking
skills work together for learners to read effectively. It is as important
for teachers to understand reading as a process of meaning making
as it is for them to understand reading as a process of linguistic
decoding.

Sources of reading problems

For many learners, particularly in South Africa, the process of mas-
tering reading happens under very difficult circumstances. Given a
range of factors, including the very negative legacy apartheid left for
education, the poverty and consequent lack of written materials in
many homes, and the fact that most South African learners do the
majority of their school reading in a second or third language, it is
not surprising that school learners here experience many challenges
and obstacles in mastering reading processes. The following section
explores the nature and reasons for such difficulties.

It is very important to highlight from the beginning that the
causes of reading problems can be very complex. One kind of diffi-
culty may stem from very different causes. Being inaccurate about
the cause could undermine the effectiveness of strategies imple-
mented to help the reader overcome the difficulty. The popular con-
ception of reading problems often locates the cause of the problems
entirely within the reader, seeing all reading problems as intrinsic to
the reader. However, because reading is a social activity, this view is
too simplistic. Many reading difficulties can arise from problems
extrinsic to the reader. So it is important to approach the issue of
reading difficulties from a critical psycho-social perspective (Donald,
1980). '

As I have noted, skilled readers perpetually draw on both top-
down and bottom-up processing, constantly varying their type of pro-
cessing of the text as they adapt to the demands of specific texts and
reading tasks. Novice readers, however, often overrely on only one
mode, If they overdepend on bottom-up processing, they are said to
use too much text-biased processing. If they overdepend on top-down
processing, they are said to use too much knowledge-biased process-
ing (Carrell, 1988: 101). Some research studies on the strategies of

ESL learners show learners under using knowledge-based processes .
(Carrell, 1988), while other studies show learners under using text- .

based processes (Steffensen, Joag-Dev and Andersen, 1979; Carrell,
1981). While these studies do not provide definite answers as to the
causes of these problems, researchers have constructed a number of
hypotheses that are helpful. '

A key source of reading problems could be that of schema avail-
ability (Carrell, 1988: 104). That is, a reader without a relevant
schema cannot use it to help process a text. For effective reading to
happen, readers must be able to call on relevant formal and content
schemata. Formal schemata contain knowledge of how specific types
of texts are organized, for example, structures of folktales, news-
paper reports, editorials and academic expository texts. Content
schemata organize implicit cultural knowledge and background
knowledge to the content of a text. Because cultural knowledge is so
often implicit (that is, unconsciously known), texts based on 3
learners culture are generally easier to process than other texts of a

legacy
effects or leftovers from the
past
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similar syntactic/rhetorical level. For example, Jobnson (1982)
showed that a text on a known topic was better remembered by ESL
learners than a comparable text on an unknown topic. Wholly alien
reading materials, and contextually insensitive ways of presenting
them to learners, constitute one of the key extrinsic causes of read-
ing problems.

Many research studies have highlighted how lower class chil-
dren achieve less well in reading than middle-class children
(Bernstein, 1972). Such children do not have any innate reading
problems. Rather, the problem is one of cultural difference. Where
there is a large mismatch between the culture of the home, and the
culture of the school, learners will experience difficulties in the
school environment. That is, the types of reading materials and tasks
such learners will encounter presume middle-class orientations, lan-
guage, values and processes. This disadvantages the lower class
learners because, in school, the language used is that of powerful
middle-class discourses. This excludes children from other dis-
courses. The problem is much more fundamental than superficial
differences of linguistic structures: the experiences, patterns of
interaction, and values in the learners’ reading material can cause
profound inner conflict and alienation for children from ‘excluded’
discourses. In addition, if books are not a familiar source of in-
formation and enjoyment for learners before school, then they may
experience them as an ‘imposed artefact’ of an alien culture.
Problems in these areas may be worsened by a poor match between
readers and materials. It is very important to provide reading mater-
ials that will interest learners and that are not too linguistically dif-
ficult for them to read. A partial solution would be to alter the read-
ing materials and tasks, not the learners. In addition, such learners
would benefit from explicit instruction in key aspects of the most
important written genres of the mainstream school discourse; that
too often are left implicit. If these aspects are not explicitly taught it
is extremely difficult for learners from other discouurses to master the
powerful discourse. '

Even if learner readers (especially ESL readers) have a relevant
schemata they may fail to activate it at the appropriate point. This
may happen even if the text is on a familiar topic but is written very
densely. Such texts lack sufficient lexical signals (i.e. words) of a kind
to help the reader call up the right schemata.

Teaching problems make up a major area of extrinsic causes of

reading difficulties. Poor teaching can both initiate and maintain-

reading difficulties for learners. Donald believes that while basic
reading skills are generally well taught at primary school, this is
often at the expense of higher-order reading skills. That-is, an over
emphasis on word recognition, and minimal attention to the build-
ing of meaning when reading, can lead to reading problems. But a
number of learners may not master even the basic reading skills
because teachers cannot adapt their methodology to the needs of spe-
cific learners. At the level of higher-order skills, reading problems are
very common. Learners may experience such problems because of
the kinds of conceptions they have about the reading process. That
is, learners might suffer from the ‘meaning-in-the-text’ fallacy
(Carxell, 1988: 108) where they assume that all the meaning of a text
is Jocated only in the text. This might be especially common in class-
rooms where reading is mostly done for the teacher's purposes and
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not the learners’. Furthermore, learners who have first encountered
reading through:

Q an overstress on decoding skills,

Q the use of insular reading passages with no connections to
their own interests and tests focusing only on literal text
content, may see reading only as a bottom-up process and
fail to work actively to build meaning from the text.

Negative attitudes towards reading and learning can contribute to
the development of reading difficulties. Problems in this area could
have intrinsic and/or extrinsic sources. For example, slow-to-learn
readers could experience negative pressures that lead to them seeing
themselves as failures. If the culture of the school reinforces this,
they may experience long term reading problems derived from both
intrinsic and extrinsic factors.

Attitudes towards reading can play a crucial role in encour-
aging or undermining learner motivation to read. While lack of moti-
vation exists inside a reader (that is, exists intrinsically) it can be
generated by extrinsic factors such as attitudes in the surrounding
community. Donald sees parental involvement as the most critical
motivating influence for young learners’ attitudes towards reading.
Parents who are active readers role model enthusiasm and engage-
ment in reading. This creates a culture of reading which can encour-
age children without pressure, Children can see reading as providing
meaning and reward. Given that many South African children do not
yet come from homes with strong reading cultures (due to the lim-
ited access to education and money of many parents), it is extremely
important for teachers to provide some comparable role modelling.
This can be achieved by teachers talking with learners about pleas-
urable reading experiences, and creating opportunities in class where
they, as well as the learners, read for meaning and personal satisfac-
tion.

Peer values may also have a strongly positive or negative
influence on reader motivation. The need for peer acceptance and
conformity to peer values is a strong motivating force for young
learners. Much about South African culture does not support a cul-
ture of reading amongst young people — for example, the strong focus
on sport in the country and the accessibility of television. Motivation
can also be influenced by class and sub-culture values.

Generally, if the reward children can experience intrinsically .
from reading can be increased, then mativation problems for reading -
can be overcome. For readers’ motivation to read to be nurtired, they
must have reading experiences that give them deep personal satis-
faction. Exactly what will provide personal fulfilment will vary from
reader to reader. Personal satisfaction through reading can be
achieved via: success and mastery, emotional identification, discov-
ery, emotional challenge within a ‘safe’ environment, locating in-
formation, and affirmation (Donald, 1980: 5).

Intrinsic factors

Intrinsic reading difficulties range from the biological to the psycho-
logical. Readers can experience problems because of physiological,
intellectual, psychoneurological, linguistic and emotional disabil-
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ities. While identifying a physiological problem (such as blindness,
persistent poor health) is fairly simple, pinpointing intrinsic emo-
tional disabilities is very complex. It is not easy to determine when
emotional problems are a primary or secondary cause of the prob-
lems. Emotional problems can also decrease readers’ motivation to
read (Donald, 1980: 4). It is very unlikely that any of the above
factors operate in isolation. Often the combination of some of these
factors triggers a reading problem. Furthermore, the continuation of
the problem may be supported by the presence of extrinsic factors.

Finally, ESL readers may also experience a range of skill defi-
ciencies that obstruct their reading of a particular text. They may not
yet have enough vocabulary skills for a specific text. Problems with
vocabulary can also reduce the transfer of effective first language
reading skills to the second language context.

Spiro (1978) suggests that a two-level approach to skill defi-
ciencies may be necessary. First problems amongst the numerous
skills that contribute to reading comprehension need to be identified.
Then the way in which these inadequacies may express themselves in
areading ‘style’ needs to be carefully considered. That is, readers may
respond to their problems in different ways. Some may keep on iry-
ing in the problem area. Others may retreat from the problem by
moving processing resources in an effort to make up for the problem
(Carrell, 1988 ; 107).

For example, a reader who is a slow, straining decoder might
persist with their painful decoding efforts. But the severe limits of
their information processing capacity and short-term memory will
create a bottle-neck in their system. Such a reader who tries to keep
too many unconnected bits of information without any linking
higher order relationship cannot attend to higher order knowledge-
based processes. By contrast, another inexpert decoder may try to
escape the painful decoding task by over-depending on prior know-
ledge. This would lead to neglect of text-based processing in favour
of extreme guessing of content. '

Teachers need to be aware that inadequate, unidirectional
reading styles may have very different causes. This can affect the
choice of strategy best suited to overcoming the problem. That s, it
is important to treat the cause, not the symptox.

Developing effective readers

Widdowson’s ideas on reading as the negotiation of meaning point to
a number of implications that teachers need to be aware of in fos-
tering the reading development of their learners. It is clear that to
become more successful readers, learners have to be helped to de-
velop strategies of active negotiation of meaning with texts. They
need many opportunities to become more aware of how their exist-
ing knowledge can be both a helpful bridge to making sense of new
texts, and at times an obstacle to understanding texts, Only through
extensive supported practice at purposeful, meaningful reading can
our learners become good enough at both the linguistic decoding
processes, and the global sense-making processes needed to make
effective choices as to when they should be submissive or assertive
readers. !




Reader: Ways of understanding the reading process {Jackson}

Teachers have a critical role in helping learners develop the
characteristics of active, engaged readers. Such readers are problem
posers and solvers. They perpetually ask questions and monitor their
own levels of understanding well. Good readers can use a wide range
of strategies, including planning, predicting, tracking levels of under-
standing, and searching for evidence to confirm predictions. Overall,
such readers adopt a creative and critical attitude towards their read-
ing texts, that is, they know when it is appropriate to be assertive in
their reading. Bffective readers also have at least implicit under-
standing of:

O what they bring to the text,

O what the text brings to them (e.g. in the nature of the
structure, content and form), and

QO what goals and expectations are suggested in the reading
task.

In order to develop such readers, teachers need to encourage
learners to:

engage actively with texts,

adopt a tentative or questioning attitude to text,
probe beyond their first, surface understandings,
take responsibility for their own understandings, and
build up a repertoire of reading strategies, both
conscious and unconscious,

ooo0o0do

It is possible to develop these characteristics in even very young
learners if they are given reading materials appropriate to their age
and interests. Teachers can help learners to build their capacity to
draw on relevant strategies by posing the right kinds of questions for
learners, and providing space for open-ended responses to them. To
become strategic readers learners need opportunities to change their
style of reading depending on the context, task and text. They need
spaces in school to ‘figure out how to go about reading something’
(Lytel and Botel, 1990: 29).

In order to become effective readers across the curriculum,
learners have to master the terminology, conventions and rules of
evidence of different disciplines. They also have to master general
approaches to reading that are helpful in a range of comtexts.
Learners need exposure to a range of different types of reading trans-
actions as well as-types of texts. The reading activities need to be
designed to help learners internalize the right kinds of questions to
ask of the texts they encounter in different subjects as aids that help
them towards independent, self-guided reading.

Conclusion

This introductory exploration of ways of understanding the reading
process has highlighted how teachers can benefit from under
standing the bottom-up, top-down, interactional and transactional
theories of reading. Consideration of these theories reveals the com-
plexity of the reading process, and the range of competencies and
skills that learners need to master in order to become effective
readers. This chapter has also focused on the kinds of difficulties

repertoire
selection; range
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learners can encounter as readers, highlighting both intrinsic and
extrinsic factors. Knowledge of the diversity of possible causes of
reading difficulties can help prevent teachers from making over
simplistic judgemenis of their learners’ reading problems. This
knowledge, coupled with principles for the promotion of effective
reading processes, can help teachers to plan their teaching to include
a diverse range of learning tasks. By incorporating a rich variety of
reading activities teachers will assist their learners in experiencing
reading as a powerful, meaningful and effective strategy for know-
ledge building.
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GENERAL INTRODUCTION

Before you begin work on Unit One, read the two infroductory sections below
and do the activities in each section. These sections are:

o keeping a personai-professional journal

o language terminology

o Keeping a personal-professional journal

As you will know from your previous experiences of studying and from dis-
cussing the subject of studying with colleagues and with your learners, there are
several different ways in which learners can work through a course of study.

The developers of the Further Diploma courses hope that you will use these
courses to extend your ability to reflect on teaching and learning issues, to
observe closely ‘what happens’ in your own and your study partner's class-
rooms and to develop and try out new ways of working with your learners.

In order to do these things effectively we suggest that you keep ‘a personal-
professional journal’ in which you write regularly about the following:

o your responses to what you have been reading in the course materials;

- ideas or questions which you wish to discuss with your study partner
and/or the course developers;

o outcomes of these discussions (e.g. points that you want to remember
and/or to work with in your classroom);

Further Diploma io Education _ 1
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Activity

= yourclassroom observations;
o your thoughts about what you have observed;

 the influence of ‘the outside world’ (the rest of the school, your family,
the wider community etc.) on your classroom feaching;

o ‘work in progress’ for your assignments;
o your responses to the feedback you receive on your assignments;

» suggestions for improvements to the courses.

Many of the course activities, will provide you with opportunities to think, to
discuss and to write your responses in your journal. The majority of these - -
activities have been included with the aim of contributing to your professional
growth rather than for assessment purposes. However, they are an important
part of your preparation for the assignments which form part of each unit.

Yé)ur journal entries can be written in a notebook, exercise book or file. The
choice is yours because what you write is for your eyes only uniess you
specifically choose to share it with others. We hope that you will decide to
share some of the ideas, questions etc. which you-have written in it with your
study partner, your colleagues and the course developers.

Read what Mary Louise Holly has written about keeping a personal-
professional journal and then try to put her ideas into your own words.
if possible, discuss Holly’s ideas with your study partner. One of the
points she makes is that we get new ideas and view situations that we
have written about in new ways, whenwe go back to our journals to re-
read what we wrote some time égo. You may find that you gain a greater
understanding of what Holly has written after you have been working
on this course for some time and after you have tried keeping a journal.

Furtper Dipioma in Education
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o Language terminology
The terms below are all currently used in:

» language policy in education documents;

o syllabus documents;

- examinations;

- articles and books about teaching and learning language.
FIRST LANGUAGE HOME LLANGUAGE MOTHER TONGUE
NATIVE LANGUAGE MAIN LANGUAGE LANGUAGE OF CHOICE

SECOND LANGUAGE

ADDITIONAL LANGUAGE

TARGET LANGUAGE

FOREIGN LANGUAGE
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Activity

Not all writers use the same terms and some express strong criticism of terms
which others find acceptable. We will investigate why there is debate about
these terms (and about others which will be introduced later in the course).

3 Discuss which terms you accept and which you reject and give rea-

Think back to the work which you did on your own language history
and to the discussions at the first residential workshop. Work with your
partner to do the following:

1 Write a brief definition of each of the terms in the boxes on the
previous page.

2 Discuss into which box you would put each of the languages that
you know and use. (For example, if at school or in the workplace you
‘added’ Afrikaans to the languages you know, you could place Afri-
kaans next to Additional Language.) You may find it difficult to ‘place’
your languages because the terms do not ‘fit’ your personal lan-
guage profile.

sons for your choices. (Any difficulties which you experienced in
the previous part of the activity in trying to ‘piace’ your languages
should help you with this part.) '

The terms ‘first language™, ‘second 1anguage‘*; ‘home Iéinguage’*, ‘mother
tongue™ and 'native language'™ are used extensively by writers based in a
context in which most people are monolingual* or at best, bitingual*. For

example, the majority of people in England, the United States of America and

Australia only speak, read and write English. Even though a minority of
people in these countries speak a wide range of languages, English is the
dominant language™*. In the past, terms developed by language educators in
these countries have been widely used in South Africa. This situation is now
changing because these terms are inaccurate as descriptions of the lan-
guage knowledge and use of many people in our multilingual* society.

For this reason the terms used in the discussion of language development in
these course materials will be: o main language(s)*;

o additional language(s)*;

o language(s) of choice®;

o target language(s)”.

Further Diplnma in Educati01 i‘
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All of the language terms referred to so far and any others to which an asterisk
(*)is attached, are briefly explained in a glossary at the end of Unit One. You
may wish to compare the definitions you wrote in the previous activity with those
inthe glossary.

Ordinary and technical language

Itis likely that in your teaching, you will have helped learners to understand the
difference between the ‘ordinary’ and the ‘technical’ or ‘specialist’ meanings of
some words. For example, think about the words table and power.

table ordinary meaning: a piece of furniture, with a flat top, supported
by legs or a central column; used to place
things on for various purposes such as
eating a meal or studying

technical meaning: an arrangement of information in columns or
lines

power ordinary meanings: (i) physical strength;
(i) potitical strength or control

technical meaning: in Mathematics: a number raised to a power
means that number multiplied by itself; 3 to
the power 4 means 3 multiplied by itself 4
times (3 x3x3x3=281)

Activity

Write down some other words which have both ordinary and technical
meanings. (Use any of the languages which you know for this activity.)

During your Further Diploima studies you will be introduced to the technical
meanings of some words which you are likely to have used in an ‘ordinary’
context. The first two of these, ‘learning’ and ‘acquisition’, are introduced
on the first page of Unit One.

3 Further Diplema in Education : 5
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INTRODUCTION

The goal of this unitis to provide you with opportunities to do the following:

o extend your understanding of the meanings of literacy; ‘

o think about literacy in sociat contexts such as the home, the community and
the school; - i

o investigate some literacy events and literacy practices in these contexts and
think about the implications of your findings for your teaching;

o extend your understanding of ‘reading’; 7

o read about, discuss and evaluate various approaches to the teaching of
reading;

o tryoutinyour classes some activities which focus on éspects of readihg
development;

o extend yourunderstanding of ‘writing’;

o read about, discuss and evaluate various approéches to the teaching of
writing;

o tryoutin your classes some activities which focus on aspects of writing
development;

5 Further Diplomain Education . - 131
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3.1 MEANING(S) OF LITERACY

At the beginning of Unit One you considered the ‘ordinary’ and the 'technical
or ‘'specialist’ meanings of some words. The first part of this unit introduces
some of the possible meanings of the word literacy.

Activity o Write your own definition of literacy.

o Ask three people for their definitions.

o Note what is common to all of these definitions and also any
differences between them.

In this part of the unit | will make frequent references to Literacy by David
Barton. In his view all sorts of people talk about literacy and make
-assumptions about it, both within education and beyond it:

E{':;ff.v‘ag ‘_-:;;;. e e

bl IJ 4-.4‘ prliat el b
A
A5

o
: PR e S
: ?é- $ »?-"’ { &lgﬁg
R SC e

(194:2)

When Barton consulted a number of dictionaries to find out how literacy was
defined in each of them, he discovered that he needed to consider four
words: literate, illiterate, literacy and illiteracy. These words came into use in
the English language over a period of several centuries, with literacy being
the most recent. In the Shorter Oxford Dictionary (1973 edition) they are
deﬁned as follows, with the year of first recorded usage in brackets:
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| literate:  acquainted with letters; educated, learned (1432); one who can
read and write; opposite to illiterate (1894)

illiterate:  ignorant of letters or literature; without education (1556)

illiteracy: the quality or condition of being illiterate; ignorance of letters;
absence of education; (1660)

literacy: formed as an antithesis to (opposite to) illiteracy (1883); quality
or state of being literate (1894) .

3.2 LITERACY AS A SET OF SOCIAL PRACTICES

A number of questions can be raised in relation to the dictionary definitions
'yoq_havejust read. For example:

Can yoh learn-and-know things without being able to read and
write? I

Can you teach learners who cannot read and write?

4oy
/ 7

The answer to both questions is ‘yes'. Think back to your studies of language

R

écq'msnidh. Informat education in the home and community enables young
children to learn a great deal before they learn how to read and write. They
listen and watch while people around them talk and work or play and they
participate in a wide range of activities. In homes where older children and
adults use reading and writing for various purposes, young children begin to
learn that there are different kinds of reading and writing and they leamn
something about the different contexts in which these different kinds of
reading and writing are used.

in South Africa millions of adults have not had opportunities for formal
schooling but there are many things that they know about and that they know
how to do. Some are skilled storytellers who are able to pass on important
community history and community stories from generation to generation.
There are many different kinds of knowledge and only some of these depend
on print.

Further Diploma in Education 133



Unit3

Literacy practices inside and outside the classroom

Before the elections in 1994 some of the voter education campaigns were
specifically aimed at people who could not read and write. They learned
about how to vote by watching and listening to drama performances and by
listening to information on the radio. On election day they knew how to vote
and they knew who they wanted to vote for. Thus, people who are notable to
read and write should not be thought of as people who ‘know nothing’.
However, being able to read and write gives people accessto a wider range
of information and more forms of communication than is possible for people
who cannot read and write.

Until the beginning of the 1980s, much of the research on reading and writing
focused on what skills children (or adults) needed to develop in order to read
and write competently. Long lists of these skills were compiled and
presented to teachers, together with suggestions about how to helplearners
to become skilled in particular aspects of reading and writing. Many ofthese
skills are listed in the sections on reading and writing in the Interim Core’
Syllabus for English Second Language. In the 1ast fifteen years many
researchers have shifted away from studying the separate skills associated
with reading and writing and instead are studying reading and writing in
social contexts. They focus on how people use reading and writing in their
day to day lives. They try to understand what factors influence the choices
people make about reading and writing. The term ‘literacy’ has become
associated with reading and writing in social contexts.

The four quotations which follow introduce a number of important ideasto
consider in relation o literacy. ‘ -

Mary Hamilton, David Barton and Ros lvanic argue that there are different
worlds of liferacy:
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Brian Street makes a similar point when he argues that ‘In learning specific
. | literacy practices we are not just acquiring a technical skill but are taking on
particular identities associated with them.’ (1994:15)

1
In the first paragraph of a chapter titied ‘Writing in the Classroom’' Pam
i Czerniewska makes connections between every day life and the classroom:
(2 P e L R )

| (1992:76)

r The following statement on literacy comes from a 1997 Languages, Literacy
: and Communication Learning Area document:
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- Aectivity
Many of the ideas introduced in the quotations you have just
read will be discussed in this part of the course. As away of
beginning to work with the ideas expressed in them, read the
texts printed on pages 137 to 140 and then answer the following
questions:

o Who do you think would write such texts?

o Who would read them?
o What kinds of knowledge do these people need to have in
order to be able to write or to read such texts?

if possible, compare your answers with those of your study
partner.
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3.2.1 Thinking about literacy as social practice in social context

In Unit One you reflected on your own experiences of language acquisition and
language learning as a starting point for thinking about the opportunities for
language development that you provide for your learners. Similarly, in this unit
you will reflect on your own literacy history and on literacy practices in the
community In which you live and work before turning to literacy events and
literacy practices in the classroom.

The framework for this reflection is provided by Barton who lists eight key
points about literacy. (The framework and some of the explanations and
examples are taken from Barton, 1994, Chapter 3, pp. 36-52.) Each point
made by Barton is printed in italic script and is explained with examples.
There are activities to complete in relation to some of these points and
examples.
The Barton framework is followed by an extract from a teacher's literacy
history and#wo case studies. Aspects of literacy which you have just read
about in‘thi_aﬁthgee quotations-and which you will read more about in the
framework are illustrated in the extract and the case studies.
H

1. Literacy is a social activity and can best be described in terms of the

litera¢y-practicés which people draw upon in literacy events. '

<+ “Aliteracy event is any occasion in everyday life where the written word
has a role. Writing down a telephone message and reading a bedtime story
to a child are two examples of such literacy events. In each of these
examples speaking and listening are as important as writing and reading.
In the first one, there will be conversation about taking the message and in
the second, conversation about the choice of book and subsequently about
the story. ' '

A literacy practice is a way of usirig reading and writing that is socially
and culturally accepted within a community: the way of using reading and
writing in repeated, similar situations. Some years ago | participated in the
marking of a Standard 10 English paper in which one of the questions
asked learners to write a letter of condolence to a teacher after a member
of the teacher's family had died. Several markers were puzzled by a
sentence with which some of the candidates concluded their letter. The
sentence was ‘| wish you long life’. Fortunately for these candidates, one of
the markers commented on this sentence while we were discussing the
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Activity

progress of our marking. [t was also fortunate that one of the markers was
from the Jewish community. She explained to the rest of us that this
sentence is always included when Jews write letters of condolence after a
death. It is also what Jewish people say to mourners, soitis an example
of an oral and a literacy practice within a particular refigious and cuitural
community.

In Barton’s words, Literacy events are the particular activilies where
literacy has a role; they may be regular repeated activities. Literacy
practices are the general cultural ways of utilizing literacy which people
draw upon in a literacy event.’ (1994:37). To return to the previous
example, writing a particular letter of condolence is a literacy event; writing
it in a particular way involves a literacy practice.

" make notes, etc.? Make a few notes about these practices to

As you read these words you are participating in a literacy event:
reading your course materials. Think about the literacy practices
which you draw upon in this literacy event. For example, when
you are studying, do you underiine sections of the text, do you

discuss with your study partner. (If you find it difficuit to get
started, think about some of the possible differences between.
the literacy practices which influence the ways you read your )
course materials and the ways you read a newspaper or a letter
from a friend or a religious text.) .

. People have different literacles which they make use of, associated

with different domains of life. Examining different cultures or
historical periods reveals more literacies. '

Barton suggests that people act différently and use language differently in
the different domains of their lives. Domains are areas of activity in which
we find ourselves in different situations. Some examples of such domains
are home, school, workplace, sports club, church or mosque. In
muitilingual communities different literacies may be associated with
different languages. In Languages in South Africa, Janet Orlek makes this
observation: (see next page...)
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When you wrote your language history at the beginning of this Activity
course, you included a table in which you listed the languages
which you are able to read and write.

. o Refer to this list (or make a new one).

o Make a list of the kinds of texts (e.g. letters, newspapers,
advertisements, notices, hymns, novels etc.) you read in the
different languages and the kinds of texts {e.g. letters,
instructions, recipes, study notes) you write in these languages.

o Make a second list in which you record the different kinds of
reading and writing which you do at home, at school and in other
situations such as meetings.

o Exchange your lists with your study partner and together discuss
whether you agree with Barton's suggestion that people use
different literacies in different domains of their lives.

3. People’s literacy practices are situated in broader social relations. This.
makes it necessary to describe the social setting of literacy events,
including the ways in which social institutions support particular
literacies.

Social institutions such as the school influence the roles people play {the
way they act in particular situations). For example, in school there are
traditionally certain roles for the teacher and others for the learner. People
need particular literacies and use them in particular ways when they play
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Activity

particular roles. For example, the teacher writes an end of termreporion a
learner in her role as communicator to the family about the progress of this
learner at school.

A family is also a type of social institution because institution is a word
which can be used to describe any established form of social
organisation. Within families, members often play particular roles, though
the roles which particular members play may differ from family to family. As
an example of this role playing, Barton quotes a headline which appeared
in a British newspaper: ‘Wives write Xmas cards ... Husbands write
cheques’ (Daily Mirror, 17 April, 1989).

The research into literacy practices which Barton and his colleagues have
conducted in Lancaster, England has confirmed that this division of writing
tasks according to gender is a common one in the communities which
they have studied. Women are more likely than men to do ‘the personal
writing’ (letters to family members and friends, birthday, Christmas and
other cards) and men are more likely than women to deal with ‘the
business world’ (paying bllls, getting quotes for household repairs or
extensions). In families where children see each of their parents engaged
in different literacy practices, they may learn to associate these practices
with being male or being female. '

Discuss with your study partner, the literacy practices of rﬁen )
and women in your families. Are some or all of these practices
associated with being male or female or not?

. Literacy is based upon a system of symbols, Itis a symbolic system

used for communication and as such exists in relation to other
systems of information .ex'change. Itis a way of representing the
world to others. ' -

When we speak, the sounds form words which are symbols for our
thoughts. When we write, the lettérs are symbols for the sounds we use in
speech, Language In its written form enables people to communicate
across time and space. Writing aIWays involves some use of tools,
whether these be pencit and paper, typewriter or word processor.

Some of the similarities and differences between speech and writing and
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some of the literacy events which involve talking as well as writing and
reading will be considered later in this unit and in Unit Four.

5. Literacy is a symbolic system used for representing the world to
ourselves. Literacy is part of our thinking. It is part of the technology
of thought.

In the previous point Barton stated that literacy is based upon a system of
symbols. This means that literacy is the capacity to use this symbolic

' system. Put very simply, we can use what we read and what we write not
only to understand other people’s ideas, views and stories but aiso to
create or develop our own.

6. We have awareness, attitudes and values with respeét to literacy
arid these attitudes and values guide our actions.

™

- LI
. L

: ' ' Activity
Think about, and if possible discuss with your partner, your
attitudes to the following:

* o 'reading during a‘family meal
o writing comments in books
o choosing to read comics or magazines rather than books

o choosing to spend leisure time on reading rather than on
some other activity such as gardening or sewing or
attending a soccer match on a Saturday afternoon.

There are no ‘right or wrong' responses to these activities, but whatever
your responses are, they indicate your attitude to these activities. Barton
_makes the following points:
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Activity

7.

Literacy has a history. Our individual life histories contain many
literacy events from early childhood onwards which the present is
built upon. We change and as children and adults are constantly
learning about literacy. .

o Think about the literacy events you have so far experienced in
your Further Diploma courses in English and in Education.
Make notes on any new ways of reading and writing which
you have experienced. (Two possible examples to get you
started: writing a journal may be a new literacy experience for
some of you and making notes on interviews may have been
new to others.)

o Share your notes with your study pariner and discuss what
you have added to your knowledge about llteracy by
participating in the Further Diploma.

®

A literacy event also has a social history. Current practices are
created out of the past.

The ‘language leaming’ histories of many South Africans mclude
references to having to begin primary school studies in a language which
was not a language of the home and of having to change to another
language of learning in the intermediate phase or at the beginning of
secondary schooling (depending on when people were at school). Many
learners have not had sufficient access to textbooks and library books to
read and exercise books to write in. in these examples the social and
political history of the apartheid era has affected the literacy events in
which teachers and learners have participated.

146 -
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3.2.2 An extract from a literacy history.

Activity

Barbara Baloyi is a teacher and teacher educator who wrote her
literacy history as part of her course work for an Honours degree
in Applied English Language Studies at the University of the
Witwatersrand. While you are reading the extract which
describes her experiences as a community letter writer, think
about how you would answer the following questions:

o Barton suggests that people make use of different literacies
in different domains of their lives. What do you think would
have been the main differences between Barbara’s
classroom experiences of reading and writing and her .
experiences as a community letter reader and writer? -

o How would you describe the social context in which she
experienced many of the literacy events of her childhood?

o What were some of the difficulties which Barbara
experienced in ‘representing the world to others’ (Barton’s
point4.)?

o She writes about positive and negative learning
.experiences in her role as community letter writer. Which of
her experiences would you consider to be positive and
which negative? How do you think these experiences have
affected her personal literacy history (Barton’s point 7.)?

Barbara was born in Tshiawelo, Soweto. XiTsonga was the main language of
her home. When she was a small girl her father was murdered on his way
home from work. Since her mother had to work long hours as a hawker, she
sent her children to be cared for by relatives in Tzaneen. Now read the letter
writing part of her story on the next page:
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(Baloyi, B. 1995. Extracts from an unpublished report}

3.2.3 Case studies

Acase stud'y report is an account of what a researcher (or group of .
researchers) found out when they made a detailed study of an aspect of
the 'behaviour of an individual or group. The researcher usually assumes
that the information which he or she has gathered about this one individual
or group will be true of other individuals or groups whose circumstances
are similar.
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Part of the research conducted by Carol Macdonald and her
colleagues in the Threshold Project involved investigating
literacy events and literacy practices. Some of the Project’s
findings were presented as case studies in Eager to Talk and
Learn and Think.

o While you are reading the case studies below think about
which of Barton’s eight points about literacy are illustrated in
these studies. You may find it useful to pencil a numberon a
particular part of the description. For example, point 7 - that
literacy has a history - applies to the eariy childhoods of Mary
and Mandisa in different ways: by the time she was two Mary
had had experience of twenty or thirty books whereas
Mandisa’s first experience of a hook was in the classroom.

o Make notes on any aspects of the case studies which inte'rest
you and which you would like to discuss with your study
- partner.
}
o Discuss the case studies together.

Case Stud‘y- One .

Activity

]
[ SRS

+had twenty o thirty books that she had looked at often. Her father, Mark,

the animals, Later, Mary would try and: make the sounds the animals

—" & B

- 1o bed without a story. By the ume she started school she had en;oyed'
}ooking at hundreds- f=b’o"ks s R

~ the:front'and, ‘which was’ the back of the baok,

Although she is startmg to understand quite a:lot of what is happening in
the: classmo m, she finds readmg verydifficult; ‘She listens carefully to the -
- gthers and:ihen: copies what'they. say. If the teacher stops her at'a

-“o e — o_

Kniow the: shapes of the:words: Mandisa does not have a Xhosa reader.
-8hé does not know thatjt would be eas:er 10 learn to read in Xhosa

Mary is a'six-year-old at a school in Cape Town. At the'age of two, she

would put: her on his lap and they would look at the p|ctures of cows and:
sheep, pigs and hens. At first Mark would make the noises and pomt to

made when her dad pointed 16 the pictures.
Atthres, Mary would go 10° ‘the litirary often with her mother. Her mum A
would heip-her chioose some new books.to take horhe: Mary rieverwent

. GASE STUDY.

a reader handed oui’ 1 "ed schooi She was very.
pisased withr her ook, but [ttoek-hera l;ttie while to. dlstznguush which was

Because: Mandlsa isatan ‘open’school; her first readerwas in English

particular: ‘ward,.she’becomes embarrassed because she' does nat-yet

(1991:39)
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(Eager to Talk and Learn and Think was published in 1991. Atthat time an
‘open’ school referred to a private school which admitted children of all ‘racial
classifications’. The state schools were still segregated.) ]

Case Study Two

(1991:67)

:

The first case study suggests some of the ways in which literacy practices in
the home may affect a child's experiences with print at school. The second
suggests how experiences with print at school or university may affect
attitudes to print outside the classroom.
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3.3 LITERACY IN EDUCATION

Thinking about liteacy (or literacies) as social practice(s) in social contexts
has important implications for the ways in which we think about what Barton
refers to as ‘school literacy’. He presents a list of suggestions in relation to
curriculum, to assessment and to home-schooliaison for teachers to
consider.

Barton acknowledges that he has put into his own words a list - of how
schools can take account of new views of literacy - which was first developed
by Ros Ivanic and Mary Hamilton. He has added his own interpretations, but
also includes some direct quotations from their work. | have used bold type
for Barton's words and bold italic type for lvanic and Hamilton's words.

Some of Barton’s points are followed by my comments or interpretations.
This means that you are reading a text which includes ideas, interpretations

" and cemmentarles from four writers: Ros Ivanic, Mary Hamilton, David Barton
and’Yvonne Reed (though hésten to add that | amnot a published author and
have not conducted extensive researchi into literacy practices as have the
first three wntere) While you are reading | invite you to write your own ideas,
interpretations ahd commentaries on sbme or all of the points made. When
you do th:s you w:il become the fifth writer!

_ Most of the pomts in'Barton’s list will be referred to again as you begin to

' "thlrfk about literacy events and literacy practices in your classroom. For this
" reason |- have not commented on all of them.

Barton begins with some suggestions related to the curriculum:

1 School literacy is one of many forms of communication, and should
be developed alongside other forms such as spoken Ianguage,
physical communication, graphics.: Maybe, print literacy should not
monopolize the education process.

~ In South Africa many people have grown up in families where listening to
" "and telling stories has been an important part of their lives. For example,
on pages 103 and 104 of Level Best, read what Gcina Mhlope thinks
about the importance of stories. Your learners may enjoy and learn from
stories told in the family and wider community which they can in furn teli to
their classmates.
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2. Literacy practices beyond school are extremely varied, and often
quite different from those in school. Teachers could work critically on
out-of-school literacies such as consumer literacy, examining the
range of literacies in life.

Consumer literacy involves understanding the practices through which
advertisers make us want to buy their products and learning how to evaluate
the claims they make. It also involves understanding the language of iay-bye
and hire purchase agreements and many other documents associated with
buying and sefling. Another important set of out of school literacy practices
could be described as literacy practices associated with looking for work:
reading job advertisements, writing application letters, filling in forms, writing

a CV. (Loocking for work also involves oral practices such as speaking on the
telephone or coping with a job interview.)

3.1tis imporiant to see school as one context for learning amongst ‘
others. Children learn about literacy informally in their everyday’lives, P
both before they go to school and when they are in school. This sort :
of learning does not follow any step-by-step pattern: people learn
about uses, strategies and values simultaneously and haphazardiy.

This informal learning is part of the experience of all children ,b_ut they have
different kinds of experiences with print. Shirley Brice Heathisan
ethnographer (see point7 on page 158) who researched literacy events and
literacy practices in three communities in the United States. She found that
the children in each comrﬁunity learned ways of using and making sense of 4
print that differed from those in the other two communities. In each community
they learned different ‘ways with words’ outside the clagssroom. She found '
that only some of these ways with words were valued inthe school which |
children from the three communities attended: For example, childrenin two of
the communities were used to being asked questions to which the adults who
asked these questions knew the answers. These questions were often about '
books that children and aduits read together (What's this? What's happening
in this picture?). n the third community, children were not used to being
questioned in this way - a way that is commonly used by teachers. Thus for
some children there was continuity between home (and the community of
which the home is a part) and school literacy practices while for others there
-were confusing differences. (See also points 12 and 13 on pages 157 -1568.)
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4. There are social purposes for reading and writing. In everyday life

people do not read and write without a purpose. This supports the
idea of reading and wriiing for real purposes in schools. Exercises,
materials and activities which only involve reading and writing for
their own sakes should be avoided.

At the beginning of each unit in Leve/ Best the authors list the purposes for
which learners will be speaking, listening, reading and writing in that unit. |
am not certain whether Barton would accept all of these as ‘real purposes’
but the list does give leamers reasons for working on particular tasks.

As an example of an activity with a real purpose, read Activity 4:
Becoming A Peacemaker on page 145 of Level Best.

. Everyday literacy involves collaboration and using networks of

support. This.should encourage those who are developing
collaborative reading and writing in the classroom.

In every day life if we have difficulty in reading or writing a particular type of

text we are likely to ask someone for help. For example, | find it difficult to
read the instructions in computer manuals and the information on
computer screens because | am not sufficiently ‘computer literate’. When |
have a problem | ask for help from someone who is skilled in reading this
information. As a second example, several of my colleagues have helped
me to rewrite parts of this course material. '

The reason for sharing a reading or writing activity (thatis, reading or
writing collaboratively) is not always because the activity is difficult. it may
be an activity in which two or more people wish to share in the enjoyment
of reading a comic book or writing an advertisement, to give ju_st two
examples. - '

Barton suggests that teachers should encourage learners to work together
on reading and writing activities. Many of the activities in Level Best and

Activities for Multilingual Classrooms give learners opportunities to work

in pairs or small groups.
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6. People who have gone through the school system without learning to

read and write very well, such as adult literacy learners, can provide
insights into the process of education which teachers can take
account of.

in South Africa millions of adults have not gone through the school system at
all. Some of those who have attended school but who believe that they have
not learned to read and write well, may have important ideas about why they
have not achieved the level of literacy which they had hoped for.

7. Children can reflect on their own and others’ literacy practices and

become ethnographers of literacy, documenting why, when, where
and how their parents, grandparents, neighbours or role-models read
and write. '

Ethnographers are researchers who base themselves in a particular social
context (for example, a school, an informal housing settlement, a rural village)
for a considerable period of time to observe and collect information about
‘what people do’ in that context, Barton suggests that children could conduct
this kind of research in their own homes, schools or communities.

Barton offers these suggestions on diagnosis and assessment:

8. Parents, politicians and educators should be more wary of

standardized tests of reading and writing, and rely more on teachers’
assessments and children’s own self-assessments. With regard to
adult literacy, Adults’ assessments of their own litéracy is defined by
their current needs and aspirations in varying roles and contexts, not
by independent measures and objective tests. '

fn your Education course on Assessment you will consider several
altematives to standardized tests.

9, Teachers should be wary of tests which isolate literacy from any

context or simulate a context. -

Read Activity 9: Sound Familiar? and Grammar Spot: Requests In English
and Activity 10: Grammar Practice on pages 64 to 66 in Leve/ Best.
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The questions in the Grammar Practice activity are an example of a test
which is placed in context. The learners are able to refer to the poem
‘Tea-time’ and to their own experience in giving their answers. If the
learners had been given only a list of sentences and asked to write
whether these sentences were guestions or instructions this would be a
test without a context. Without a context it is very difficult (perhaps
impossible?) to decide whether a sentence such as Could you finish this
work by lunchtime? is a question or an instruction.

10.In all areas of reading and writing, when people make a mistake,
they usually have a rationale for it. Adults and children are good
sources of information about their own learning.

Barton is suggesting that learners can often give reasons (that is, provide
a rationale) for why they have written or read a textin a particular way.
Teacheérs can use these explanations to assist learners to continue their
reading and writing development.

11.lf teachers value marginalized literacies and literacy practices
outside the educational domain, they will understand more about
those children who reject school literacy.

This peintis linked to point 13. To be marginalized is to be pushed to the
edges (margins) of society or of a particular sociai institution and tobe
» considered either unimportant or a problem. For example, some
X teenagers are much more interested in music than in school work. Théy
may do almost no writing in the classroom and be considered ‘a problem’
by their teachers and yet fill notebooks with songs which they write in their
free time. '

Barton’s list concludes with two points about home-school liaison:

12.Home-school liaison is not just about initiating parents into school
practices and expectations. It should be a two-way exchange and
~ could include collecting information about community practices to
inform what happens in schools. The educational system needs to
.make it possible for teachers to know what children are familiar
with at home, and be willing to change school practices where
necessary.
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Barton is referring to home and community practices in relation to ways in
which speaking, listening, reading and writing are used by family and
community members. For example, at her aunt's home, Barbara Baloyi
was frequently asked to read and write letters for community members.

13.Children tend to feel excluded when their own literacy practices
are not valued by the school. Schools should investigate which
community practices should be legitimated by integrating them into -
the classrooms.

(Quotations from Barton, 1994 211-212)

. 3.3.1 A note on visual literacy

in the first of the points about school literacy which you have just read, B.arton
suggests that ‘Maybe, print literacy should not monopolize the education
process.’

To monopolize means ‘to take total control of'. Discuss with your
study partner what sources of information and enjoymenf .
learners are missing out on if they only work with print at schoot,
You may find it helpful to page through Level Bestwhen you
have this discussion.

Activity

The authors of Level Best agree with Barton’s suggestion that learners

5 should have opportunities to léarn from sources other than print. Thatis why

s the textbook contains many photographs, drawings, maps and cartoons (that |
is, visual images). At the beginning of Unit 4 (page 54) they provide learners
with guidance to help them read the photographs. This is an example of an
activity which guides learners in their development of visual literacy. There is
another example on pages 126 and 127. The ‘Reading Between The Lines’
activity includes guidance in looking for ‘hidden meanings' in pictures as well
as in words.
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Activity 4.1 on page 62 and Activity 5.1 on page 84 of Activities for
Mutltilingual Classrooms are examples of visual literacy activities which
encourage learners to develop observation skills and the ability to compare
and contrast. You will notice that such an activity can be used either in the
English class or in other subjects across the curriculum.

You have probably heard the expression ‘A picture is worth a thousand
words’. Visual images (photographs, drawings, maps, diagrams) can often
convey to us information or ideas or arouse our feelings in ways that are
different from words.

Read the photographs on pages 159 - 161. What do they tell you
about these literacy events? Write a few lines about what you
see in these photographs and how you respond to what you
see. If possible, share these with your study partner. You may
find that you have seen different things and have responded in

different ways.

Photo by courtesy of Santu Mofokeng
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Unit 3 Literacy practices inside and outside the classroom

‘3.4 LITERACY EVENTS AND LITERACY PRACTICES IN OUR
CLASSROOMS

The points about literacy as social practice and about school literacy to which
you have been introduced in this unit are general points to think about
whether you are teaching learners in any phase of schooling school learners
or adults. They will be referred to again in this partofthe unit, At whatever
level we are teaching, we can respond to the challenge of this statement from

Yetta Goodman:

(1990:144)

There are debates about various approaches to the teaching of
reading and writing which are relevant to all language teachers. Some
of these are introduced in this unit.

The texts which you began to use in the previous unit- Level Best and
Activities for Muttilingual Classrooms -'W'l“ be referred to frequently in the
rest of this unit and in Unit Four. '

As teachers of English we are aiming to ‘contribute tolearners’ overall
communicative ability’ which involves speaking, listening, reading and
writing. Classroom reading and writing are discussed separately in this unit,
but you should keepin mind the many ways in which they may be linked to
each other and to listening and speaking in the classroom and in the wider
society. ' '
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3.5 READING

3.5.1 Attempting to define what reading is

Q

Q

=]

o

o

It is possible ‘to read’ each of the following (and many other
examples could be given):

the expression on a person’s face
amap

animal tracks on the ground
clouds in the sky

a stop sign

the news on radio or television
the bible

a comié book

instructions for making, doing, fixing, etc...
a poem

a textbook

a story

minutes of a meeting

a photograph

a time-table .

a graph

Think about what is involved in reading each of these examples.
With your study partner try to write a definition of reading.

At the beginning of a chapter on helping leamers to become better readers, -7
the compilers of The English Handbook, Years 8-10, define reading and

offer some observations on their definition.

Activity
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The writers of the passage on the previous page refer to a number of the
ideas which you have worked with in this unit and in the previous units:

o children’s acquisition of their main language(s) happens in a social
context in which they repeat some of the sounds and words which they
‘hear -akey point in the behaviourist theory of language development;

o children experiment with language and produce words and phrases
which they have not heard used by others - a key point in the innatist
theory of language development;

o children’s language development is assisted by their interaction with
children and adults in their social group - & key pointin the interactionist
theory of language development;

o children have acquired a great deal of language knowledge and in
4. Mmany communities have also learned a great deal about literacy:
informally long before they go to school.

Some of the other ideas.in this.passage, for example, that reading involves
active processes of meaning making, will be taken up inthe following
sections. .

3.5.2 Learning to read:.a ﬁfelong process

David Barton suggests that as children and as adults we are 'constanﬂy

. Jearning about literacy’ (see page 146 in this unit). With specific reference to
reading, William Grabe argues that ‘fluent reading is the product of long-term
effort and gradual improvement’ (1981 :379). Fluent readers are readers who
read easily and capably.

o Think of capable readers whom you know (learners.in your Activity
classes, colleagties, family or community members). Try to o
describe what these people do when they read (that is, try to
describe how they go about reading).

" o Now think of some people who do not read fluently. Try to
describe what these people do when they read.

o Exchange your descriptions with your study partner and work
together to “develop a combined list of features of fluent
reading.
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William Grabe describes six features of fluent reading:

() Itis rapid - the fluent reader takes in ‘a flow of information’ and uses
this to make connections with what has already been read and to
predict what is to come.

(i) Itis purposeful - for example, the fluent reader reads for
information, for entertainment, etc. and this purpose provides
motivation for reading. '

(iii) Itis interactive - firstly, because the fluent reader makes use of
information from his or her background knowledge as well as
information from the printed page (that is, what the reader already
knows about a subject interacts with what he or she reads on the
page), secondly, réading is interactive because the reader uses a
number of skills in the process of reading and these skills interact
and work together. B

(iv) Itis comprehending - the fluent reader usually expects to
understand what he or she is reading. Grabe makes the point that
many learners who are attempting to read in a ‘second’ language do
not have this expectation. Instead, they are anxious about whetheror

_ notthey will understand. '

(v) ltis flexible - the fluentreader uses a number of strategies
according to the nature of the text and his or her purpose for reading.
Such strategies include skimming, scanning, considering headings,
titles, pictures, the way the information is structu red etc.

(vi) Itdevelops gradually - the reader does not become fluent suddenly
(for example, as a result of one particular reading development
course). (Grabe, 1991:378-79) '

Writers about ‘schooi literacy’ have a number of differentideas about how
best to teach.learners to read when they first come to school and about what
teachers and learners should focus on in order to help learners to become
progressively more fluent readers, of a range of text types, throughout the
school years. In the following sections you will read about some of these
ideas in relation to teaching and learning from the junior primary to the senior
secondary phases of schooling.
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Activity
As a result of your previous studies and your teaching

experience you may already be familiar with a number of the
approaches described below. While you are reading, think about
whether what you read in this course material confirms,
contradicts or extends what you already know about reading
development. In the margins, write GF for confirms, CTD for
contradicts and EXT for extends.

3.5.3 Beginning to read

Use your own experiences of learning to read and your Activity

experiences of teaching reading to make a list of what a

beginner reader needs to be able to do in order to read a text. If

possible, exchange your list with your study partner and discuss
- both lists.-:

Learning to read involves learning how to make meaning from printed
symbols. How teachers can best assist beginner readers to ‘make meaning’
has been and continues to be a much debated subject, Three different
approaches which teachers could use are briefly described in this section of
theunit. These are: o The 'bottom up’ approach,

o The top down’ approach, and

o Aninteractive approach.

o The ‘hottom up’ approach

Some of the people who have written about iéarnir'\g toread recommeﬁd a

‘bottom up approach’. This approach involves taking learners through
the following sequence:

o recognizing the shapes of the letiers;

o

pronouncing the sounds associated with the letters;

putting the sounds together into words;

o)

o

putting the words together to form sentences;

(o)

grasping the meaning(s) associated with the sentences.
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Activity

A word which is often associated with this approach is ‘decoding’.
Decoding means taking information from a set of symbols (a code) such
as words on a page.

The first two steps in this sequence involve helping learners to recognize
and name the letters of the alphabet and fo learn the sounds of the letters.
Learning these sounds is usually referred to as ‘learning phonics'. Itis
quite difficult in English as the same letter does not always correspond to
the same sound. For example, think about the differences in sound
between the letter ‘¢’ in ‘cat’ and the letter 'c’ in ‘certain’. Alternatively, the
same sound may be spelt in different ways. For example ‘ph’ in
photograph and T in first have the same sound. (Perhaps this is why there
is a chain of photographic shops in South Africa called ‘Foto First'.)

The next steps involve a focus on particular words. Flash cards made by
the teacher are often used at this stage. In some schools each learner has
a set of these words. The flash cards and the short sentences used in the
next step are often explained with drawings. There is usually a great deal
of repetition in these short sentences. | can still remember some of the first
sentences in my first school reader: "This is John. This is Betty. John can
run. Betty canrun.” '

Read the extract from Weep Nof, Child and the poem, Good
reader. What do you think the writers are suggesting about the
‘bottom up’ approach to teaching reading? Have you had similar
experiehc‘es as a learner or as a teacher? If possible, discuss
your ideas with your study partner.
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We have already established that children’s ability to speak the
language(s) of their family and community develops as a resuit of listening
to people around them, warking out their own rules for the sound system
and grammar of the language(s) they hear, trying out the language(s) and
being stimulated to further experiments by the feedback they receive from
the people with whom they are communicating. Young children, learning to
speak, are active meaning makers. '
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Contrast this experience of learning to speak, with the experience of

~ learning to read, if teachers take what Viv Edwards and Sue Sheldon refer

to as a ‘traditional approach' to the teaching of reading in the first years of
primary schoot:

(1985:45)

‘Top down’ as an alternative to ‘bottom up’

In the description you have just read, Sheldon and Wade have described
aspects of the bottom up approach which are illustrated in the extract from
Weep Not, Child and in the poem Good reader. This approach has been
criticised by teachers and reading researchers who argue that children
(and adults) who are learning to read need to experience 'real books',
written in natural language, with an interesting story which has some
connections with their own experience. The learners read books for
interest, for fun, for the pleasure of reading and not just to practice readjng.'
Learners and teachers focus on reading as meaning making.

An approach to the teaching of reading which begins with the whole
text - pictures and printed story/information - and the background
knowledge, from their own experience, which readers bring to the text, is
sometimes referred to as a ‘top down’ approach. Readers who use a top
down approach use their background knowledge to predict what
information they are likely to find in the text. This backg round knowledge
includes knowledge of the subject or topic they are reading about,

. 'Firther Diploma in Education
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knowledge of the grammar of the language they are reading and
knowledge of the way in which writing is ‘organised’ on the page. They
then ‘sample’ the text to see if their predictions are confirmed. The ‘Guess
the Story’ activity on pages 66 to 69 of Activities for Multilingual
Classrooms is an example of an activity which helpgleamers to understand
some of the prediction strategies which they use when reading.

Many teachers who take a ‘top down’ approach to teaching reading have
been influenced by the ‘whole language’ approach to literacy
development. A great deal has been written about whole language but
some of the main features of this approach have been hefpiully
summarised by Robin Campbell:

172
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The environmental print to which Campbell refers is print which children
find in'theirlocal environment. For example, at the time of elections, they

- are likely to see posters with photographs and print on them. They are
likely to see print on packets of mealie meal, on tins of fish and other
grocery items. Campbell uses as an example the word ‘cornflakes’. He
suggests that the pictures, colours and writing on the cornflakes box as
well as the contents of the box help the child to make a connection
between the word and the product. Environmental print is print in context
and seeing print in context helps the child to learn.

o An interactive approach: combining features oftop-down and bottom up

Supporters of this approach argue that reading involves both a number of
lower level, rapid, automatic identification skills' (Grabe, 1991:383) such
as recoghition of letters, sounds, words, grammatical structures and
punctuation and a number of higher level comprehension and
interpretation skills. In other words, learners need opportunities to work
from both the bottom up and the top down.

3.5.4 Stimulating and supporting beginner readers

The syllabus writers make the following recommendations:

One of the greatest challenges facing teachers, parents and learners is the
challenge of providing books for under-resourced schools and of using the
available books as effectively as possible. We will discuss this subject during
one of the residential sessions in this course. '
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One of the strategies which teachers can use with beginner readers is to
make ‘big books’ to use in shared reading sessions with the class. To -
make a big book you need large sheets of newsprint or cardboard and a felt
tip/marker pen (several pens in different colours would be an advantage) and
some materials for holding the sheets (pagesjtogether. Toputthe pages
together you could punch holes in each sheet and then put wool or string
through the holes. Alternatively you could 'bind’ all the pages together with

plastic tape or masking tape.

To stimulate interest in reading, many teachers who use big books ask their
learners for contributions to a story or for rhymes or songs. The teacher then
writes the story or the rhymes or songs in his or her out of school time and
brings the book to class. Some teachers also ask learners to suggest ideas
for illustrations or to contribute their illustrations to the book. Others supply
their own, by drawing or using photographs cut out of newspapers or
magazines. The book must be interesting and most of the words should be
ones which learners find easy to recognise.

When the book is being used in class, the teacher needs to balance iton a
chair in a position where it can be seen by all the learners who will take part
in the reading. The book will be easier to use in this way if it has a stiff
cardboard cover. This cover could be made from old cardboard boxes.

Some teachers who wark with large classes, give one half of the class a task

to do at their desks, while the other half participates in-a shared reéd_i_ng
activity with the big book. '

Here is an example of a shared reading activity with a class of beginner
readers, which the teacher began by dividing the class into two groups. She
then said the following: '

The class then read the following:

(continued on opposite page) .
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(Hill & Hancock, 1993:62-63)

in this example of shared reading with a big book, the learners are learning
how to participate co-operatively in a group activity, hearing rhyming words,
and learning how to ‘match’ sounds with words.

If a big book tells a story then the teacher can use it for prediction activities
(part of the top-down approach) before and during the story and for '.
discussion afterwards. An example of a prediction activity before the story
reading would be for the teacher to read the title of the story, show learners
the illustration on the cover of the book and ask them to predict what the story
will be about. While the teacher is reading the big book and the learners are
following the text, he or she can stop and ask the class what théy think will -
happen next. One of the discussion topics afterwards could be suggestions
for different endings to the story.

Big books can be used for both top down’ and 'bottom up’ reading activities.
One example of a bottom up activity would be to ask individual learners to
identify the punctuation used in a big book story. Another would be to ask
individuals to point out all the words beginning with a particular letter.
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Activity

Photo by courtesy of READ Educational Trust

If you work with young learners who would enjoy participating in
shared reading with a big book, make one to try out in class. You
could use this activity as the basis for part of your fourth
assignment for this course. '

To extend the number of texts available to leamers they could be encouraged
to draw and write for each other in order to build up a class collection. Older
learners could aiso be encouraged to make big books for younger readers
(see page 210 - 211). Such book writing and iliustrating could become a
project throtighout the school. '

Before turning to the subject of further reading development beyond the
beginner level, pause to think about a situation with which you may be
familiar: the situation of a beginner reader whose first classroom encounters
with print are in a language which he or she does not know well or may not
know at all.
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3.5.5 Learning to read in an additional language

The case study (on page 151) which describes Mandisa's early experience
with books at school ends with the sentence ‘She does not know that it would
be easier to learn to read in Xhosa.’ To quote from the passage from The
English Handbook, her ‘sophisticated language and thinking behaviours'

have developed in Xhosa, the language of her home. This is why it would be

easier for her to leain to read in Xhosa than in English, just as it is easier for
Mary (the other child in the case study)to learn to read in English than it
would be for her to learn to read in Xhosa. Note that the 1995 Interim Core
Syllabus for English Second Language, Grade 1 to Standard Four includes
this directive to teachers:

Carol Macdonald and Elizabeth Burroughs explain why learning to read in an
additional language (which they refertoasa ‘second language’) is more
difficult than learning to read in one’s main language. They write about
children, but adults who are learning to read for the first time face similar
difficulties if the printed texts which they are using are written in a language.
which they do not know well. '

Activity

Before you read their description and explanation, think about
your own experiences of learning to read. Did you first learn to
read in your main language(s) or in a language which was new
to you? What helped you to learn to read or what made it difficult
-for you? What can you remember about your early experiences
of reading texts printed in a language which for you was an
additional language? '

Now read ‘Learning to read in a second language’
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Some of you may be working with some learners whose first experiences of
learning to read involved leamning to read texts in a language which was new to
them (whether this was an African language different from their main
language(s) or whether it was English or Afrikaans). Carol Macdonald and
Elizabeth Burroughs suggest that this would have made leamning to read much
more difficult for them and they may not have become very successful readers.
Learners who find reading difficult in the early years of brimary school may
continue to do so throughout their school years, unless teachers find ways of
providing positive experiences with print for these learners. Such positive
experiences need to lead to both changes in attitude and development of
skills.

in many schools, those of you who are teaching English in the intermediate
phase are working with learnerswho-are supposed to switch from an African

v language as the main language of learning to English as the main language of -
' learning. This is particularly challenging for Grade Five teachers. Some of you
may be teaching learners who have been using English as their main language
of learning from Grade One, even though it is not the main language of their
homes and communities. There may be changes in school language policy in
the direction of promoting additive bilingualism and multilingualism (refer to
Unit One for definitions of these terms) if recommendations in current
language policy discussion documents are implemented. However, at present
most of the textbooks with which learners work are written in English.
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Carol Macdonald and her fellow researchers in the Threshold Project
n examined the kinds of texts which learners, for whom English is an additional
language, were reading in their English classes in Grade Four. The research
‘ team compared these Grade Four texts with the kinds of texts learners were
supposed to be able to read in each of their subjects in Grade Five. Here are
fwo examples:

Discuss the following with your study partner: Activity

o the ways in which the Grade Four and Grade Five texts
differ from each other; '

; o the difficulties that Grade Five learners might experience
o : with the pollution text;

o what you would do to assist Grade Five learners to
understand this text. '
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3.5.6 From learning to read to reading to learn

Carol Macdonald and Elizabeth Burroughs divide the process of leamingto ™
read into three stages:

(i) thinking about reading as a ‘whole new system of commUnicé'ti'ng'
which involves recognising shapes (letters), associating shapes with
sounds etc.;

(ii) reading to confirm what they already know by reading familiar stories
and other texts in which commonly used words appear;

(ii) reading to gain new information, to learn-about what is beyond their
own expetience. (1991:46-47)

For a Grade Five learner the pollution text would belong to this third stage.
There are several possible sources of difficulty for learners attempting to
read this text. Did you notice that the word ‘pollution’ is not explained? The
reader has to work outits meaning from the examples which the writer gives.
This will be difficult for a Grade Five learner to do if he or she does not know
the meaning of words such as ‘chemicals’ and ‘impure’. It may not be clear to
learners that the whole text is about one kind of poliution: water poliution.

Thus in the pollution text there are at least two kinds of difficulties: words
which learners may not know {vocabulary difficulties) and insufficient or
unclear links between one point and another in the text.

In schools which are not well-supplied with well-written and appropriate
textbooks, reference books and other reading materials, teachers face the
challenge of working with what is available. Thisis a challenge which applies
equally to teachers of English.and fo teachers of other subjects. So, what :
couid be done with the pollutlon text?

The following are a few ideas to compare with the suggestions which you
made above.

o Several pre-reading activities could be used. These might focus on
pollution in general or be directed to the topic of ‘clean and dirty water’.
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Pollution

(i)

(i)

Ask learners to work in groups to make a list of all the dirty or untidy
areas in the local community - depending on where the school is
situated, these could include streets and roadsides where rubbish has
been dumped; rivers or dams into which factory or mine waste has
been pumped; areas which are grimy and smoke-filled because of
smoke from factory chimneys. Ask a spokesperson from each group to
reportto the class.

Use the examples given by the learners to build up the idea of pollution
as a term to describe damage to the environment.

Bring to class some photographs from newspapers and magazines
which illustrate various kinds of pollution. Ask learners to work in groups
to discuss what they see in the photographs - some questions to guide

N _th_eir discussion may be helpiui. Use their responses to the photographs

to build understanding of ‘pollution’.

(iif)Ask learners to explain the meaning of words such as ‘chemicals’,

‘pgisoned‘, ‘impure’ in English or in any language which they know. If
nd—pne is able to explain fully, offer explanations using as many as
possible of the learners' ideas,

Clean and dirty water

{i)

(i)

Ask learners to work in small groups to make a list of all the ‘things’
they can think of which change water from being clean and pure and
safe to drink to being dirty and impure and unsafe to drink. Ask a
spokesperson from each group to report to the class. -

Use the learners’ ideas to introducé the reading text. Tell them that
when they read it, they should notice how many of their ideas are in

.. the text; what extra information they have thought of; what is in the

(iii

“text that they had not thought of.

} 'Photographs and discussion of particular words as in (i) and i)
above could be introduced before learners read the pollution text.
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o While-reading activities may also motivate learners to read the pollution
| ' ' text by giving them a purpose for reading. The ‘matching’ of leamers’

ideas on a topic with those found in the printed text is one example of such
i an activity, Another is to ask learners to think of (and perhaps, to write
down) questions they would like to ask or comments they would like to
make on this text. You have probably noticed that in Units 1 to 9 of Leve/
Bestthe authors have included ‘Reasons for reading’ at the beginning of
the reading passages in order to give learners a purpose for reading.

o [flearners seem particularly interested in a local pollution issue, a post-
i reading activity could involve writing to a relevant authority such as the
' " local council (for example, if rubbish is not being collected) or a factory or

mine manager to express their views and ask that action be taken, if there
is rubbish in or near the schoo! grounds a class could collect alt the

: ! rubbish and sort it into categories (e.g. bottles, tins, paper, plastic bags).

: ' In some parts of the country, glass, tins and pape'r can be soid to recycling

companies as a way of both tidying up the environment and raising money

for the school at the same time.

e

The corrgic book, The River of our Dreams, produced by The Storyteller

Group, tells the story of learners who clean up a polluted river. Copies will be
available at one of the residential sessions. |

B 3.5.7 Reading a dictionary

’

On page 156 of Level Best the authors include this advice to learners who
are about to read the short story which begins on the following page:
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Activity

; Discuss the following questions with a colleague or with your
study partner: '

o Why do you .think the authors of Level Best give learners
this advice?

o Do you agree with their advice?

o When you come across unfamiliar words while you are
reading, what do you do?

. o Would your answer to the previous question depend on
what you are reading (the kind of text) and why you are
reading it (your purpose for reading)?

-

The authors of Leve/ Best write about ‘How to work out new words in English’
_ * in Unit One (on page 16). They help learners to cope without a dictionary, but
- they also recognise that it is ifnportant forlearners tolearn how to use a
dictionary .

In the 1995 Interim Core Syllabus for the senior primary, junior secondary and
senior secondary phases, the reading activities section begins with this

.

~statemeht’”

Think back to your first encounters with a dictionary. Was it easy-to find out
what you wanted to know? Some dictionaries are more ‘user friendly’ than
others. Learners who are learning English as an additional language are

' likely to find it easier to use one of the dictionaries which has been specially
developed for readers who do not use English as their main language. If your
school has the resources to purchase some reference books, you may wish
to consider including some of these dictionaries in a reference collection.

Even the most ‘user friendly’ dictionaries can be puzzling at first. On page 81
, of Leve/ Best you will find an explanation headed ‘HOW TO USE A
- DICTIONARY". ’
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Activity

Think about how you could use this explanation of how to use a
dictionary with the learners you teach. Develop an activity which
could help your learners to extend their dictionary skills.

In Section Three of Activities for Multilingual Classrooms the activities focus
on ‘vocabulary and concepts’. Activity 3.6 on pages 44 and 45 could be
adapted for use at all levels of schooling. [f learners are involved in compiling
definitions of new words which they encounter in their reading, using all the
languages which they know, they are likely to have a much better
understanding of new vocabulary and concepts than if they only consulted an
English dictionary. ‘ '

. Language researchers have found that children and adults are often able to

understand what particutar words mean and to use them'appropriately long
before they can give a definition of these words. Thus learners may find it
easier to write examples of how particular words are used in phrases or
sentences than to write definitions. These examples could be a useful part of
the class or individual learner's dictionary.

3.5.8 Reading a range of texts for a range of purposes

The pollution text quoted above is from a Geography textbook, but a reading
passage on pollution could also be used in an English class. One of the aims
of teachers of English is to assist learners to develop competence in reading
awide range of text types and in reading for a range of purposes. The
authors of Level Best kept this aim in mind when they developed the book.

In each unit learners read information which tells them what the unit is about

and instructions for carrying out the various activities. Theyalsoread arange

of texts for a range of purposes. For example, in Unit 3 they read :
» anexample of a chart (p.38); |
» an example ofinstructions for playing a game (p.39);
- @& short story and the drawings which illusirate it (pp.40-43);
» an explanation of nouns and adjectives (p.45),

» photographs (p.45);
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- an explanation of past tense (p.47);

o some notices (p.48); .

o anewspaper article (p.49);

o aspidergram (p.50);

» speech bubbles and photographs (pp.50-51)

Some of these are texts which readers would expecttofind onlyina
language textbook: explanations of nouns, adjectives and the use of the past
tense. Most are texts which readers are likely to encounter outside the
classroom as well as in it. Some of the activities encourage learners to work
collaboratively (in pairs or groups) to respond to the texts. '

If ydu refer to the suggestions about literacy and the school curricuiumin
Section 3.3 on pages 153 - 158 in this unit, you will notice that many ofthese
suggestions have been put into practice by the authors of Leve! Best:

o Ie‘arners read drawings and photographs as well as words:
- they talk about what they read;
» they have a purpose forreading each of the texts;

- several of the texts are similar to texts they are likely to read outside of
school;

» they work collaboratively on some of the reading tasks.

- Activity
Next to each of the text examples from Unit 3 of Level Bestwhich

I have listed above, write down the purpose of reading that text.
The activities which accompany the texts will assist you in this.
Perhaps you have ideas for additional activities which learners
could also do with these texts. If so, write those down too. If
possible, exchange your ideas with yQuf study partner,

For example, the story, ‘Games At Twilight’ (Level Best, pp.40-43)
is ‘surrounded’ by pre-reading, while-reading and post-reading
activities. The purpose of the pfe-reading task is to interest
learners in the story _and to give them some ‘clues’ to guide them
into the reading. The ‘reasons for reading’ questions give them
exactly that and encourage them to read carefully. The post

" reading activity is headed ‘Understanding the story’. Now you
decide on the purposés of the other texts.
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3.5.9 Thinking about ‘doing comprehension’ and about other purposes for

reading

Read the six questions in Activity 4 on page 44 of Level Best and
then respond to the following questions:

o Inyour view, which of these questions help teachers to find
- out whether learners have understood the story?

o Do any of the questions have other purposes? If so, what?
(In other words, why do you think the authors asked these
qguestions?) ' '

In South Africa, textbooks and examination papers hajve tended to place

considerable emphasis on ‘doing comprehension exercises or tests’. An
important question to ask is whether the questions which a_ccdmpany the
texts help learners, teachers and examiners to find out whether learners have
understood the text. The writers of The English Handbook, Years 8-10 make
an important point in the following observation:

T cn e b
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Questions which involve taking the text apart focus on particuiar details. The
first question of the six which you examined on page 44 of Level Best is an
example of such a question: What was the weather like? Does the answer ‘It
was hot' indicate understanding of the story? In this case, it could be argued
that the heat is an important part of the background to the story and that there
is reason to ask the ques‘cion as aﬁ_,introdu_ction to questions which make
connections between the_ifaxt and the reader’s own experiences. However,
we need to be aware that some types of questions which focus on detail can
be answered without any understanding of the text at all.
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Here is an example from a worksheet in Eagerto Talk and Learn and Think
which illustrates this point:

o Try to answer the questions.

o Think about how you decided on your answers (that is, what
strategies you used). '

o If possible, discuss with your study partner the answers you _
wrote and how you decided on them. '

This is Macdonald and Burroughs' commentary on this exercise:

7 i rs
T
St

Activity
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| would argue that many learners who are reading and writing in their main
language still use these routines because the questions on the text are asked
in ways that allow them to do this. For example, to answer the question “Who
were mippling cleds into a bild?’ all learners need to do is fo find the subject
of ‘were mippling cleds into a bild": some socklings.

Should you wish to check your answers to ‘the socklings passage’ here they
are:

To return to ‘Games at Twilight’ and the questions on page 44 of Level Best,
learners’ answers to questions 4,5 and 6 would indicate whether or not they
had understood the story. Learners could also demonstrate their
understanding by responding to questions such as ‘Has anything like this
ever happened fo you? or What would you have done if you had been in
Ravi's sit_uatiE)n? These are examples of questions which encourage readers
to make connections between their own experiences or ideas and the text.

If answers to comprehension questions always come from the text rather than
fromi learners’ generat knowledge or own experiences, this creates the
impression that the ‘truth’ is in the text and that whatever is written down has
authority and should be accepted.

Comprehension exercises-and tests,' particularly when multiple choice
questions are used, often signal to readers that there is one ‘right’ answeror
only one meaning to be taken from a text. In reality, different readers interpret
the same text in different ways. It is possible to construct questions which
indicate that ‘multiple readings’ are not only permitted, but are valued.

The idea that texts should be examined critically is discussed in 3.5.12 on
pages 191- 194.
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Activity

o Do Activity 3 on pages 72 and 73 of Level Best.
o Compare your answers with those of your study partner.

. o Discuss what the similarities and differences in your answers
- suggest to you about

(i) reading texts (in this instance, reading the Benetton
advertisement) and !

(i} setting questions. i

Whenever we ask questions or set tasks on reading we need to think about
why we are asking or setting them. The entries under ‘Reading’ in the Interim
Core Syllabus for the junior and senior primary and junior and senior
secondary phases list many purposes for reading and suggest a number of
skills which learners should be assisted to acquire during theiryears at
school. .

To return once more to ‘Games at Twilight', questioh 2onpage 44
encourages learners o read a section of the story intensively to check on the
sequence in the game. Learners sometimes have difficulty in presenting
mformatlon ina Ioglcat order when they write, so this question gives them an
’ opportunlty to practice such ordering and perhaps to think about the

1mportan:_:e of logical sequencing in a set of instructions or in some types of
description.

Activity 7 and Activity 8 on pages 28 and 29 of Level Best are examples of |
activities which ask learners to read for particular purposes: to find main _
ideas (Activity 7) and fo find particular details (Activity 8). Both are examples .
of activities which require intensive reading and there are many other
examples in this book .

if you accept the statement that ‘we learn to read by reading’ (Smith,
1985:94), you will wish to encourage ‘reading for pleasure’. Turn to Unit 10 in
Level Best. Unlike each of the other units, it begins with one simple
statement: ‘In this unit you will be invited to read a short story.’ (p.155) On the
next page learners are given some background information to assist their
understanding and some possible reading strategies to make use of, but
there are no questions or activities. This is an example of an extensive

reading text.
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We also need to think about whether asking learners to produce written
answers is the only way to assess understanding. For example, as an
alternative to writing, learners could be asked to produce a drawing to
indicate what they have understood from a text that they have read. Learners
could aiso be asked to work in groups to act out their understa_rj.ding of
and responses to a text that they have read. For an example of such
activities see questions 2 and 6 on page 65 of Level Best in which learners
respond to the poem Tea-Time".

3.5.10 Encouraging extensive reading

Units 1 to 9 of Level Best end with a ‘GOOD READS' page. Notice that each
‘write up’ gives learners information about a book to whet their ‘reading
appetites’. This is one of the tasks of teachers: to inform leamers about
books. Many of the books described on the ‘Good Reads’ pages are likely to
be enjoyed by learners in all standards in the secondary school and some
are also suitable for capable readers in standa/rd_s_fgql_' and five. One source
of information about books for leamners from Grade One to Grade Twelve is
the READ Educational Trust (see Appendix on page 234).

As indicated in the section on beginning to read, we need to find ways of
providing stimulating reading for learners. If any barticipahts in this course
have suggestions in this regard, please contribute these to the discussion on
resources which we will have during one of the residential sessions.

Iflearners do have access to books they could be encouraged to develop a

‘reading log’ for some of the books they read. A reading log is a kind of
journal and it will be explained in Unit Four where the focus is on integrating
reading and writing. ' o

As mentioned in the section on learning to read, learners could also be
encouraged to write reading materials for one another. This topic will also be
addressed in Unit Four.

190

Further Diploma in Education

't
<
|




Literacy practices inside and outside the classroom Unit3

3.5.11 ‘Literature setworks’

The 1985 Interim Core Syllabus for English Second Language, Standards
8,9,10 states that learners should be able to ‘respond to and appreciate the
texts in the reading programme’. One of the speciﬁé outcomes forthe
Language, Literacy and Communication Learning Area states thatthe
learners should be able to 'respond to the aesthetic, affective, cultural and
social values in texts'. ldeas for teachers to consider in relation to these
statements will be introduced in the Option Course, Literature in the
Language Classroom. Many of the ideas included in this unit are equally
relevant to the teaching of texts prescribed for internal or external literature
examination purposes.

3.5.12 Becoming a critical reader -

The introduction to the chapter on reading activities in Activities for
Multilinguiaf Classrooms includes the following paragraph:

In the introduction to each of the books in the Critical Language Awareness
series (listed on page 118 of Unit Two) Hilary Janks, the series editor,
describes critical readers in the following way: '

(Janks, 1993: iif} :
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Think about your experiences as a school learner and as a
college of education learner. Were you encouraged to question
what you read in textbooks and other materials? Were you
encouraged to give a range of interpretations of a poem or a
short story? Did you sometimes disagree with the views
expressed in textbooks or by your teachers or lecturers? if you
disagreed, did you have an opportunity to express your views?
Could you always work out why you disagreed?

In the same introduction quoted above, Janks explains that becoming a
critical reader involves deconstructing texts. Texts are constructed o;‘ built
from particular choices of words and images and in the'case of printed texts,
particular decisions about the placement of these words and images on a
page. To quate Janks again, 'Every choice foregrounds what was selected -
and hides, silences or backgrounds what was not selected.’ (1993: ii)
Deconstructing a text involves taking it apart or ‘'unmaking’ or ‘unpicking’ it. It
involves asking critical questions such as “Why did the writer or speaker
make these choices? Who is empowered or disempowered by the language

used?’ {1993t iii)

The following ‘Checkiist for critical reading’ from Language Skills For Life'
offers a list of questions which learners could use in the process of
deconstructing a text: '

o From what other perspective could this text be written?
o What else could be said about this topic?

o What is the writer's aftitude towards his ar her topic?
o Whatisthe writer’s; éttitude towards his or her readers?
o Why has the writer written this text in this way?

+ Whoisthis textwritenfor?

o bo you agree witﬁ the writér.’:s position or attitude?

o Areany \n;ords in the text offensive or problematic?

(1995:107)
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|
You may like to do a critical reéding of the material in this course,
[ have had to make a number of assumptions about the previous
learning experiences and current teaching contexts of the
teachers on the course and | may have ‘positioned’ you in ways
. which you resist (disagree wiih). | invite you to comment
critically on this text and to suggest changes to it.

. Activity

If any aspects of these materials make you feel irritated or angry
or disappointed, these aspects could be the starting point for
both your critical comments and your suggestions for changes
to the writing.

The books in the Critical Language Awareness series contain many
activities which help secondary school learners to read critically. On the
nescl . ‘

o.ppgalte page is one example from the book, Language and the News.

In this example, learners are encouraged to think about what these headlines
suggest about the attitudes of the various newspapers to the referendum and
about how the headlines suggest these attitudes. They are encouraged to
think critically about what they read. This lesson material is also an example
of material and of activities which link the school to the wider society. -

In Level Bestthere are several examples of materials and activities which
encourage the development of critical reading. In the first part of Unit Five
(pages 70 to 73) learners are encouraged to look for a variety of meanings in
an article and an advertisement and to decide whether or not they agree with
the ‘messages’ in the texts. In Unit 8, ‘Reading between the lines’ on pages -
126 and 127 and 'Whose point of view?’ on pages 128 and 129also
encourage learners to be critical readers.. . |

As teachers, whether we are working with primary or secondary school
learners, with learners at college or university or in adult basic educaticn
“classes, we need fo keep the following in mind:

2 quotedin J '
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(Rule, 1993: 12)
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An example of material redesigned in response to a critical pedagogic

analysis of Theory and Practice of English Language Teaching, Unit 3

Pages 258-261




An example of material redesigned in response to a critical pedagogic analysis of
Theory and Practice of English Language Teaching, Unit Three

Unit Three is titled ‘Literacy Practices Inside and Outside the Classroom’. The first
three “goals” of the designers are listed as being “to provide you with opportunities to
do the following: extend your understanding of the meanings of literacy; think about
literacy in social contexts such as the home, the community and the school; investigate
some literacy events and literacy practices in these contexts and think about the
implications of your findings for your teaching” (Reed, 1999, p. 131). In my view,
these goals, written for the first printing of Theory and Practice of English Language

Teaching in 1996, continue o be important in teachers’ professional development.

What is presented below is a redesigned version of the opening pages of Section 3.1
MEANINGS OF LITERACY (See pages 132 and 133 in Appendix 6), followed by a brief

comment on this redesign.

3.1 MEANING(S) OF LITERACY
What is literacy?
What does it mean to be literate?

In your study journal, write your answer to each of these questions and then

read the opening paragraphs of Literacy and Power by Hilary Janks.

Many languages do not have a word for literacy. This first came to my notice
when reading about work done on the literacy practices of taxi drivers in South

Africa. The Social Uses of Literacy researchers claimed that

In the discourse of most of the drivers and owners we spoke to ..., the word
‘literacy’ did not feature. This was partly because the two African languages
encountered in this research — Xhosa and Sotho ~ do not contain words for
‘literacy’ and ‘illiteracy’. (Breir, Matsepela & Sait, 1996:230)




Having checked this with a colleague in the Department of African Languages, |
felt confident to use this information in a paper that | was presenting at a
trilingual conference in Vienna on literacy in the information age. The conference
offered simultaneous translation across German, French and English. Here |

discovered that French and German also have no word for fiteracy, ironic really at

a conference on literacy. The interpreters translated ‘literacy’ as either

communicative competence or alphabetic ability, neither of which do the concept

of literacy justice.

What then is the usefulness of the word literacy? Why do we need it? Doesit
enable or constrain our thinking? In common usage, literacy is understood to be
the ability to read and write and was ‘formed as an antithesis to ifliteracy’ in 1883
{OED department, 1980). More recently literacy has been defined as a social
practice. The notion of a literacy practice implies patterned and conventional
ways of using written language that are defined by culture and regulated by social

institutions. Different communities do literacy differently.

Before you read further, think about these questions:

1. isthere a word or phrase for literacy in the languages that you speak? If
so, what is it? If not, what words or phrases do you use if you wish to
speak about fiteracy?

2. According to the Oxford English Dictionary (OED) the word literacy was
formed as the antithesis (opposite} of illiteracy. s it always easy to decide
who is ‘literate’ and who is ‘illiterate’?

3. Janks’s final sentence sums up what she had written in the longer sentence
that preceded it. Do you agree with her that different communities do
literacy differently? Think of some examples to support your response to
this question. '

Janks begins her next paragraph with the statement “But none of this is simple”. .
She then raises a number of important questions about literacy and discusses her
response to them. While you are reading, you may find it helpful to write in the
margin a few words or a sentence that sum up the main idea developed in each
paragraph. When you reach Janks’s bullet point summary, you could then
compare your margin notes with her list of key ideas.




Comments on this redesign

1. While I have retained the original heading, | have attemipted to signal more
clearly the focus of the section by beginning with two questions, in bold type
for increased salience. Readers are constituted as students and teachers who

will have a response to offer.

2. 1have chosen a text written by a South African academic in which the author.
uses both local and international examples to introduce readers to a discussion
of literacy which is likely to challenge their everyday understandings of the
concept. Janks’s inclusion of the local and the global accords with the original
intention of the designers of Theory and Practice of English Language Teaching

to acknowledge teachers’ ‘locals’ but to relate these to the global.

3. In this redesign | have chosen not to summarise or paraphrase the author’s text
but rather to support readers as they engage with it. To this end, in the
questions that follow the opening paragraphs of Janks’s chapter | have glossed
‘OED’ and “antithesis’ and drawn readers’ attention to the final sentence as
(more or less) a summary of the complex sentence that preceded it. | then
suggest a note-making activity which is an example of Lockwood"s “tutorial in
print” as readers can check their summaries against the one provided by Janks
on page 5 of the chapter. The modality indicates to readers that | am making a
suggestion rather than giving an instruction as | am attempting to include both
readers who need practice in identifying key ideas and those for whom such

identification is not difficult.




