CHAPTER ONE
1.1 GENERAL  INTRODUCTION
“In a turbulent age, our schools and colleges must prepare the student to meet unprecedented and unpredictable problems. He needs to understand himself; he needs to work out harmonious relationships with the other people. He must achieve a philosophy, an inner center from which to view in perspective the shifting society about him; he will influence for good or ill its future development. Any knowledge about man and society that schools can give him should be assimilated into the stream of his actual life” (Rosenblatt, 1968:3). I have found this statement rather intriguing because Rosenblatt has, as a summary, admonished us to view literature as an integral part of our lives and embrace it as such. As teachers of literature, she maintains, our tasks should aim at how we can make literature lively and meaningful to our learners. She states that we should strive to create opportunities for them to explore literary texts, so that they would be able to think independently and critically on their own. Through this, they would be able to find ways to surmount problems that are likely to affect them in life and thereby enjoy the benefits of literature of  which poetry teaching and learning forms an integral part. It is however sad that although many literary works have been written and published on teaching and learning of poetry, especially in  High Schools and colleges over the years, poetry continues to receive much apathy from both teachers and students. One reason for the way this problem has lingered on could be due to the way poetry is taught and learned in schools and colleges. It is an undeniable fact that some teachers of English more often than not, lack the necessary skills and ability to effectively teach poetry as an aspect of literature. More importantly, many teachers of English think that when it comes to teaching and learning of poetry, it is the technical aspects rather than the meaning that is important. For example, they think that students should be made to understand all the stiff                                                         figures of speech such as metaphors, oxymorons and iambic pentameters that are often embedded in poetry, in order for them to assimilate the lesson. 
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But some leading theorists and teachers of literature like Rosenblatt have argued that literature and for that matter poetry, is meant to be enjoyed and understood by learners in different ways. Beyond this, Rosenblatt seems to argue in the quote above for a wider value for literature. She states that if teachers are able to assist students to gain the benefits of literature, then these students would be able to use the literary knowledge they have acquired through the study of literature or poetry, to influence individuals and society.
 In fact, a recent study conducted by Jacson (2005:1) has claimed that the study of poetry ‘provides a way for young people to develop critical writing and thinking skills, gain confidence and become empowered citizens in their communities and beyond’. According to these assertions, teaching literature including poetry  has value. But, the  supposed ‘threat’ or ‘fear’ often  posed by the genre of poetry, needs to be minimized. Indeed, Rosenblatt aims for this and more when she states that her work in Literature as Exploration, is aimed at presenting approaches  for teachers who are willing or determined to assist students to acquire the joy that literature can provide. It is attitudes to poetry teaching and learning that I wish to consider next in this study.
1.2  BACKGROUND OF THE  STUDY  
In Anthony Adam’s introductory words to Dias and Hayhoe’s (1988) work, Developing Response to Poetry, the editor laments how the teaching of  poetry continues to be problematic to English teachers  and students especially at Secondary or High School levels

…there is a considerable unease in the case of many teachers of English, especially at secondary school level, about what exactly to do with poetry in the classroom and that, in consequence, relatively little poetry is used, particularly,  in the first three years of secondary schooling….(Dias and Hayhoe, 1988: vii)
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This observation is relevant in that my personal experience as a teacher of English Language in a High School in Ghana revealed  that some teachers of English and students are unwilling to teach and respond to poetry with the excuse that it is full of figures of speech which are difficult to teach and understand. My students for instance, describe poetry as a “monster subject” and thus showed a cold attitude to the study of poetry. However, I believe the problem is partly due to the minimal degree of importance attached to poetry in the language curricula of some countries. For example, it is surprising that even though in Ghana and South Africa teachers teach and examine their High School students in poetry at  the national  level, poetry is not foregrounded in their national language curricula for English as an Additional language. Indeed, one would have expected the National Language Curriculum of Ghana for instance, to foreground teaching and learning of poetry, because unlike South Africa, where it is not compulsory for the final year students of English as an Additional Language to answer questions on poetry, the opposite is what pertains in Ghanaian High Schools. (see the 2007 final year Examination papers for English as an Additional language for South African and Ghanaian High Schools in the appendices ‘C’ and ‘D’ at the end of this report). 

The South African language curriculum for English as an Additional Language, only refers to the genre implicitly in learning outcome 3, page 16 of the National Curriculum Statement thus; ‘The learner will be able to read and view for information and enjoyment and respond critically to the aesthetic, cultural and emotional values in texts’(South African National Curriculum Statement for Grades 10-12, 2005: 16). Similar implicit views about poetry teaching and learning have been expressed in the Ghanaian National Language Curriculum Statement that learners would be able to read and synthesize a literary text for their own enjoyment.(National Language Curriculum Statement of Ghana, 2005). 
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1.2.1  SOME DIFFERENCES AND SIMILARITIES IN GHANAIAN AND SOUTH

          AFRICAN HIGH SCHOOL ENGLISH AS AN ADDITIONAL LANGUAGE 
                                           CURRICULUM   

 As part of the background to this study, I have considered it prudent to brief my readers on some differences and similarities between the High School English as an Additional Language Curriculum of  both countries involved in this research report. It is worth noting that Ghana is one of the few postcolonial countries where English is used as a sole official language. It is used both as a medium of instruction and a subject at all levels of education. Ghana also has a three-year High School English Language Core Curriculum which consists of both English Language and Literature, and poetry is an important aspect of the latter. It must be mentioned that this literature aspect of the English Language core curriculum has nothing to do with the literature curriculum in the Ghanaian High Schools. The literature being discussed here is just an aspect of the Core English Language Curriculum in the Ghanaian  High Schools.
Post-apartheid South Africa by contrast, has a five-year High School language curriculum comprising eleven official languages with English Language as one of them. But not  all the eleven official languages are studied by students in South Africa. Another striking difference between  the language curricula in both countries is that  whereas in  South Africa English can be studied as home or Additional language, in Ghana it is only studied as an Additional language.
In addition, in the Ghanaian High Schools, questions on poetry are compulsory and form an integral part of the final year English Language hundred multiple choice questions but this is not the case in South Africa . Although poetry is taught and learned at this level in both countries, little is said about it in their English as Additional or second language curricula. 
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I believe it is these types of attitudes towards the teaching and learning of poetry in both countries and many other countries’ national language curricula, may be contributing factors to the problem being posed by poetry; thereby devaluating poetry teaching and learning in the High Schools of both countries.
 To explore this problem more fully, what this study attempts to do is to examine the methods used in the teaching and learning of poetry  in English as an  Additional language in the  High School English Language textbooks and teaching materials of both countries. The focus is on the textbooks of Grades 10 to 12 in South Africa and Senior High School (SHS) Forms 1 to 3 in the case of Ghana.
 
1.3   AIMS OF THE  RESEARCH  
The aim of this research is to investigate how poetry teaching and learning is constructed in English language textbooks and selected teaching materials in Ghanaian and South African High Schools. The study aims to ascertain the range or variety of modes and approaches to teaching and learning poetry in these materials. The study will also aim to compare and contrast the construction of poetry in the High School English Language textbooks of both countries concerned in this study. The findings from the comparison should enable the researcher to offer insights into the pedagogies used. This will lead to greater understanding of the teaching and learning of poetry in the High Schools of both countries.

1.3.1  RESEARCH  QUESTIONS  
This research will attempt to find answers to the following main question:

(a)  How is poetry teaching and learning constructed in the textbooks and teaching materials of both countries? 
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To discover this, this study will further consider the following sub- questions: 

(b) What learning theories underpin the construction of poetry teaching and learning 

    in the textbooks and selected teaching materials?

 (c) What theories of Literature teaching underpin the construction of poetry  teaching      and   learning in these materials? 

(d) What activities and tasks  help to construct the teaching and learning of poetry in these materials?

(e) What identities are constructed for both teachers and students and how do these    contribute to the construction of poetry teaching and learning in these textbooks and selected teaching materials?
1.4  RATIONALE OF THE STUDY
 Even though I taught English Language and Literature-in-English for a decade, little did I know that the various activities or methods which I employed during my lessons meant that I constructed the teaching and learning of poetry in specific ways. For example, I did not realize that the traditional or text-based approach as described by the New Critical theorists like Brooks (1947) and Wellek and Warren (1949) cited by Newell and Durst, (1993 : 24) as a method that ‘calls for a close reading of the text, with particular emphasis on the narrator, the point of view, and the correct interpretation…, placing the teacher in the role of knowledge holder and evaluator who leads the students to arrive at predetermined meanings and checks to see that these meanings are remembered and understood…’,  is a particular construction of poetry teaching and learning. This method is similar in some ways  to  what Rosenblatt (1968, 1978) describes as “efferent reading” of a literary text , which requires that literary texts should be examined or scrutinized during the reading process  for a relevant piece of information that could be useful to the reader. 
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It  did  not occur to me that when I taught poems like Kofi Awoornor’s Rediscovery and tried to explain some key words in the poem such as “recedes,” “seagulls” and “forged” and other seemingly difficult expressions like “chamber of memory” whose meanings I insisted students understood, and even used to form sentences, I was constructing teaching and learning of poetry as language learning through these activities (Carter1982, 1991; Thorn 1991). In this instance, poetry teaching   and learning is constructed as a way of improving students’ use of language, vocabulary and writing skills. Carter (1991: 12) has argued  that ‘Studying the language of  literary texts as language can therefore enhance our appreciation of aspects of the different systems of language organization’.  

So finally, as the main rationale, this research is being conducted in order to enhance our understanding of the different constructions of poetry teaching in these specific textbooks. It is hoped that some conclusions will be able to be drawn about which constructions of  poetry teaching contribute to making the teaching and learning of the genre more meaningful, enjoyable and exciting, especially in High Schools.  
1.5  DEFINITION OF  TERMS 
In this section, I define the phrase ‘Construction of Poetry Teaching and learning’ and the term ‘curriculum’  as they are used  in this study. 
Construction of  Poetry Teaching     
The above phrase is used in this research report to describe ways in which poetry teaching and learning is conceptualized and implemented in the teaching and learning of the poems in the High School English Language textbooks of Ghana and South Africa. The construction of poetry teaching means identifying what conceptualization of poetry teaching is made evident through the examination of the textbooks and the teaching materials, specifically those that teach poetry. 
                                                                       7
Curriculum 
Many scholars have written extensively in an attempt to define the term curriculum. But I would offer two explanations given by two authorities on this topic which I consider relevant to my study. I would also consider curriculum as a document and as a contextualized social process. The term ‘curriculum’ has been defined by Allan and Hunkins (1988:9) as ‘a plan for action or written document that includes strategies for achieving desired goals or needs’. Another school of thought David Pratt in Allan and Hunkins  (1988:9) explains curriculum as ‘an organized set of formal education and or training intentions.’ Both definitions offered here are similar to considering a  curriculum as a programme or policy document which is meant to be  implemented including its  contents, aims or intentions and skills. If curriculum is conceived as the above, then it will be prescriptive to the extent that poetry teaching and learning  could be constructed as an ‘object that needs to be fetched’ or learned in a particular way that is acceptable. And teaching and learning literature, for that matter poetry, in this prescriptive way, might be the cause of  the problem with poetry in some schools. But if by contrast, curriculum is conceived as a contextualized social process, then it could be perceived as ‘a practice-oriented…’(Cormbleth 1990: 86/87). As a  contextualized social process, curriculum could be considered as what actually goes on in the classroom between teacher and students. In such a curriculum, the teaching and learning process is actualized to meet the social needs or even life experience of the students (McKinney 2005). In this case, poetry teaching and learning could be constructed as a contextualized act or practice so as to redefine curriculum in a more flexible manner.
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                                                      CHAPTER  TWO
THEORETICAL  FRAMEWORK 
Introduction     
The theoretical framework of this research will focus on  two main theoretical areas, namely teaching and learning theory and theories of  literature teaching and learning. The main theories to be focused on will be Vygotsky’s (1978) theory of teaching and learning as well as multimodal pedagogy of teaching and learning; and  Reader-Response theory, with particular reference to the works of Louise Rosenblatt (1978) and  Wolfgang Iser (1978). Both sets of theories  I  have drawn upon in this study as mentioned above, are supported by other studies or works of scholars which are pertinent to this research. In the case of the literature teaching and learning theory for instance, I shall consider the New Critics, and Reader-Response theory. I shall also consider the Structuralists, the Formalists, Language Oriented Approach to teaching and learning literature and Contextual approach. The next section (2.1) discusses Vygotsky’s views on teaching and learning.

2.1  THEORIES OF TEACHING AND LEARNING 
2.1.1 Vygotsky’s Views on Teaching and Learning
 I have chosen Vygotsky  as the main teaching and learning theorist, because his work  appears to be multifaceted when it comes to its application to teaching and learning. His work to some extent, incorporates the cognitivist and interactionist theorists of teaching and learning. A close look at Vygotsky’s work has shown that he has overtly or implicitly embraced the views of  the famous theorists of teaching and learning such as  Piaget and Thorndike. It is on this premise that Gillen (2000) has argued that Vygotsky’s multifaceted and multi-disciplinary stance to teaching and learning contributes to making his work readable and rewarding. 
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Although Vygotsky’s work has been widely acclaimed in many respects, this study will  focus only on aspects that are relevant to it.

First, Vygotsky argues that the teacher has an important role to play during the teaching and learning  process. He posits that the teacher has the responsibility to ‘scaffold’ learners to move from the Zone of Proximal Development (ZPD) to a new level of learning. He describes the (ZPD) as ‘the distance between the actual development level as determined by independent problem solving and the level of potential development as determined through problem solving under adults guidance or in collaboration with  more capable peers’(Vygotsky, 1978: 86). Vygostky says that every teaching and learning process requires that the teacher, as a possessor of superior knowledge, scaffolds students to enable them improve upon their present level of understanding the lesson to a greater or better level during the teaching and learning process. It is in line with this that Demetrious Andreas et al.(1992: 25) have argued that:
scaffolding involves co-participation in the task by another person with a higher level of skill than the child. With the scaffolding that this person provides, the child and adult together can successfully perform a task that the child could not do independently even with the support of modeling or instruction.
 In addition, Vygotsky ascribes the role of ‘mediator’ or ‘facilitator’ to the teacher during the  teaching and learning process. As a mediator or facilitator, Vygotsky claims that the teacher supports the teaching and learning process by giving relevant guides, such as  asking students leading questions, in order to enable them to assimilate the lesson. During the mediation, the teacher arranges all the discussions in class and serves as a bridge between the students and their new knowledge. Carter (1991:7) describes the teacher in this case as ‘an enabler’ who works closely with students and ensures meaningful understanding of the lesson. Sometimes, according to Vygotsky, this role of mediation  could be taken up by other adults who are not teachers outside the classroom or capable peers (Vygotsky 1978).
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The role of such adults and capable peers as mediators is an obvious indication of a shift in the role of the teacher as the sole facilitator or mediator of the teaching and learning process. This also reduces the teacher’s role as the sole  authority, thereby moving away from the methodology whereby the teacher tells or gives information to learners throughout the teaching and learning   process.  
Further, Vygotsky  provides the basis for progressive student-centered pedagogy that is in contrast to the former teacher-centered pedagogy which usually resulted in passive student-dominant teachers  and rote learning. In this approach, students are given a range of opportunities to be involved in the teaching and learning process. Students are placed in groups or pairs and given the opportunity to carry out their own activities during the teaching and learning process. In such a classroom situation, the teacher is no longer seen as the sole authority during the teaching and learning process. His role as a teacher, in this case, has been relinquished to the students as they virtually influence and direct activities in the classroom. The students however are actively engaged in learning and discovering knowledge rather than being told  everything. However, activities are still mostly designed by the teacher in such classroom situations. As a matter of fact, Brindley has pointed out that student-centered lessons have ‘resulted in a redefinition of the role of the teacher…’(Brindley, 1990:36). In this case, students are seen as active learners rather than passive learners. This notion of student-centered lessons has been bolstered by Collins, Harkin and Nind (2002:4) ‘involving students in a lesson is an empowering set of practices, which stress the learner as a critical investigator, rather than the passive recipient of knowledge.’ 
 Vygotsky also contends that students learn through speech. This is due to the fact that students tend to make their ideas clearer through speech. As such, as he argues, speech ‘may have several functions such as labeling and planning…in that it enables the child to identify a particular object, to single it out and distinguish it from other field’(Vygotsky,1978: 32).
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Indeed, studies conducted by Dinsmore et al,(1985); Brindley (1990) have indicated that if students are given several opportunities to communicate in various activities in an enabling classroom environment  together with good group strategies, they will be able to organize for themselves, special knowledge and skills in language which they will need in their lives outside the classroom. To add to the above, recent research conducted in the United Kingdom by three government-approved and funded initiatives, namely the National Writing Project, the National Oracy Project and Language in the National Curriculum Project, cited in Collins et al (2003:14) has reiterated the message that ‘talk has a central role to play in developing children’s knowledge in understanding’. This notion of the role of dialogue in teaching and learning has been further explicated by Claxton (2007:123): ‘Getting students talking and arguing about the concepts ….and coming up with their own preferred terms and definitions serves…to deepen their understanding, interests and ownership of lessons.’ 

Closely linked to Vygotsky’s view on the importance of talk during teaching and learning is that learning should be interactive. Particularly, he postulates that learning is mediated first between a person and other people and cultural artifacts, and then appropriated by individuals within themselves (Vygotsky, 1978). This thought of interactive and active learning has been further substantiated by Wenger (1998:10): 

…if knowing primarily involves active participation in social communities, then we have to find inventive ways of engaging students in meaningful practices, of providing access to resources that enhance their participation, of opening their horizons so they can put themselves on learning trajectories they can identify with, and of involving them in actions, discussions, and reflections that make a difference to the communities that they value. 
 Vygotsky’s notion on interactive learning has been reinforced by (Lehr,1991; Langer,1996; Lunenberg and Volman 1999; Heller 2007, in Claxton 2007) who have argued to some extent that learning begins from society, and that children normally 
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achieve higher levels of reasoning through conversation and discussion. In agreement with this argument, Bruffee (1984) cited by Hickey and Reiss (2000:27) has acknowledged that as teachers of literature, ‘our task must involve engaging students in conversations among themselves at many points in both the writing and the reading process as possible’. 

 In addition, Vygotsky believes that the process of learning becomes more effective when  teaching and learning occurs through the use of signs, gestures, or concrete objects rather than teaching in abstraction. He argues that ‘The very essence of human memory consists in the fact that human beings actively remember with the help of signs’ and that ‘for a young child, to think means to recall; but for the adolescent, to recall means to think’(Vygotsky, 1978:51). Hence, ‘Human memory is seen as a function that is actively supported and transformed through the use of signs’(Daniels, in Vygotsky and Pedagogy, 2001:16). The use of signs such as gestures, postures, illustrations, students’ drawings  and dramatizations are all seen as helping to support learning. Vygotsky’s assertion is in line with the multimodal pedagogy of teaching and learning which advocates that  ‘in a multimodal text using images and writing, the writing may carry one set of meanings and the images another’(Kress and Van Leeuwen,1996:18). This idea of multimodality of a text (s) is crucial to teaching and learning, given that teaching and learning could occur in different forms apart from speech. This underscores Hickey and Reiss’ (2000: 20) argument that ‘encouraging students to explore the inter-relatedness of arts by constructing projects, often collaborative, that make use of other art forms – music, dance, image, hypermedia is   as heuristics for literary interpretation of poetry’. 

 Vygotsky also asserts that students learn by imitating and mimicking the behaviours of people in their societies or communities. According to him, ‘Children can imitate variety of actions that go well beyond the limits of their own capabilities. 
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Using imitation, children are capable of doing much more in collective activity or under the guidance of  adults’(Vygotsky, 1978:88).  Shapiro and Gerke in Vygotsky (1978) have argued that when students emulate and repeat the examples of the teacher ad infinitum during the teaching and learning process, they  become used to the concept (s) being taught. In line with the above, ‘cognitive neuroscientists’ now think that the human brain has developed to such extent that people are able to learn by imitation and are able to mimic what they see others do around them. This  disposition towards imitation, they argue, is one of the main ways in which cultural habits of thinking and learning transmit themselves from generation to generation (Tamasell,1999; Hurley and Charter, 2005) in  Claxton (2007). 

Finally, Vygotsky argues that learning takes place through exploration. As such, when students are allowed to explore concepts during teaching and learning, they grasp and assimilate concepts better and faster. His views on learning through exploration have been reinforced by Watson (1979) and Jarvis, Holford and Griffin (2003) who have stated that allowing students to find out about issues for themselves enhances their knowledge about concepts. And that through this, students become more confident and satisfied with their results. In particular, Jarvis et al. (2003: 29) have argued that ‘Teachers and lecturers can allow students considerable freedom to undertake projects and experiments and discover for themselves outcomes of their work’. 

Vygotsky’s theory of teaching and learning  is relevant to this study, as it helps to provide ways of analyzing the approaches to the teaching and learning of poetry in the textbooks. This is because the elements of Vygotsky’s theory of teaching and learning, have contributed to the analytical framework used for the textual analysis in this study, in that an approach or lesson that encourages talk, student-centered activity, students exploration, the use of different forms of concrete learning or providing forms of scaffolding or mediation can be seen as examples of drawing on Vygotsky’s theory of teaching and learning; and therefore constructing poetry teaching and learning in a certain way. 
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 The next aspect of this chapter discusses multimodal pedagogy of teaching and learning. 
2.1.2  A PEDAGOGY OF MULTIMODALITY OF TEACHING AND LEARNING 
The term ‘A Pedagogy of Multi-modality’ was  coined by The New London Group in 1996. The proponents of the term are of the view that teaching and learning can occur in other modes or forms apart from language alone, which normally constitutes the traditional approach to teaching and learning. In particular, they posit that the meaning of a text can be realized in ‘…multiplicity and integration of significant modes of meaning making, where the textual is also related to the visual, the radio, the spatial, the behavioral, and so on…’(The New London Group 1996:64). 

Van Leeuween (2005:281) has defined multimodality as that which ‘refers to the combination of different semiotic modes-for example, language, image and music in a communicative artifact or event…’. Literature teaching and learning can occur through any of these modes in the classroom. Students can illustrate meanings of literary texts with drawings, facial expressions, postures and even through music, in addition to the rule governed grammar or written language. Stein and Newfield (2006:7) citing (Kress et al 2005; Jewitt 2006 and Bhattacharya et al 2007) have argued, ‘Even in the English classroom where common sense would have it that language is what really matters, teaching and learning are multimodal’. Teaching and learning, more often than not, apart from ‘speech and writing are accompanied by image, gesture, gaze, movement and posture’(Stein and Newfield 2006:7). The application of multimodal pedagogy in teaching can be said to be a way of practicalizing or actualizing the teaching and learning process. This creates opportunities for learners to express their thoughts or feelings more confidently in the classroom because they do not have to struggle with the language. A recent experiment conducted by Newfield and Maungedzo (2005) in which they applied the pedagogy of multimodality in a  South African High School poetry class, has proved to be effective. With the application of this pedagogy, they were able to ‘revitalize the poetry  curriculum in a secondary school in Soweto ’(Newfield and Maungezo 2006:15). 
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From this discussion, it is clear that pedagogy of multimodality can be relevant to this study, as the lessons on poetry teaching and learning from these textbooks can be examined to determine whether this approach is used. This would contribute to the construction of poetry teaching and learning in a particular way. 
The next aspect of this chapter looks at theories of literature teaching and learning
2.2 THEORIES OF LITERATURE TEACHING AND LEARNING
In this section, I discuss some theories of literature teaching and learning that are relevant to this study. These theorists involve the New Critics, the Reader-Response theory as depicted in the works of Louise Rosenblatt and Wolfgang Iser. The  section  will finally end with  the works of practitioners of literature teaching and learning like Roland Barthes, Christopher Pike and Joe Andrew, Gillian Lazar and Jefferson Ann and Robby David. As I have done in the teaching and learning theories section above, I shall from time to time use other studies and works of scholars to buttress my argument.
 2.2.1 THE NEW CRITICS  
The New Critics’ approach to literature teaching and learning started in 1949 in reaction to what they called ‘The Affective Fallacy’ which is described as ‘a confusion between the poem and its result,’ in an article  written by W.K.Wimsatt and Monroe Beardsley.  ‘It begins by trying to derive the standard of criticism from the psychological effects of the poem, and ends in impressionism and relativism. The outcome … is that the poem itself, as an object of specifically critical judgment, tends to disappear (quoted in Thomson,1987:94). 
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The New Critics are always concerned with the poem which they consider as ‘a solid object’ to be read and assimilated by  a well prepared or organized reader who has nothing worrying the mind. As a result of this, the New Critics, in their bid to maintain the ‘autonomy’ of the text, have ignored the writer together with his historical position as well as any ‘extra-textual experience of the reader’(Thomson 1987: 95). Indeed, in their work, ‘The Intentional Fallacy’, Wimsatt and Beardsley have argued that when readers consider the ideas of the writer in detail, they tend to lose focus on the text. (Thomson 1987). To the New Critics, the main focus of literature is to coordinate or make ‘coherent conflicting meanings, attitudes or possibilities of experience; to reconcile for example, the temporal and eternal, mind and body, spiritual and physical, thought and feeling, love and hate’(Thomson1987:95). 
This is because, according to them, these are the only features that can enable the writer to express his ideas succinctly through the use of metaphors and symbols. The New Critics have been very influential in the teaching and learning of literature, but in recent decades, they have been strongly criticized by, among others, Terry Eagleton, a Marxist critic. He has chastised them for their hypocritical behaviour or attitude concerning literary texts saying: 

Reading poetry in the New Critical way meant committing yourself to nothing: all that poetry taught you was ‘disinterestedness’, a serene, speculative, impeccably even-handed rejection of anything in particular… in other words, a recipe for political inertia, and for submission to the political status quo (Eagleton 1983: 50).

Raymond Williams (1977) has also lashed The New Critics’ perception about literary texts. He has agued that the New Critics’ ideas are misleading, because the act of reading and writing are active processes and serve as a link between the reader, the writer and the text; and that during the reading and writing processes, both the reader’s and the writer’s historical and social experiences are important. 
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William’s views have been drawn on by Thomson (1987) who points out that the New Critics have succeeded in discouraging students from reading. He goes on to explicate that if students are not given opportunities to express their ‘idiosyncratic and emotional reactions’ to literary texts, literature is made into a formal esoteric study and its relevance to human life is  lost’ Thomson (1987) in Dixon 2001: 18). 

So for this study, any materials that focus on aspects of the text exclusively, the reconciling of different meanings or which exclusively emphasize literary features such as metaphor, simile and the like could be seen as drawing on theories of The New Critics, and therefore constructing poetry teaching as exclusively text-based or non-contextual, as privileging the study of literary language. 
The next section of this chapter discusses structuralism in literature teaching and learning. 
2.2.2  STRUCTURALISM 
To the structuralists, literature is a special form of language which focuses on the way its meanings are produced rather than on the meanings themselves. According to Thomson, Structuralism, ‘is part of semiology, a general science of signs, which analyses all cultural artifacts as signifying systems’(Thomson 1987:101). Structuralists are also of the view that ‘a literary text is just another system of signs like the newspaper article, a comic, a photograph, a boxing match, a committee meeting, a film, a menu…all to be analyzed in the same way to discover how they construct meaning’(Thomson 1987:101). But the structuralists have claimed  that a literary work cannot be an object in itself as the New Critics see it, but rather, it is something which is comprehensible based on what readers have internalized. According  to Thomson (1987:104) ‘the structuralists shift the location of meaning from “the text itself” alone, to the reader’s activity in applying the conventions’. Jonathan Culler (1983) has pointed out that structural analysis of a literary text could assist readers to acquire literary competence. 
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He says that ‘readers gain literary competence by assimilating or internalizing a set of conventions or grammar of literature… which permit them to convert linguistic sequences into literary structures and meanings’(Thomson1987:101). At this point, it is pertinent to acknowledge the structuralists’ similarities and dissimilarities with the New Criticism. It is interesting to note that both groups have denounced the author and realities outside the texts and emphasize the usefulness of the internal analysis of literary texts. Also, in their ‘concern to be more scientific, structuralists, unlike the New Critics, show no interest at all in literary evaluation, they are interested only in the characteristics of a poem, for example, rather than in the qualities that make it a good or bad poem …’(Thomson1987: 104).  Thomson has argued that Barthes’ five‘codes’ of literature interpretation have made significant contributions to the understanding of literature. Thomson says these codes are used mostly by both writers and readers to create meaning in a literary text. In other words, according to Thomson, the ‘codes’ serve as a means by which readers understand a literary work through their engagement with the texts. The codes are the sources of the texts’ meanings and involves the reader in producing those meanings. Thomson has put it this way, 
‘The value of Barthes’ codes to the teacher of literature is that they recognize the importance of readers’ life experiences to literary understanding and thus exposes the limitation of the exclusive focus of the New Critics on the words on the page’(Thomson1987:106 /107). Thomson’s argument for the adoption of Barthes’ ideas as a structuralist in teaching of literature is summed up as he draws on Barthes’views on close reading of a literary text thus: 


Generating expectations and formulating and solving puzzles while reading are important features of active reading and those students who don’t do these things inevitably find reading very boring. What will happen next? (Proairetic code) and what significance has it got? (hermeneutic code) are the kinds of questions that good readers keep asking of texts while they are reading… they are also teachable (Thomson 1987:108).
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The activities and questions in the poetry lessons are examined to see whether they are drawing on structuralist concepts and approaches to teaching and learning poetry. This will be constructing poetry teaching and learning in a particular way in this study.

The next section of this research report gives a brief discussion of the Formalists’ approach to teaching and learning literature.
2.2.3  FORMALISM 
The formalists’ approach to literature teaching and learning, especially poetry, could be said to have started in Russia in 1917. That was under the leadership of linguists, theorists and critics such as Boris Eykhenbaum, Roman Jakobson and Victor Shklovsky. Notable amongst them is Roman Jakobson, who was keen to investigate the difference between linguistics and literary works which involved the ‘relationship between the representation (the sign) and the represented (the efferent), the direction which developed principally from his major formalist work of contemporary Russian Poetry…’(Pike and Andrews 1979:14). The formalists thought it good to develop ‘a pure study of literature, a poetics, in which literature would be treated as an independent phenomenon in its right, and its specific features as “literature” discovered and their relationship formulated’ (Pike and Andrews 1979: 14).
According to Pike and Andrew, formalism ‘came into existence through the remarkable pooling’ by a group of eight prominent men of linguistic knowledge. One main factor which helped to bring the formalists together was their desire to know more about the internal structures of language (Pike and Andrew 1979). This desire to know more about language was championed by Jan Baudouin de Courtenay and Ferdinand de Saussure. As a result, the need to study language could be traced in many ways in the formalists’ attempt to find out more about literature. 
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The formalists were motivated by the need to ascertain how language functions as a form of ‘a system’. To the formalists, ‘the transferred notion that literature, the art of language, exists and be understood also as a system or structure, was one of the profound consequences  for the formalists’ (Pike and Andrew 1979:9). The formalists were also interested in studying the ‘scientific’ nature of language ‘which aimed at objective and precise study of the elements that constituted the system of literature: the poetics which they wished  to create was to be science, not an interpretation of literature’(Pike and Andrew 1979:9). As a result of the above, ‘the formalists thus found poetry to be the literature in which the sets of devices used to construct the text and manipulate sound and meaning could be most systematically and “scientifically” studied’ (Pike and Andrew 1979:15). In addition, in order to maintain their position, the formalists ‘notoriously emphasized to  the polemical extremes the difference between the artist and his art, the writer and the text, the poem and the poem’(Pike and Andrew 1979:11). It must be mentioned that the main argument of the formalists about the study of literature is the need to identify literariness which they believe is ‘a poetic language as a language subject to a particular modality and the rejection of the term “image” in favour of the term “device” as the basis of literature’s operation’ (Pike and Andrew 1979:12). 

Thus, any aspect of the poetry  lessons in these textbooks that require the study of the literary devices or focus on the literariness of language can be seen as constructing poetry teaching and learning as being underpinned by the formalists’ approach. 

The next section discusses the Language Approach to literature teaching and learning.
2.2.4  LANGUAGE APPROACH TO TEACHING AND LEARNING LITERATURE  
 Although many scholars have written on the use of poetry lessons to enrich students’ linguistic acumen, I have found the ideas of Lazar Gillian (1993) and Ronald Carter (1991), more useful to this study. Lazar asserts that poetry could be used to enhance students’ grammatical knowledge. 
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In particular, she postulates that ‘The occasional use of a poem linked linguistically to a lexical or grammatical area being taught in a particular lesson is often an enjoyable way of reinforcing or revising that area’ (Lazar 1993:100/1). Lazar’s assertion about using poetry lessons to enhance students’ knowledge in grammar has been accentuated by Carter (1991:12) ‘Grammar can be taught not in a rote or abstract way, but in relation to the way in which writers can creatively exploit or adhere to grammatical rules in order to produce a particular literary-aesthetic effects…’.
More so, Lazar claims that poetry could be used to teach vocabulary. She suggests tasks such as selecting words from the poem and tasking students to write down any associations of the selected words against them.  In doing this, students can come out with new words for the selected words. According to Lazar, students could be encouraged to make use of the dictionary where necessary to locate the meanings of the words which might pose problem to them. Carter has argued that ‘… studying the language of a literary text as language can enhance our appreciation of aspects of the different systems of language organization’ (Carter1991:12). Lazar also posits that when using poetry in a language classroom, a teacher can use poetry to teach syntax and language awareness. She suggests that teachers could make use of ‘deviant’ or unusual use of language they might find as a way of expanding students’ language awareness or interpretive skills. She goes on to assert that if a poem contains ‘unusual syntax,’ students should be tasked to pinpoint how unusual it is, and be able to contrast it with the appropriate or acceptable ones. In this way, as she contends, they would be able to have knowledge about the ‘stylistic effect conveyed by the language’, as well as the meaning of the poem (Lazar 1993:100/1). This notion of language learning through poetry, has been reinforced by Carter who has argued that ‘…language is patterned in highly interesting ways in literary texts and so they are in a primary sense, fascinating sources for the study of language’ (Carter1991: 9).   
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Further, it is interesting to read that poetry lessons could be used to sharpen students’ creative writing skills. This occurs when students are asked by teachers of English to write their own poems after they have been taken through a series of exercises on various stages of poetry appreciation. Lazar (1993) has pointed out that to use poetry to enhance students’ writing skills; teachers could task students to write talks or debates on the theme or subject of the poem. In most cases, the students’ writing process becomes more effective when they are asked to emulate the original poem (s). Rex Rehn in Thomson (1992:117) has supported this notion by indicating that ‘poetry is a language being worked hard at and I admire the ways some poets do that…. I show my students how the poets do it and ask them to imitate the originals…and usually, they create something which is strong and powerful…’ Equally, Carole Braverman in Thorn (1991:112 /113) has asserted that in order to enhance students’ creative skills, she often asks them to write their responses after they have been taken through vocabulary building; and it is interesting to learn that ‘students responses are often imaginative, witty, vibrant and written with natural voice, lending credibility to one of my primary objectives that they experience literary analysis as a creative form…’. The notion of students’ learning poetry writing through imitation is in line with Vygotsky’s theory of learning which acknowledges that students learn by imitating the behaviour of people in their environments (Vygotsky 1978). 

Finally, Lazar is of the opinion that poetry lessons could be used to develop the  oral skills of students. According to Lazar, this could be done through what is called ‘choral reading’ which is a kind of  ‘performance in which the poem is read aloud by a group of students, and should be accompanied by gestures, facial expressions and the changing qualities of the voice…’(Lazar 1993:118). However, as she puts it, before this choral reading, teachers should ensure that students are taken through correct pronunciation of some difficult vocabulary which might hinder their smooth performance. 
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This brief discussion on Language Oriented Approach to teaching and learning literature-poetry, demonstrates the claims of those who practice this approach. The relevance of this approach to this study is that it places any materials that focus on elements of language development, such as syntax, vocabulary and stylistics, to be constructing poetry teaching as an opportunity for the development of language skills. 
In addition, materials that emphasize creative writing or oral performance can be seen as constructing poetry teaching as a stimulus to students’ creativity and imagination. 
The section discusses the contextual approaches to literature teaching and learning.

2.2.5  CONTEXTUAL APPROACHES TO LITERATURE TEACHING 

                                              AND  LEARNING

This section considers two main contextual approaches to literature teaching and learning. A contextual approach can be described as the kind of approach that takes into account the influence the social, historical, political and cultural  beliefs and practices have on a piece of literary work. In other words, it deals with the time or period that a particular literary  work was written. Examples of contextual approaches  are: Marxism  and  Feminism.

The Marxists approach to literature teaching  is based on the premise that ‘literature can only be properly understood within a larger framework of social reality’ (Jefferson and David 1982: 167). In addition, Marxists are of the view that literature should not be taught in a vacuum as a system or as an outcome of somebody’s work (Jefferson and David 1982). 

In short, Marxism holds the view that literature should not be separated from society and history, because by so doing, it loses what really is literature (Jefferson and David 1982).
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Feminism on the other hand, has to do with ‘a political label indicating support for the aims of the new women’s movement which emerged in the 1960s’ (Jefferson and David 1982:204). Feminism in modern literature is therefore what can be described as ways and means by which literary works deal with women or female issues either socially, politically, economically or globally.  
It must be mentioned that the contextual approaches to literature teaching have all emphasized the different ways of teaching and learning literature in relation to the context in which a piece of literary work has been produced.
These approaches are extended to take into account the context in which a work of literature is read. Therefore, poetry teaching and learning that often attempts to relate the poem to context, will be constructing poetry teaching as the exploration of literature in the wider context of the learners’ lives.
The next section discusses Reader-Response theory. 
2.2.6 READER-RESPONSE  THEORY  
 Louise Rosenblatt’s Reader-Response theory is believed to have started with I.A. Richards’ discussion of “emotional response” along with the works of D.W. Harding and Louise Rosenblatt between 1920s and 1930s. In 1938, Louise Rosenblatt published her work entitled, Literature as Exploration which was republished in 1968 and 1970 respectively. Rosenblatt could be said to be the founder of reader-response theory which many teachers and readers of literature are working with today. Squire (1994: 638) describes her work as ‘a fountainhead of analytic study of reader-response that influences virtually all subsequent researchers and teaching specialists who are interested in the role of the reader’. Unlike the New Critics, whose concentration is on the text as object, ‘the reader-response theorists focus their attention on the reader and the imaginative activities they are involved in, to make meaning’ (Dixon 2001:18).
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Louise Rosenblatt 
Louise Rosenblatt suggests that texts cannot have one or a uniform interpretation because there are individual differences in responses to texts. She argues that, ‘the same text will have a very different meaning and value to us at different times in different circumstances’ (Rosenblatt, 1968: 35). She goes on to explicate her argument that the differences in text interpretation occur as a result of the fact that the human mind could experience varying conditions. In particular, she posits: 
   some state of mind, a worry, a temperamental bias, or a temporary social crisis may    make us either especially receptive or especially impervious to what a work offers’ (Rosenblatt, 1968: 35). 
What she means here is that because nature has endowed human beings with different abilities and different experiences, the way every individual reads and interprets a literary text is often different between individuals and may vary over time within an individual. This is because as human, we experience different social, cultural and psychological conditions. Rosenblatt’s views about text interpretation have been supported by Thomson (1987) and Mphahlele and Moffett (1994). Indeed, Thomson (1987:118) has argued: 

each reader builds up a coherent interpretation of a text for himself or herself, and each reader will do it differently because the decisions that have to be made depend to some extent on individual disposition and experience both of the world and of literature. Not only will different readers read the same book differently because their “repertoires” of personal and literary experience predispose them to focus on some aspects more than others, but the same reader can never read the same text again the same way. 

 In line with Rosenblatt’s claim, Lazar (1993) has argued that meanings of literary texts cannot be the same because readers understand texts in many or different ways.
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Short (1988) and Widdowson (1976) have also attested to the fact that texts cannot have uniform meaning for readers to extract; instead they have special meanings which can only be realized by the readers. My personal experience as a literature teacher bears out these claims as students frequently produced varying interpretations of literary texts. 
 Another aspect of Rosenblatt’s work is her claim that literary texts can be read “efferently” and “aesthetically”. In Rosenblatt’s view, during the efferent reading, the reader’s attention is focused on what should be learned or acquired from the text. This type of reading could be employed in the teaching and learning of poetry to enable students to pass examinations. Hayhoe and Dias (1988:34) for example, have agreed that ‘during a reading, efferent concerns may dominate reading a poem for a test…’. Aesthetic reading on the other hand is what Rosenblatt describes as when ‘the reader’s attention is centered directly on what he is living through during his relationship with a particular text’ (Rosenblatt 1978:25). Rosenblatt argues that readers’ interpretation of  texts are often influenced by their cultural and social experiences or background (Rosenblatt1978). Her notion has been supported by Lazar (1993:11) who has argued that ‘….a great variety of factors might influence the meaning that a reader confers on a text, ranging from the individual psychology of readers to the social and political milieu in which they live.’ 
 Rosenblatt contends that readers have already had  past  and present experiences which they  put to bear during the interpretation of texts. According to her, these experiences enhance readers’ understanding of texts during the reading process. This she succinctly couches in her own words: It is easy to observe how the beginning reader draws on past experience of life and language to elicit meaning from the printed words, and it is possible to see how through these words he recognizes past experience to attain understanding (Rosenblatt, 1968: 26). 
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 She goes on to assert that:

The reader brings to the text his past experience and present personality. Under the magnetism of ordered symbols of text, he marshals his resources and crystallizes out from the stuff of memory, thought, and feeling a new order, a new experience, which he sees as the poem… (Rosenblatt, 1978: 12). 

In a study conducted by Thomson (1987) on Understanding Teenagers’ Reading, Thomson claims that it is important for teachers of literature ‘to encourage students to correlate their own personal experiences of life with those imaged in literature’, He goes on to argue, ‘Forming connections between personal life and textual events through anecdotes is a constructive reading activity…’(Thomson,1987:120). 

 Finally, Rosenblatt states that the meaning of a literary text is created when readers interact with texts. Particularly, Rosenblatt has claimed that the meaning of a poem remains “inkspots” on paper until a reader explains or transforms it meaningfully (Rosenblatt1968).  I believe what Rosenblatt means here is that until a reader comes into contact with a literary text in an attempt to make meaning out of it, the literary text remains meaningless.
The relevance of Rosenblatt’s views to this study is that any activities that require students to read the selected poems either efferently or aesthetically can be seen as constructing poetry teaching in a particular way. And this is what I shall focus on in the development of the framework of analysis for this research report. 
The next section of this chapter discusses Iser’s views on literature teaching and learning.
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Wolfgang Iser 
One prominent theorist of literature teaching and learning who could not be left out of this study is Iser. Iser agrees with Rosenblatt in many respects. In the first place, being a proponent of Reception Theory, Iser, like Rosenblatt, rejects  the views of the New Critics ‘by shifting his focus from the text to the reader’(Dixon 2001:23). In addition, both Iser and Rosenblatt have emphasized that readers are not mere consumers or recipients of texts but meaning makers. Hayhoe echoes this assertion that, ‘A poem is not a poem unless it is being written or read or listened  to or felt or thought about; until then, it’s in some sort of limbo, waiting to be brought  alive’( Mike Hayhoe cited in Thomson 1992:109). 

Although Iser’s views about readers and literary texts have been in tandem with those of Rosenblatt in many respects, he has expressed some different notions. One of these is that readers form mental images of characters and other features of texts during the reading process. He however points out that these characters are not real but only exist at the level of imagination. In agreement with his claim, Esrock (1994) has argued that images are only imaginations which readers create during the reading. Hickey and Reiss (2000: 74-75) have substantiated Iser’s argument: 

In most phenomenological and experiential discussions of reading experience, images exist on the margins of larger discussion of the nature of readers engagement or experiences with texts- the ways in which …. readers identify with characters, visualize images, relates personal experiences to text…
They go on to argue that  ‘we can only picture things that are not there; the  written part of the text gives us the knowledge, but it is the unwritten part that gives us the opportunity to picture things.’ Iser argues that every literary text contains gaps or ideas which have not been provided by the writer. 
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As such, the reader is confronted with the task of filling in these gaps and ambiguities in order to understand the text. According to Iser: 
whenever the reader bridges the gaps, communication begins…the blanks leave open the connections between perspectives in the text, and so spur the reader into coordinating these perspectives which induce the reader to perform basic operations within the text. (Iser 1978: 169). 
Lazar claims that ‘by encouraging our students to grapple with the multiple ambiguities of literary texts, we are helping to develop their overall capacity to infer meaning…’ (Lazar 1993:19). This could serve as a prelude to critical reading or thinking. Shirley argues that during literature teaching and learning, teachers could task students to identify features such as connotation, denotation, symbolism and imagery from literary texts as a way of inducing critical thinking. Indeed, Shirley has pointed out that ‘the knowledge of these techniques is integrally related to critical thinking, and students can use this knowledge effectively in confronting the language of commercial and political persuaders.’ ( Shirley (1983:1). 
The relevance of the works of  Rosenblatt and Iser to this study is that any activities that require students to read the poems either efferently or aesthetically or provide opportunities for learners to develop their own responses to texts, can be seen as constructing poetry teaching and learning in a particular way. And this is what I shall  focus on in the development of  the framework of analysis for this research report.

Thus from the discussion of the theoretical chapter, it could be seen that Vygotsky, The New Critics, Rosenblatt, Iser, Structuralism, Formalism and practitioners such as Lazar as well as other practitioners, are relevant  to this study, because they have educational implications, so far as literature teaching and learning is concerned. 
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Indeed, their relevance to this study will be drawn upon in the subsequent chapter which focuses on the application of these theories and practitioners  to the development of a framework of analysis. 
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CHAPTER THREE
METHODOLOGY  
3.1  DESCRIPTION OF QUALITATIVE RESEARCH 
Although many scholars have written extensively on qualitative research  in an attempt to provide adequate definition for it, I have found the ideas expressed by Patton (1980), Denzin and Lincoln (1998) and Punch (2000) important to this research report. Patton, (1980) describes qualitative research as that which involves analysis and evaluation of data. He states that qualitative research embraces data collection and thoughtful analysis of the materials involved in the research. I have considered Patton’s aspect of the definition which talks about “detailed description” (Patton,1980:14) of materials relevant to this study because, to some extent, this is what this research report seeks to do. Denzin and Lincoln (1998) have asserted that in qualitative research, there is no uniform judgment or assessment; but rather there are many approaches which are used by individuals to arrive at the outcome of the research.  In this study, the lessons on poetry teaching and learning from the High School English Language textbooks of both countries will be examined or described or analyzed (Punch 2000). The purpose of doing this is to find out what teaching and learning theories, as well as literature teaching and learning pedagogies or approaches have underpinned these lessons; and how these lessons have constructed poetry teaching and learning in these textbooks. And by so doing, the main research question of this study: How poetry teaching and learning is conceptualized, will be answered. As an aspect of qualitative research, my focus will be on textual analysis as I discuss below. 
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3.2  DESCRIPTION  OF  TEXTUAL  ANALYSIS 
I shall carry out a textual analysis to reach the ultimate goal of this study. One important definition of textual analysis is that offered by Klein (1996: 228) as that which involves ‘the identification, examination and evaluation of various techniques and tools used by the creator of a text’. 
This study seeks to examine and identify the various techniques adopted by the textbooks in the teaching and learning of the poems. This process will try to identify which pedagogical theories have influenced the teaching and learning of the poems. It is through these  analyses that the ways poetry teaching and learning have been constructed in the lessons will be identified. 

 Fairclough maintains that textual analysis should take into account ‘text structure and vocabulary’(Fairclough 1992:36). But in my case, the focus will be on the lessons on poetry teaching and learning in the High School English Language textbooks of  both countries. The purpose of examining text structure and vocabulary as well as language is to ascertain how these elements help to construct poetry teaching. In addition, images, activities,  the kinds of questions asked  and how the poetry lessons relate to the units  and their  themes will be  focused  on. Besides, I shall find out how the kinds of questions or  activities position both teachers and students, bearing in mind that writers of teaching texts, more often than not, give some positions to both teachers and students. Indeed, Simon (1992) cited by Reed (2006:141) has argued: 

Designers and producers of textbooks imagine learners as particular kinds of subject… and construct particular subject positions for them (and for their teachers) through choices of discourse (s) and visual designs selection of knowledge (s) and choices of activities…. 
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Textual analysis will also consider if the lessons are influenced by multimodal pedagogy of teaching and learning, and how they  help to construct poetry teaching and learning. Cope and Kalantzis (2000:187/188) have argued that ‘…all texts are multimodal… and no text can exist in a single mode, so that all texts are always multimodal although one modality among these can dominate; and there are texts and objects of a semiotic kind which exist predominantly in a mode or modes other than the multi mode of language…’. 
In addition, textual analysis will be in a form of quantitative analysis of the questions or activities in the lessons. Here, I shall count the number of questions involved in all the lessons in order to ascertain which type or category of questions or teaching approaches  are dominant in constructing  poetry teaching and learning. 

These will be done by analyzing the lessons in terms of the framework of analysis described below. 

3.3  FRAMEWORK OF ANALYSIS 
Theories of Learning or Pedagogic Theories
In this research, I shall examine the poetry  lessons in the students’ textbooks, Teacher’s Guides and some study guides on poetry teaching and learning in both countries’ High School English Language textbooks. In all cases, I shall seek  answers to the following:

    which teaching and learning theories can be seen as underpinning each of the lessons          in the textbooks of both countries? 

     what kinds  of  provisions are made for students in these lessons, thus are  the questions and activities aimed at mechanical, superficial thinking and learning such as information retrieval, multiple-choice questions? 


    are the questions and activities on these lessons meant to induce independent thinking in students? 
        what kind of learning  is involved in the different kinds of oral or written tasks?

        are the lessons teacher-centered or student-centered?

       are the lessons influenced by multimodal  pedagogy of teaching and learning?

      what kinds of identities are given to the teachers and students  in these lessons and how do they help to construct poetry teaching?
Analysis of  Pedagogical Approaches to Literature Teaching and Learning.

There is no doubt that literature teaching and learning is often underpinned by certain  theories of literature teaching and learning. Under this section, I shall examine the lessons to ascertain: 

     which theories and approaches to  literature  teaching and learning such as, The New Critics, Reader-Response, Structuralism, Formalism, Language Approach and contextual  can be seen as underpinning  these lessons? 

     what opportunities are given for students’ own  interpretations or responses to or of the poems in these lessons? 

     are students required to relate the entire poems or part of them to their social, cultural and psychological backgrounds or lifestyles? (Rosenblatt 1968,1978; McKinney 2005).

     whether the activities are focused on aspects of texts such as literary terminologies or devices ? 
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    whether the activities are requiring gap filling  or  image creating (Iser 1978) or they are linked to a wider context of poems  or lessons? 

        what visual elements have  influenced the teaching and learning of these  poems?

In addition, I shall consider: 

· what is the position of the lessons in the units in which they have occurred and how do  they link with the units? 

·  what influence do the Teacher’s  and Study  Guides  have on the lessons? 

 This framework  will be used for the analysis of the poems, together with an element of quantitative analysis as  described  below. 
3.4 QUANTITATIVE ANALYSIS  OF  THE  LESSONS  
This  involves counting the activities and questions that have  accompanied the teaching and learning of the poems in both countries’ textbooks. The aim is to find out what percentage of the lessons construct poetry teaching and learning as for example, information retrieval, multiple choice questions, the learning of literary terms (formalists’ approach), exploratory or active learning, creative writing skills or writing tasks, language learning which will combine activities such as vocabulary learning activities, idioms and communicative skills and the like. It is by this quantitative analysis that I shall obtain an idea of the pedagogic approaches and literature teaching and learning approaches that are predominant in the lessons. 
3.5  MATERIALS  USED
 The data for this research were primarily collected from the High School English Language textbooks, Teaching Guides and Teacher’s Guides. In all, I used six High School English Language textbooks from Ghana and South Africa. Thus three textbooks from each country. 
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The total number of lessons on poetry teaching and learning in the three Ghanaian High School textbooks is twenty (20), while that of South Africa is fifteen (15) bringing the total to thirty-five (35) lessons. In order to maintain uniformity and reliability in the out come of this research report, I thought it good to consider all the lessons on poetry teaching and learning in the  textbooks of both countries. Initially, I  thought it could be possible to select the lessons based on African poetry only, since my research was conducted within the African continent, but it was not possible, because the number of lessons on African poetry were not sufficient. In addition, I realized this criterion would not give a clear picture of how poetry teaching and learning were constructed in these textbooks. The thirty-five lessons incorporated all categories of poems ranging from African, non-African or European and contemporary poems from the textbooks of both countries. The twenty lessons on poetry from the Ghanaian High School English as an Additional  Language textbooks are labeled with numbers ‘1’ to ‘20’ in the appendices in this research report, while those from the South African High School textbooks are identified with the numbers ‘21’ to ‘35’ accordingly. 
The next section describes the Ghanaian High School English as an Additional  Language textbooks  and teaching guides. 
 
3.5.1 DESCRIPTION  OF  THE  TEXTBOOKS  FROM  GHANA 
There are three English Language textbooks from Ghana. One for each form, because Ghana has a three-level High School system namely: Senior High School (SHS), form one, Senior High School (SHS) form two and Senior High School (SHS) form three. Until September 2007, Ghana used to refer to her (SHS) as ‘Senior Secondary School’(SSS). 
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However, although the name has been changed to (SHS), the name of the English Language textbooks remains as the old one - Senior Secondary School (SSS). For this reason, I  prefer to use the new term (SHS) to refer to Ghana ’s High School system in this research report. The reason for doing  this is to match with South Africa who also, although has the term ‘grade’ to designate its level, uses High School as well. The textbooks from Ghana were written by four writers namely, David Cobb, Denkabe, Olivia Sour and Helen Amartey-Quarcoo. These books were then published in 2000 by Unimax Macmillan Limited under the auspices of the Government of Ghana. They consist of units of lessons on language some of which contain poetry lessons. Although multiple choice questions in poetry are important in the Ghanaian English Language curriculum, the textbook producers have not been able to make enough provision for it as one would have expected. These poems are only meant to be used as prelude to the studying of the real examination poems which are often selected by the West African Examinations Council (WAEC). I  provide below  the list of these poems as I discuss  the study guides on poetry teaching and learning in  Ghana. 
3.5.2   DESCRIPTION OF THE  TEACHING GUIDES ON POETRY TEACHING IN
G HANA
In Ghana, although the High School English Language curriculum has prescribed five African poems to be taught and learned for the final examination, the English Language textbook  producers have not  included all  the  poems in the textbooks. Only one: A Plea for Mercy , out of the  five  selected African  poems has been included in these textbooks. As a result, some teachers and private publishers have written and published Teaching Guides on these examination  poems. These Teaching Guides are designed to prepare students for the final year English Language examination which is made up of hundred multiple choice questions. The five selected poems are expected to be studied  by students within a  period of three years. 
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During the final year English Language Examination Paper, students are examined on these five selected poems. Ten multiple choice questions are set on these poems as part of the hundred multiple choice questions in the final year English Language paper. These questions cover areas such as setting, subject matter, theme, tone, message and other literary terminologies or poetic devices. Three out of these poems are written by Ghanaians, while the other two are written  by a Nigerian  and  Senegalese. 

The table below shows the list of the examination  poems, the poet and their nationality.

	Poem
	Poet
	Nationality

	A Plea for Mercy
	Kwesi Brew
	 Ghanaian

	The Master Brewer
	Lade Worsenu
	Ghanaian

	Rediscovery
	Kofi Awoonor 
	Ghanaian

	Your Presence
	David Diop
	Senegalese

	New Year’s Eve Midnight
	Gabriel Okara
	Nigerian


 
It must be mentioned that although  there are several Study Guides on poetry teaching and learning in Ghana, they all have one purpose thus, assisting students to pass the final year English Language paper. They are  therefore designed in multiple choice question forms to meet the requirement of the West African Examinations Councils’ (WAEC’s) demands for the final English Language examination paper. Even though all the Study Guides deal with multiple choice questions on the same poems, they have different approaches or styles. Below I provide  a sample question each from the same poems: A Plea for Mercy by Kwesi Brew and Your Presence by David Diop from  three of the Study Guides that I have chosen  for this study.

The first Study Guide to consider is written by Comfort Owusu in 2002. She holds  a Diploma and Bachelor’s Degree in English Education from the University of Education, Winneba in Ghana . 
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At present, she teaches English Language at Odorgonno Secondary School in Accra, Ghana. The title of her book is: A Selection of African Poems for Senior Secondary School  Certificate Examination English Language Core Literature. It is a forty-one page book. One of the likely examination questions  she asks on  A Plea for Mercy by Kwesi Brew is:  The poem can be described as…

(A). a religious poem (B). a narrative poem (C) descriptive poem (D) ode (Comfort 2002:7).

The second Teaching Guide on poetry teaching to consider is written by Hagar Bampoe-Addo entitled: Study Guide to Core Literature-in-English for Senior Secondary School Students.  It was written in 2005. Hagar Bampor-Addo holds a Bachelor’s Degree in English Education from the University of Education Winneba in Ghana . At present, she teaches Core English and Elective Literature at Winneba Secondary School in Ghana . Her book is a hundred and eight page one, in which she attempts to discuss some general  knowledge on  literary devices first before launching into the discussion of the five African selected poems. One of her sample questions on A Plea for Mercy is: The poem is made up of … (A) 4 stanzas (B) 3 stanzas (C) 2 stanzas (D)  a stanza (Hagar 2005:92).
The final Teaching Guide to look at is written by Frank Y. Gbeddy and Francis Agbadi in 2002. It is entitled: The Early Bird SSS Core  English Literature.  There is no information about the educational background of the authors of this book. Frank Gbeddy is however believed to be an English Language Core  teacher of West African Secondary School in Accra , Ghana . Also, no information is given about the kind of work or profession of  the second author of the book. It is a fifty-page book on the selected poems in which they discuss the five selected  poems. One of their sample questions on : A Plea for Mercy is: This poem reminds you of…(A) traditional worship (B) cursing an enemy (c) a fetish priest (D) dirge(Frank and Francis 2005:34).
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Below I provide sample questions as examples of such multiple choice questions on the poem: Your Presence by David Diop. 

1. Which of the following is a theme of  ‘Your Presence?’ (a) Anger (b) Prosperity (c) Love (d) Departure.

2. ‘A flame piecing the shadow’ in the poem is an example of: (a) simile  

    (b) personification (c) metaphor (d) alliteration

3. The poem concentrates much on the speakers’……. Life (a) present (b) past (c) future (d) work

4. The main poetic device in the opening lines of the poem is…. (a) hyperbole 
   (b) synecdoche (c) apostrophe (d) simile

(Extracts from Gbeddy and Agbadi (2005:8) and Owusu (2005: 32-33) teaching guides on the five selected African poems for High Schools in Ghana).  
From the above discussions on the Study Guides on poetry teaching in the Ghanaian High Schools, it can be seen that although the three writers’ works deal with the same poems, they ask different questions.  They however have  one  purpose- guiding students to pass the final examination paper in the English Language. Unlike the Ghanaian Teaching Guides, the poems in the English as an Additional Language textbooks are not constrained by the need to prepare learners for the examination. It will be interesting to see whether or what ways the approach to poetry teaching differs in this study.  
The next section discusses an overview of the poetry lessons in both countries’ textbooks.
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3.5.3   OVERVIEW OF THE LESSONS IN  ENGLISH  IN THE GHANAIAN 

              TEXTBOOKS                                   

This section gives an overview of the number of lessons on poetry in English  as an Additional Language textbooks of both countries involved in this study. There are thirty-five poetry lessons in the six High School English as an Additional Language textbooks of both countries. The Ghanaian textbooks have twenty poems which students are expected to study over a period of three years. These textbooks comprise poems such as  African, American, Caribbean and  British. These are listed in Table  below including the nationality and the birth dates of the poets. It must be mentioned that where the birth date is left open, it means the poet is still alive.
TABLE 1 General Classification of Poetry lessons in the Ghanaian High School 
                    Textbooks 
	Corresponding

Number
	Poem
	Poet
	Nationality/Date

	1
	Superstition
	Karibo Manyi
	Nigerian (1947-

	2
	A Plea for Mercy
	Kwesi Brew
	Ghanaian

(1928-2007)

	3
	Oral Poetry
	No Poet
	Ghanaian/Traditional

	4
	When You Are Old
	W.B.Yeats
	Irish (1865-1939)

	5
	Follower
	Seamus Heaney
	Irish (1939-

	6
	Criticizing Poetry
	No Poet
	

	7
	All men come to 
The hills
	Roger Mais
	Jamaican
1905-1955

	8
	Mother to son
	Langston Hughes
	American 1902-1967

	
	
	
	

	9
	The Charge of the
Light Brigade
	Alfred Tennyson
	British (1809-1892)

	10
	The Target
	Ivor Gurney
	English(1890-1937)

	11
	The People went to
war
	Antonio Jacinto
	Angolan (No
available date)



	12
	White Shadows
	James Kirkup
	American(1918-

	13
	Naming of parts
	Henry Reed 
	English(1914-1986)

	14
	In memory of a poet
	Joe De Graft
	Ghanaian(1924-

	15
	Broad Daylight
	James Kirkup
	American(1918-

	16
	Letter from a 
Contract worker
	Antonio Jacinto
	No  available date)

	17
	Sonnet
	William
Shakespeare


	English  
(1564-1616)

	18
	Certitude
	William Shakespeare
	English (1564-1616)

	19
	Telephone 

Conversation
	Wole Soyinka
	Nigerian

(1934-

	20
	Curve me up when

I die
	Gerda Mayer
	German(1923-
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  In this study, the poems are classified  into four main groups for the Ghanaian textbooks namely: African (Non-Ghanaian), Ghanaian, Non-African and contemporary (See Tables 3 – 5). What I mean by ‘contemporary poetry’ in this study refers to poems that are written and published  within the last ten years. Contemporary poetry, like olden poems can also deal with issues such as social, war, youth culture and love. The subsequent  tables also  indicate the content of each of the poems. What I mean by ‘content’ in this study  has to do with what the poems describe or revolve around. – subject matter such as love, urbanization, popular culture, social,  war, racism  to mention but  a few. As well, the poems in  the South African textbooks are also classified or categorized in the groups of African (Non-South African), South African, Non-African and Contemporary(see tables 6&7).




The South African textbooks have fifteen poems for students over the same three year period. These poems are listed in Table 2 below

TABLE 2   General classification of the Poetry lessons in the  South African High 

                    School Textbooks     
	Corresponding No.
	Poem
	Poet
	Nationality/Date

	21
	The writer of this poem
	Roger McGough
	American (1937-

	22
	Writing a poem or a rap song
	No poet
	No poet, so no date is found.

	23
	The start of a removal
	Sipho Sepamla
	South African

(1932-

	24
	Mother to son
	Langston Hughes
	American

(1902-1967) 

	25
	Ma
	Antjie Krog (transla

ted  by Karen press) 
	South African

(1933-1965)

	26
	Tight
	Napo Masheane
	South African
(1977-

	27
	Sonnet
	William Shakespeare
	English

(1564-1616)

	28
	Love Poem for my country
	Sandile Dikeni
	South African

(1966-

	29
	Lapopo
	AR Cliff-

Labwa P’Chong
	South African
(1936-



	30
	Jessica

Berg (Graduation)
	Mel Glenn
	 Switz (1943-

	31
	The road not taken
	Robert Frost
	American 

(1874-1963)

	32
	An

abandoned bundle
	Mbuyiseni Oswald

Mtsahali
	South African

(1940-

	33
	Slaves in Jo’burg
	Dube
	South African

	34
	Song of the city
	Peter Abrahams
	South African

(1919-

	35
	Praise poem
	Mongane Wally

Serote
	South African

1944-
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3.5.4    AN OVERVIEW OF THE  POETRY LESSONS  IN THE GHANAIAN                  
              TEXTBOOKS 

The Ghanaian (SHS) book 1 has six lessons on poetry as shown by  table 3  below.

TABLE 3  Classification of Poetry Lessons in the Ghanaian (SHS) Textbook 1
	Poem
	African (non-Ghanaian
	Ghanaian
	Non-African
	Contemporary
	Content

	Superstition
	      
	 
	 
	 
	Traditional customs and beliefs

	A Plea for Mercy
	 
	      
	 
	 
	Colonialism and suppression

	Oral Poem
	 
	      
	 
	 
	Traditional or historical/

Culture

	When You Are Old
	 
	 
	      
	 
	Social problems/ issues

	Follower
	 
	 
	      
	 
	 Social issues

	Criticizing Poetry
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The Ghanaian (SHS) book 2  has eight lessons on poetry teaching and learning, which are made up of three African (non-Ghanaian), one Ghanaian and four non-African poems or lessons. The table below shows the classification of the number of poetry lessons in this textbook.

 TABLE 4  Classification  of Poetry Lessons in the Ghanaian (SHS) Textbook 2 
	Poem
	African(Non-Ghanaian)
	Ghanaian
	Non-African
	Contemporary
	Content

	All men 

Come to the  hills
	 
	 
	      
	 
	Social issues

	Mother to

Son
	 
	 
	      
	 
	Social issues/ Poverty

	The Charge of the Light

Brigade
	 
	 
	      
	 
	War/Peace/

Effects of war

On society

	The Target
	 
	 
	      
	 
	War/Peace/

Effects of war on

society

	The People

Went to 

War
	      
	 
	 
	 
	War/Peace/

Effects of war on society

	White 

Shadows
	      
	 
	 
	 
	War/Peace/

Effects of war on

society

	Naming of

Parts
	 
	 
	      
	 
	War/Peace/

Effects of war on

Society

	In Memory

Of a poet
	 
	      
	 
	 
	Political

Issues 


 

The Ghanaian (SHS) book 3 has six lessons on poetry, comprising three African (non-Ghanaian) no Ghanaian  and three non-African. The table below shows the classification of the number of poems in this textbook. 

  TABLE 5  Classification  of Poetry Lessons in the Ghanaian (SHS) Textbook 3
	Poem
	African(Non-Ghanaian
	Ghanaian
	Non-African
	Contemporary
	Content

	Broad 

Daylight
	      
	 
	 
	 
	Political

issues

	Letter from

a contract

worker
	      
	 
	 
	 
	Social/Love

Nostalgia/

Alienation

 

	Telephone

conversation
	      
	 
	 
	 
	Social/Racism

Discrimination

	Curve me up when I die
	 
	 
	      
	 
	Social issues

	Sonnet
	 
	 
	      
	 
	Love

	Certitude
	 
	 
	      
	 
	Love


There are no contemporary African and contemporary non-African poems or poetry lessons in the Ghanaian textbooks. By this, I mean there are no poems written within the last ten years in these books. In all, Ghanaian textbooks have nine Non-contemporary African and ten non-contemporary non-African poetry lessons. One  lesson in these textbooks is only a lesson on how to criticize poetry, but not a specific type of poetry. I shall consider this lesson in detail in the analyses section, because it constructs  poetry teaching and learning in a particular way. Also, there are seven poems on the  theme of  social issues, five on war, one on colonialism and suppression, while political, traditional and love themes  have two poems each.

 In the Ghanaian (SHS) textbook1, which is made up of 207 pages, only nine pages are allocated to poetry teaching and learning. For (SHS) book 2, eight pages are dedicated to poetry out of 243 pages and (SHS) book 3 has ten pages for poetry lessons out of 183 pages. It is however, pertinent to indicate that although poetry lessons have been given so little space in these textbooks, each of the lessons fits into the unit in which it appears.
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For example, in the Ghanaian (SHS) book 1, the poetry lesson on Superstition  can be said to be appropriate because it follows the unit lesson on dictionary definitions of words like, ‘superstition’, ‘superstitious’, ‘religion’ and ‘religious’. The poem is further followed by a comprehension lesson entitled ‘Ugly Magic’ which deals with activities of witch-doctors or what is called in the Ghanaian culture as fetish priests. One other striking feature about these textbooks is that none of them has given  a full unit to poetry teaching and learning. Also, not all  the units in  the books have treated poetry. This  gives the impression that the textbooks have backgrounded poetry as a genre of literature. This might be because the producers do not want poetry to be taught in isolation  but they  think it  should match with the unit theme (s). This could also suggest they want to view poetry teaching as part of general  language learning. The analysis of the lessons should confirm or contradict this impression.
From the statistics and analyses shown above, it is apparent that poetry teaching and learning has not been given as much space in these textbooks as one would have expected, given that poetry forms an integral part of the English Language curriculum. In fact, for textbooks with such a high number of pages to have  nearly less than ten pages given to poetry teaching and learning in  each  book, shows how poetry as a genre of literature has been backgrounded at this level. This attitude to poetry has confirmed the attention given to it in the National Language Curriculum Statement, as I have indicated in the beginning of this research report. 

In addition, for the producers of the Ghanaian textbooks to give room to only two Ghanaian poets out of  twenty poetry lessons in the  High School textbooks of this nature,  is an indication of how  they have deemphasized Ghanaian or national poetry as a genre of literature. Beyond this, ignoring contemporary poetry or  poetry on youth or popular culture in these textbooks indicates the attitude of the publishers of these books toward youth or popular culture as a form of literature in the Ghanaian High Schools and probably the entire Ghanaian society. 
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 I believe this might be one of the causes of the problem posed by poetry in the High Schools, since textbook producers have positioned poetry as a ‘unique’ aspect of literature that can be dealt with by special or well-trained people whose works they have included in these textbooks. This also shows the value placed  on the canonical works by the producers of these textbooks as  sure texts that can be studied in Ghanaian High schools.  Indeed, one would have expected the producers to have given adequate space to the works of Ghanaian poets as a way of promoting national literature and thereby serving as a source of motivation to the youth. 

The next section describes South African textbooks and the Teacher’s Guides.   

3.5.5  DESCRIPTION OF THE TEXTBOOKS FROM SOUTH AFRICA 
Unlike Ghana, South Africa has a five-year High School Grades but my research deals with three of the levels; namely Grades 10, 11 and 12. The purpose of selecting the three levels is to match with the Ghanaian system. However, unlike Ghana, where there is a universal English Language textbook for (SHS) system, South Africa has a different system of textbook production and publication. 
Thus whereas in Ghana, the publication of English as an Additional Language textbooks is controlled by the government of Ghana, in South Africa, recognized individual publishers are responsible for the publication of   English as an Additional language textbooks. As a result, I had to look for textbooks produced and published between the year 2000 and 2007 in order to match with  the Ghanaian system or content in terms of publication. In addition, the period of publication for South Africa is crucial, because it tallies with the new curriculum of 2005.  Textbooks that fulfill the requirements are Focus on English for High School Grade ten learners and  Focus on English for High School Grades eleven and twelve learners. Although they were published by Maskew Miller Longman Publishers, they have different years of publication and different writers. 
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The focus on English for Grade ten learners was written by seven writers namely, Rule P., Reed Y., Townsend S., Mkhari E., Mboweni C., Phonela M., and Barker K. This textbook was published in 2005. Focus on English for Grades eleven and twelve was written by four writers: Mkhari E., O’ Connell L., Reed Y., and Rule P.; and was published in 2006 by Maskew Millan Longman Publishers. The three textbooks were published in Cape Town, South Africa. Like the Ghanaian textbooks, the South African textbooks do not deal with poems that students are expected to be examined on in the final examination. The poems in these  textbooks are only meant to help students to understand ways of analyzing poetry. 

The next section highlights the Teacher’s Guides on English as an Additional language in South African High Schools.
3.5.6  DESCRIPTION OF TEACHER’S GUIDES  OF  SOUTH 
           AFRICAN   ENGLISH AS AN ADDITIONAL LANGUAGE 

There are two Teacher’s Guides on the learners’ textbooks  which are designed to assist teachers of the language to teach learners effectively. The Teacher’s Guide for Grades 11 and 12 learners are combined. Both Teacher’s Guides for these  learners have been designed in the same pink colour like the learners book.  The Teacher’s Guide for Grade 10 learners is made up of one hundred and twenty-four (124) pages while that of Grades 11 and 12 is composed of one hundred and sixty (160) pages. Each of the books spells out in detail  the role of the teacher and the learners at every stage. For example, Grade 10 Teacher’s Guide states that the teacher should allow learners to work through the various activities in groups while they read the poem aloud in order to hear the sounds in a poem (Focus on English Teacher’s Guide for Grade 10 Learners 2005:35). On the other hand, Focus for Grades 11 and 12 Teacher’s Guide (2007: 18/19) also  enjoins the teacher to allow ‘learners to work in groups and show respect for  the other groups when they read the poems aloud, and that the teacher should ‘give some assistance with the discussion of rhyme, rhythm, imagery and repetition…’. 
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What I have observed about the South African Teacher’s Guides is that the instructions they contained  are in line with the  aims  of the textbook producers. These aims are summarized at the back cover of the Teacher’s Guide for Grades 11& 12 learners as follows: ‘….will empower learners to develop their speaking, listening reading and writing skills, improve their vocabulary, and learn useful study tips and techniques…’(Back Cover   of  Focus on English Teacher’s Guide for Grades 11 & 12 learners, 2007). Like the Ghanaian textbooks, the poems in the  South African textbooks are not the ones that students are expected to study for the final examination. These are merely poems for students to practice.  But unlike the Ghanaian situation where teaching guides are prepared on the selected poems, South Africa has nothing of the sort.

The next section gives an overview of the poetry lessons in South African textbooks. 
3.5.7     AN OVERVIEW OF THE  POETRY LESSONS  IN THE  SOUTH AFRICAN
TEXTBOOKS

The three South African English Language textbooks have a total of fifteen poetry  lessons. Focus on English for Grade ten students has four poems made up of one unknown poet because no  poet’s name is given against the poem, two Non-African (Non-South African) and  one  South African. The table  below shows the classification and the content of the poems. 
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TABLE 6  Classification of poems in the South African Grade Ten  Textbook
	Poem
	African(Non-South African)
	South African
	Non-African
	Content

	The writer of this poem
	 
	 
	      
	Social issues


	The writer of this poem
	 
	 
	      
	Social issues


	Writing a rap song/speak out
	 
	Unknown
	 
	Popular culture



	The start of the removal
	 
	      
	 
	Social problems


	Mother to son
	 
	 
	      
	Social/Poverty


The table below shows the number of poetry lessons in Focus on English for Grades 11 &12 learners. The table in addition shows the content in which the poems were written as indicated above in Grade 10 book.

  TABLE 7  Classification of poems in the South African Textbook 
                     for Grades 11&12
	Poem
	African (Non-
South African)
	South African
	Non-African
	Content

	Ma
	 
	      
	 
	Love/Social


	Tight
	 
	      
	 
	Love/ Social



	Sonnet
	 
	      
	 
	Love/Social


	Love Poem for

my Country
	 
	      
	 
	Love/Democracy



	Lapobo
	 
	      
	 
	Love/Social

Contextual

	Jessica Berg

(Graduation)
	 
	 
	      
	Social/

Education

	The road not

Taken
	 
	 
	      
	 Social /Decision 

making

	An abandoned

Bundle
	 
	      
	 
	Poverty/

Wickedness/Negligence

	Slaves of 

Jo’burg
	 
	      
	 
	Danger/Evil

Urbanization

	Song of the

City
	 
	      
	 
	Urbanization/ Danger

	Praise poem
	 
	      
	 
	Patriotism/Love
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As a summary of the number of the fifteen poetry lessons in these textbooks, there are ten South African (African) poets, no African (Non-South African) poem, four  Non-African poems. One of the poems in these textbooks has no poet’s name attached and therefore cannot be classified under any group or category (see table above). Out of these number of poems, eight dwell on social issues, six on  different types of love while one borders on popular culture. But strictly speaking, each of these poems has some connection with contextual or certain social issues  such as love, crime, city life, education, popular culture,  poverty  and resettlement of human beings.    

 When I considered the number of pages allocated to poetry lessons in these books, I found that in Focus on English for Grade ten learners, eight pages are given to poetry out of 184 pages. Focus on English textbook for Grades eleven and twelve learners has given thirteen pages to poetry out of 202 pages. The small number of pages given to the  poetry lessons in these books indicates that poetry as a genre of literature is not foregrounded  in the English Language curriculum, possibly because it is not  compulsory for students in the final examination. Like the Ghanaian textbook producers, South African textbook producers have not given a full unit to any of the poetry lessons in these textbooks. However, each of the poetry lessons has a connection with the unit theme (s) of the textbooks. For example, the poetry lesson in Focus for Grades ten learners entitled: The Writer of this Poem is used as an additional activity for learners to explore texts and learn how to write their own poems. This lesson is immediately followed by helping students to write a letter. In the case of South African textbooks, although not much space is given to poetry, does not matter so much because, poetry questions are not compulsory for English as an Additional Language Grade twelve students in the final examination. In addition, for South African textbook  producers  to background European poems and foreground the African, and more importantly South African poets and youth poetry, is an indication of their bid to introduce students to African literature and indeed, South African literature. Another significant aspect of the South African textbooks is that each of them  has at least a poetry lesson on youth culture or contemporary poetry (see poems 22, 23 and 28 in appendices).
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This, I believe, is aimed at promoting youth culture and contemporary poetry in the country. This explains why the department of English Education in the University of the Witwatersrand, one of the prestigious universities in  South  Africa , has included youth or popular culture as an aspect of her  Master of Arts (MA) core module. 

Finally, for recognizing youth culture as well as contemporary poetry, the producers of these textbooks are in a way stirring the interest of the adolescents in the study of poetry and literature as a whole.
 3.5.8  CRITERIA  FOR CHOOSING   LESSONS  ON POETRY TEACHING  FROM                                  BOTH COUNTRIES’ HIGH SCHOOL ENGLISH  LANGUAGE  TEXTBOOKS 
To obtain a reliable sample, I thought it prudent to examine all lessons on poetry from the six textbooks of both countries in order to have a comprehensive view of how poetry teaching and learning are constructed. The poems taught in these books vary in themes, structure and authorship. There is little overlap. One example of overlap is the poem: Mother to son from the Ghanaian (SHS) textbook 2 (page 68). This same  poem, written by Langston Hughes, appears in Focus on English for Grade ten  learners (page 168) in the South African High School. Indeed, the recurrence of this poem in the textbooks of both countries will enhance my analysis, when it comes to looking at the pedagogical approaches that have underpinned the teaching and learning of the poems. The poem is numbered ‘8’ and ‘24’ in the appendices from the Ghanaian and South African textbooks. Further, there are poems in the Ghanaian textbooks which are written by South Africans (see poems 11, 16 & 32 in appendices). Other poems are also written by William Shakespeare in both countries’ textbooks (see poems 17, 18 & 27 in appendices). In addition, in both sets of books,  there are a number of poems which deal with social and  adolescent issues such as poverty, love, nostalgia, alienation, discrimination, racism and effects  of war on society (see poems 8, 9, 10, 16, 21, 23, 26, 31, and 32 in appendices).
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The analysis of these lessons will reveal how these themes and issues are dealt with in the lessons and highlight similarities and differences between the Ghanaian and South African approaches and  pedagogies of teaching and learning of these poems.
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CHAPTER FOUR
HOW POETRY TEACHING IS CONSTRUCTED IN THE GHANAIAN AND 
SOUTH AFRICAN HIGH SCHOOL ENGLISH LANGUAGE TEXTBOOKS

This chapter begins with the description of the physical features of the textbooks from both countries. It goes on to analyze the poetry lessons in the learners’ books and the  Teacher’s Guides as outlined in the framework of analysis in the previous chapter. The chapter also takes into account a discussion of the construction of poetry teaching in the textbooks of both countries as well as identifying some similarities and differences in pedagogies and approaches to literature teaching and learning. It then concludes with identities constructed for both teachers and students in the poetry lessons in these books, as well as identifying the dominant pedagogic and literature teaching approaches that can be seen to have  underpinned  the poetry lessons in the textbooks.
4.1  PHYSICAL FEATURES OF THE TEXTBOOKS COVERS OF BOTH 

                                                  COUNTRIES
Textbook designers take into account cover  designs because they convey particular kinds of information to the readers. I therefore consider it pertinent to discuss some physical features of the English Language textbooks from the High Schools of both countries involved  in this research report. The importance of doing this is to enable my readers to have some ideas about the kind of information conveyed in these textbooks in Ghana and South Africa . 
4.1.1 SEMIOTIC ANALYSIS  OF THE  GHANAIAN  TEXTBOOKS  COVERS 
The use of designs, the highlighting of the fonts, the colour, the images and many  similar instances that are often portrayed on the front and back cover pages of textbooks are obvious examples of  positioning  image of books (Kress and Van Leeuwen 1996). There are  three English as an additional language  textbooks in  the Ghanaian  Senior
                                                                      59
 High School (SHS) level. Each of the three  textbooks has the National Flag of Ghana embossed on its front cover. 
The presence of the National Flag on the covers of these books signifies the political status of the textbooks. Indeed, in Ghana, production of textbooks from Primary Schools through to High Schools rests solely in the hands of the government, in collaboration with the Ghana Education Service. Although other private or individual publishers and writers also produce textbooks, their publications are not given official  recognition. 

On the top right front cover of the (SHS) Book 2 is embossed a miniature National Flag of Ghana in addition to the big National Flag, which carries the inscriptions ‘Ghana Government Property, Strictly Not For Sale’(Written in block letters on the book). This explains the rigid control the government of Ghana exercises over production of textbooks in the country. But it is strange to mention that the miniature flag has been absent on the front cover pages of (SHS) Books 1 and 3. It is ‘strange’ because one would have expected the miniature flag to be embossed on the other two textbooks as well, in order to consolidate their national status. 

Further, to reaffirm the political and national status of these books, it is worth mentioning that the  colour design of  each of the textbooks represents the national colours of what they symbolized. Strictly speaking, each of the colours carries the history of the country. The red colour design of the (SHS) book 1 symbolizes the  toil and blood of the Ghanaian heroes or warriors who laid down their lives during the country’s independence from the colonialists in 1957. The yellow colour of the (SHS) book 2 represents the gold mines and other mineral resources of the nation. The green colour of the (SHS) book 3 represents the natural vegetation, agriculture, prosperity and the hope of Ghana as a nation, while the Black Star which is embossed on the yellow colour on the National Flag on each book, symbolizes the numerous Ghanaians in the diaspora. Apart from the three colours showing the National status of the books, the colours are also used to indicate recognition in terms of which of the books belongs to a particular class or level.
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Thus, the red colour is for (SSS) 1, the yellow colour is for (SSS) 2, while the green colour belongs to the (SSS) 3 class. Besides there are pictures of four Senior High School students, two boys and two girls, who are adolescents, displayed on the front cover page of each book. 
 Three of these students are holding a copy each of the textbook. One girl, a  student, stands with her hands clasped before her as she looks together with the two boys into the book of the other girl who appears to be explaining something from the textbooks to the three of them. It is pertinent to mention that the equal number of male and female students displayed on  the front cover page of the three textbooks is an attempt to assert and encourage  gender equality; and one can therefore assume it is a value the government and publishers  want to promote. This also indicates  how the government of Ghana is concerned with giving equal education to the girl child. More importantly, the fact that a girl is doing the explanation to her other colleagues can be seen as endorsing the point of view that boys are not the only reservoirs of knowledge as society sometimes thinks. With  the representation of gender equality  on the covers of these textbooks, it is possible to see that the government of Ghana espouses the value in McKinney’s statement that textbooks should  provide equal representation of gender, social class and must avoid issues that impinge on ‘…stereotypical gender roles’(McKinney2005:3). 

Another feature of the Ghanaian textbooks is that they have no pictures or illustrations on their back cover pages. There are however the same instructions on  the back cover of each of them about how to use them. The uniformity in the instructions illustrates the kind of rigidity that characterizes the production of these textbooks as well as showing how to identify these books. Of the Ghanaian textbooks, the Senior High School textbook one is made up of 212 pages, while the (SHS) textbooks two and three consist of 243 and 185 pages accordingly. 

The next section of this chapter provides a brief description of the High School English Language textbooks of  South Africa . 
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4.1.2  SEMIOTIC ANALYSIS OF THE SOUTH  AFRICAN  TEXTBOOKS  COVERS 
 In South Africa, publication of textbooks is done by private independent publishing firms who have been recognized by the Education Council.
There are three English Language textbooks for South African High Schools like Ghana. But unlike Ghana where each level has a textbook, South Africa has combined  her textbooks for Grades 11 and 12 learners in one book. 
A close look at the features of the front cover page of Focus on English for Grade ten readers reveals a sketch of a mobile phone with the number ‘+27834627794’ including a text message which reads ‘Got the Job! Options Back’(the original writing in block letters) and an inscription ‘Principal Environment Officers…R125400p.a (Total pack…conditions apply…).These inscriptions signify the idea of modernity and the era of technology in which this textbook was produced. It could also mean that the book and  its readers are positioned as part of the international or global community. 

The expression (Total pack…conditions apply…), refers to job positions got as a result of the education the readers may acquire through the use of these books. At the top front corner of the book is the inscription ‘NEW Curriculum’ which is encircled. This informs the general public that the book deals with issues based on the New Curriculum Statement of 2005.  

Turning to the rear page of the book, one can see a large circle with yellow colour background with a great deal of writing in black ink which serves as a  form of summary to the contents of the book. Part of the inscription also portrays the idea that the book is good. For example, one can see the inscription ‘Do you want to successfully use - and enjoy - the English language?’. The  above question appears to be telling the readers that with a copy of the book, one’s success in the English language is assured. Just below it, is the inscription ‘Some other books that you will enjoy using’ which is followed by drawings of the Longman Active Study Dictionary, Focus on Geography Grade 10 with a globe on it, and Focus on Life Orientation Grade10 with a group of people clad in the National Colours of South Africa jubilating. 
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All these indicate ways of advertising the book and other books which are produced by the same authors. It also shows the fact that the  publishers produce books across the curriculum and have not limited their services to the area of English alone. 
The front cover page of Focus for Grades 11 and 12 records a visual design of what looks like a multi-storey building with people standing in  its corridor. At the top corner of this textbook, is the same inscription as indicated on Grade ten- National Curriculum in a circle. The presence of the picture of the multi-storey building on the front cover of this book stresses the idea of urbanization and modernity surrounding the production of it. The back cover of this book shows the same large circle as one can see at the back cover page of  Focus on English for Grade 10 learners, with the same great deal of writing in black. However, unlike the Grade 10 learners book, there is a small circle in addition to the large one on the back cover of this book which contains the inscription ‘Get your Focus on English Grades11 and 12 Exam Practice Book and succeed in your exams!’. This advertises the examination  practice version of the book; and the exclamation sign attached to the statement indicates the relevance of this book to readers. Then there are pictures of the Longman Active Study Dictionary, Focus on Geography Grade 11 and a picture of a book entitled ‘Looking into the Past: Source-based History for Grade 11’, with a man squatting and handling ‘something’(because it is not clear what is being handled or held). There is also on the back cover of this same book, the South African National Flag with the inscription ‘10 Years of Freedom’(in block letters).This again advertises the other books produced by the same authors and shows their versatility in textbook production within the curriculum. The inscription ‘10 Years of Freedom’ which is embossed on the National Flag of South Africa at the back cover of this book is an indication that  the book is for South African High Schools and is available countrywide. The expression could also be interpreted as a relief that has finally come to South African education sector after the protracted period of apartheid which prevented the production and publication of these kinds of educative materials. 
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Beyond this, it shows the pride and celebration of democracy within the South African education sector for a decade. They have also positioned these books as part of the freedom and democracy being enjoyed by the South Africans. In addition, these pictures and writings on the cover pages of these textbooks have foregrounded the prominence  of visual literacy as an integral aspect of teaching and learning, especially in the South African context. Visual literacy has featured prominently in the activities and texts in these books. This is emphasized in the Teacher’s Guide that the aim of these books is to provide opportunities for learners to respond to texts visually(Focus on English Teacher’s Guide 2005, 2006 for Grades10,11 and 12). It must be mentioned that the dominant use of visuals  on the covers of the South African textbooks has rendered them more appealing to the readers upon first sight than that of the Ghanaian ones. I believe it is like this because Visual literacy as a subject is more well-recognized and established in the South African English Language curriculum than that of Ghana. Indeed, to the best of my knowledge, visual literacy is not part of the Ghanaian English Language curriculum, although the textbook producers on some occasions have used it in an attempt to explain texts. Finally, Focus on English for Grade ten is made up of 184 pages while Focus on English for Grades eleven and twelve contains 202 pages.

The next section discusses the analyses of the poetry lessons in the Ghanaian textbooks. 

 4.2  ANALYSIS OF POETRY LESSONS IN THE GHANAIAN TEXTBOOKS
In this section, I analyze the lessons in the Ghanaian High School English as an Additional Language textbooks. The aim is to ascertain what theories of teaching and learning as well as literature teaching and learning might underpin the teaching and learning of these poems; and how they contribute to the construction of poetry teaching and learning.  I shall count  all the activities and the questions of  the  lessons to obtain the percentage that is prevalent in the approaches as I have outlined  in the framework of analysis in chapter three. Although I have adopted quantitative analysis, my main emphasis will be on qualitative discussion of the contribution of these exercises and activities to the construction of poetry teaching.
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The total number of questions and activities on the twenty lessons on poetry teaching and learning in the Ghanaian High School English Language textbooks  is sixty (60)
4.2.1  PEDAGOGIC APPROACHES IN THE GHANAIAN  POETRY  LESSONS
 The twenty poetry lessons in the Ghanaian textbooks are underpinned by many pedagogies ranging from higher-level student-centered active learning to low-level student-centered active learning. In the case of higher-level student-centered, I would like to  consider the lessons under sub-headings as seen below, after which I consider the categories that fall under low-level student-centered active learning. 

 4.2.1.1  HIGH LEVEL STUDENT-CENTERED PEDAGOGIC 
            APPROACHES  OR  HIGHER LEVEL ACTIVE  LEARNING 
Exploratory or Active  Learning
This approach  includes activities which involve encouraging students to participate in poetry learning through various activities in order  to come out with their own views or findings based on what is being discussed. This is demonstrated by seven activities out of sixty, which represents (12 %) of the total number. This approach involves students discovering for themselves without necessarily depending on the teacher for all the information. The exploratory learning can take different forms such as independent thinking on the part of students, critical thinking, drawing on students’ general knowledge and sometimes eliciting their opinions on the issues under consideration. In the case of independent thinking, an example is found in poetry lesson (1 activity c question 3, see appendix)  when students are asked whether they consider themselves ‘lucky to be in the Senior Secondary School’. This type of question requires of students to think on their own before providing the answer. 
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And their answers can be different because although they come from one country, their experiences might be different. Then the question as to whether students are superstitious or not (see appendix of lesson 1,activity c question 2) demands critical thinking in order  to understand the word ‘superstition’ first before they can convincingly say that they are superstitious or not. In addition, as an example of exploratory learning which draws on students knowledge, an example can be seen in lesson (1, see appendix) when students are asked to identify other forms of superstition that they are likely to find in the poem and their communities. For students to handle this question, they need some knowledge of some beliefs and practices in their locality or community which they consider to be superstitious, and based on these fore-knowledge about superstition, they can identify similar examples from the poem, before going ahead to indicate whether they are superstitious themselves or not . Another example of exploratory learning which involves eliciting students’ opinions, is seen in lesson (8 see appendix) when students are to discuss the poem and come out with their views on the kind of metaphors and similes used in it. There is no doubt that this activity can  embrace genuine deliberation on the poem amongst students before they come out with their findings or answers. Their answers may be right or wrong in this case because the metaphors and similes in this lesson are not explicit, and more importantly, they are extended metaphors. In the same vein, eliciting students’ opinions through exploratory approach can be found in poetry lesson (2 activity ‘e’ see appendix) which requires students to indicate what the poem is about and whether they consider the poem to be a successful one. Such an activity demands students’ or individual responses depending on their level of understanding and sometimes different literary  experiences with which the poem is read. In fact, in all these examples and many others in the poetry lessons,  it is significant that students active and genuine involvement or participation is paramount for a fruitful result. However, this type of approach to teaching and learning poetry is not encouraged in the Ghanaian system of Education, because of the nature of examination questions which are set on the selected poems as I have indicated earlier in the discussion of the study guides on poetry teaching and learning. But it looks as if the textbook producers are trying to promote this type of approach to  poetry teaching by involving these activities and questions  in the lessons. 
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Interactive Learning: 
This type of learning  takes the form of a conversation or chat between a group or pair  of students during the teaching and learning process. It can also be defined as a collaborative learning among a group of students or pairs of students. During this type of  learning, genuine discussion of issues takes place as students are allowed to express their views in their various groups. Eight activities out of sixty representing (13%) have  demonstrated this approach. Interactive learning allows students to plan their own learning strategies such as areas to focus on, the duration the discussion would take, the kind of role each student or group members would play and the like. This approach to teaching can be an opportunity for  some introverted students to talk, especially when the group does not involve many members. Some  examples of lessons which can be seen as drawing on interactive approach in the Ghanaian  textbooks  can be seen in lessons ‘7, 8, 9,10, 11, and 19’  (see appendix of lessons ). In lessons ten and eleven activity ‘b’, students are expected to be in groups and discuss their own views on war. This can be seen as interactive learning  because it involves group work and students would certainly talk with one another. The activity can even call for genuine discussion among students where some of them can come out with their views on the war films or videos they normally watch at homes and cinemas. This approach can sometimes involve independent and critical thinking on the part of students, depending on the kind of activity involved. In lesson nineteen, the activity requires students to engage in role play as they act part of the poem. The acting activity is an  interactive  activity  because students have to organize themselves into groups and discuss the poem for detail understanding and the role each student should play, and how best these roles can be played in order to depict exactly what the poem is about. Although there are other forms of interactive learning activities on poetry teaching in these books like reading the poem aloud  in pairs, I have not considered them as real interactive learning approaches, for they do not require genuine interactive activities such as discussion and acting part of the poems. This type of learning  can instill confidence in the students in that they have to organize themselves well in order to perform their respective roles effectively.
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Activities Drawing on Learners’ Experience and Context
This approach  embraces the situation where activities or exercises meant to teach poetry lessons are linked to students’  experiences or are drawn on their  knowledge about the  poem being discussed. Two activities in this study out of sixty  representing (3 %) are based on this type of  approach. This  approach is illustrated  in  the  activities of lessons ‘1 and 3’ on Superstition and Oral Poetry. One of the activities on Superstition which draws on students’ knowledge and experience is when students are asked to link the exercise to their own traditional beliefs about superstition. Such an exercise can enhance students’ comprehension of the poem under consideration because the belief in superstition in the Ghanaian culture is  not an open  secret.  There have been  instances of brilliant Junior High Schools (JHS) students in some Ghanaian societies  who cannot enter Senior High Schools (SHS) because they have been  harmed by witches and sorcerers.  It is as a result of these beliefs that the writers seem to be tapping into an issue of concern and influence in the society. The other lesson on Oral poetry is yet  another  example of drawing on students’ experiences and knowledge about  African  traditional  Ghanaian  literature. The artifacts are symbols of history, tradition and culture in the Ghanaian context, therefore using them  constructs  poetry teaching as a way of endorsing or promoting the Ghanaian culture.  But then, being lesson on  such  important social issues, one would have expected  the producers of these textbooks to touch on more of such issues in the successive chapters and lessons but they seem to have abandoned  them. But I think it is like this because learners’ experience and knowledge are not often drawn on much in  these books.
 Scaffolding
 This involves provision of the needed assistance to a learner by a teacher to  students  to enable them move from one stage of learning to a more complex level. Sometimes, scaffolding can be done by  more capable peers in the classroom during the teaching and  learning process or by an adult outside the classroom. Sometimes too, lessons or activities in textbooks can be used as scaffolders for learners. 
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Six  activities, five in lesson ‘1’  and ‘1’ in lesson ‘11’, representing (10%)  in the Ghanaian textbooks, can be seen to be drawing on  scaffolding.  This is because  activities 1 & 2 ‘b’ and all activities in ‘c’ serve as a stimulus for  activities ‘d’ which requires a more complex approach. In addition, being the first lesson, it serves as a basis for other two successive comprehension lessons on similar topics such as: Ugly Magic and The Guiding Spirit, each of which includes an element of superstition. The possibility of  peer scaffolding in the activities in lesson ‘11’ is quite high since there can be more capable peers or students in these groups who could assist the weak ones or slow learners to improve upon learning (Vygotsky 1978). However, the pedagogy of peer scaffolding is not explicit in the lessons in the Ghanaian textbooks probably due to the examination focus of these activities. 
Writing tasks or Activities:
These types of activities engage  students in writing their own poems using the original poem as a model or starting point. Writing tasks can also ask students to respond to parts of or the entire poem through writing.  Four activities out of sixty representing (7%) focus on this type of exercise or activity.  This is seen in the activities of lessons (1, 11, 20 and 12 see appendix). However, the writing tasks occur in different forms and with different focus in each of the lessons they have accompanied. In lesson ‘1’ activity ‘d’ for example, students are asked to write their own poems about similar superstitions they know about. This kind of writing task can call for testing  students’ retentive memory and descriptive skills to compose poems on issues or events they consider to be superstitious. It can also require the knowledge of real experience of superstition on the part of students to compose  good poems on this subject matter. The focus of this kind of wring task during poetry teaching,  I think, is to make students learn about some cultural beliefs and practices within their community through writing about them. In lesson ‘11’ activity ‘c’, students are asked to write a play-script based on the setting of the poem. This demands a complete imaginative  and creative ability of students to accomplish the task. This is because the setting of the poem can only be imagined, and it  can take students of such creative knowledge to carry out this assignment effectively. 
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 A Similar exercise is given to students in lesson ‘20’ when they are asked to use the poem under consideration as a model to construct their own parody about how they might behave on  completion (SHS). This is an example of Vygotsky’s notion that students learn through imitation (Vygotsky 1978). Finally on writing tasks, lesson ‘12’ presents an example of a kind of writing which demands that students use fewer words  or sentences to reduce a long passage to a short form, or to express their views on a passage. For this exercise to be carried out, it  needs total understanding of the entire poem. I believe it an exercise that is aimed at testing or sharpening students’ knowledge on ‘what is a sentence’ so far as the English Language curriculum is concerned. And this can be a useful exercise for students in the Ghanaian High Schools as a prelude to learning how to write a summary, which is an important component of the final year English Language examination paper. This shows that the writing tasks or exercises which are  based on poetry teaching can be used to enhance students’ writing skills.
4.2.1.2  LOW  LEVEL STUDENT-CENTERED LEARNING IN THE GHANAIN
TEXTBOOKS
Throughout the twenty poetry lessons, in spite of the high-level learning as I discussed above, there is the presence of  what I termed low-level student-centered, active learning. This type of learning focuses on activities that offer students little opportunity  to think independently, but which nevertheless involve them in some form of activities rather than passive learning. Below, I discuss some examples of this type of learning from the Ghanaian poetry lessons.

 Using Comprehension as Information Retrieval in poetry Teaching
 Thirteen activities out of  the  sixty  questions construct poetry teaching as information retrieval in the Ghanaian textbooks. This represents (22 %) of the total number of  activities in the books. 
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This kind of approach  is similar to the  multiple choice questions method of teaching which gives more opportunity for the teacher to control the class, and hence can be seen as a teacher-centered approach. The teacher, during this type of teaching, appears to be the source of knowledge and judges the students’ answers to be right or  wrong (See appendices  of  lessons 1, 2, 3, 4, 7, 11 and 13) for this assertion. It must be mentioned that this kind of approach does not really allow students to think for themselves but it is justified in the Ghanaian English Language curriculum because of the nature of the final English Language examination paper. The Ghanaian High School final year students are examined on a comprehension paper as an  aspect of the English as Additional language paper, hence these  types of questions  on poetry teaching. 
Multiple Choice Questions
Three activities out of sixty in the Ghanaian textbooks require the answering of    multiple choice questions. This represents (5 %) of the total activities. This method of teaching poetry is included in the lessons because of its importance in the  examination. Therefore, the textbook producers are trying to teach relevant examination skills, but do not seem to be emphasizing these skills. This approach to teaching poetry in the Ghanaian textbooks occurs in the (SHS) books two and three and therefore it is apt to say the exercises are meant  to prepare students toward the final examination ( see lessons 7, 16 and 19 in appendix). 
Reading aloud / silently
A minimally student-centered or minimally active pedagogy, this type of activity seems to have  featured in nearly all the lessons on poetry teaching and learning in the Ghanaian High School textbooks. Eleven  activities out of sixty representing (18 %), require either reading aloud or silently. These activities  become more demanding  as the lessons progress. An example is found in poetry lessons ‘2 and 3’ in the (SHS) book 1. Whereas the first activity in lesson ‘1’ only  requires students to  read the poem silently and aloud, the activities in the  subsequent lessons give students additional  tasks  to the reading aloud or silently, by asking them to pay attention to the movement of the lines or rhythm or rhyme (see appendix of lessons 2 and 3).
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 Sometimes too, reading aloud involves more thought  and decision making. An example can be seen in poetry lesson ‘8’ activity ‘a’ see appendix) where students are to read the poem aloud in groups and give ‘thought to the  tone of voice that  suits the poem’. Reading the poem aloud can also demand a decision making as to the tone to be used in reading the poem in order to emphasize it. An example of this can be seen in poetry lesson ‘7’ activity ‘a’ (see appendix). The  nature of the activities requiring deeper, independent thinking on reading aloud changes; thus it  increases as the books advance. For example, in the (SHS) book 1, there are three activities on reading aloud, (SHS) books 2 and 3 have 4 activities each making a total of eleven activities. The inclusion of these activities in the poetry lessons can be seen as relevant, as they can serve as a way of preparing students toward the final year oral English Language examination which is one important aspect of the Ghanaian High School English Language curriculum. 
4.2.2  MULTIMODAL  APPROACH  OR  MULTMODALITY 
This discusses other modes of  teaching and learning or interpreting  poetry apart from print-based writing and reading. One of  these  other modes is acting or dramatizing  and drawing. On dramatizing, one activity (1) in lesson ‘19’ out of sixty, representing (0.6 %) percent  uses this mode. In activity  ‘c’ of this lesson, students are asked to imagine that they are the poet and talking to the landlady and act how the poet behaves. 
The acting of this part of the poem makes the lesson student-centered because they are involved in this activity, and the success of the role play depends to a large extent on how well they have organized themselves. The low occurrence  of  this approach  might be as a result of the nature or the mode  by which students are examined  on poetry. Thus, no examination on poetry takes the form of multimodality as it is a very prescriptive and rule governed  form of examination. 
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Drawing as a multimodal approach to poetry teaching does not feature in any of the activities accompanying the twenty lessons in the Ghanaian textbooks. The absence of this approach can be attributed to the fact that the Ghanaian English Language curriculum has not yet recognized  the usefulness of such an approach to teaching and learning, let alone recognize its importance to poetry teaching and learning. Its absence once again boils down  to the nature of modes of assessment in the English Language curriculum.

In discussing the pictures or illustrations, I would like to consider the lessons instead of the activities. This is because, although six of  the poems  have been accompanied by some visual designs, none of the activities refers to the visual elements. However, the general effect on the various lessons cannot be denied as  each of the pictures portrays the content of the poem it accompanies. Pictures are seen in  six out of the twenty lessons  (see appendix for  lessons 1, 3, 7, 8, 15, & 19). Below is a brief analysis of these lessons. 

In poetry lesson one, the use of the owl is a symbol of superstition which is exemplified in the title of the poem. The traditional artifacts in  poetry lesson three, are symbols of tradition, culture  and history. It is however surprising that none of the activities designed to teach the poems  refers to the pictures of the owl or the traditional artifacts.  Although  these pictures  have not had any direct contribution to the meaning of the poems they accompanied, they are likely to  have some influence on the learners.
 In Ghana for instance, the owl is perceived as an  evil bird whose body  is often inhabited by evil spirits such as witches, especially at night. The colour black in the Ghanaian culture also connotes danger, death or mourning. So, for a black owl to perch on a tree at  a time which looks like night, creates the impression that something ominous or dangerous is imminent, hence the title Superstition. The picture of the owl and its immediate environment construct  poetry teaching as a way of learning about traditional beliefs and practices. The traditional artifacts that are used in lesson three can enable students to understand the sources of the Ghanaian literature. In Ghana these artifacts serve as sources of traditional or African literature. They are believed to have conveyed some historical meanings which can be interpreted orally by the aged or people with expert knowledge about traditional culture.
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Hence, they help to construct  poetry teaching as learning about the history of oral poetry in Ghana. The picture of the hills in lesson seven: All men come to the hills, has contributed  to some extent to  the meaning of the poem, and except that the picture is not clear enough and there are no pictures of men on the hills too. In any case, the picture of the hills can enhance students’ understanding of the poem; therefore constructs poetry as what is  real and concrete. For poetry lesson eight, the dilapidated stairs are used as an attempt to add information to the meaning of the poem. This can help students to realize that the ups and downs or undulated nature of the stairs symbolizes the problems associated  with the woman’s life as she tells the child. The use of the green  leaves in lesson fifteen to re-enforce the meaning of the poem is also appropriate, in that  green leaves can be symbols of hope, prosperity and life. They can again enhance students’ knowledge about the forest as a place characterized with luxuriant green leaves. In lesson nineteen, the pictures of the telephone as well as the male and female who are seen in a conversation are really helpful to the understanding of the poem. The picture of the black man with black hair shows the contrast between a black race and  the landlady who appears to be a white lady, hence  the issue of racism in the poem. 
Multimodality also deals with the  borders, fonts used and  colour background aspect of   the poems like the layouts of the poems on the pages in the books. Out of the twenty lessons nine are placed in borders but against different backgrounds. Three of them are on white background in borders, while the rest six are placed in borders  against colour backgrounds. The rest of the poems, thus eleven, are presented on white background without borders around them. Some of these are presented on two pages without borders with a lot of space around them (see lesson 16 & 19 in appendix). The titles of all the poems are capitalized in deep black colour except lesson ‘13’ (see appendix) whose title  does not appear to be deepened. I cannot tell the reason for its status like this but I think it would have something to do with mood and probably the message of the poem, since it a poem on the theme of war. Also, one common feature of these poems is that  the activities or questions accompanying them are in bold fonts, an indication that they are important to students. 
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Other poems are presented in a rather interesting and different ways (see appendix of lesson 16 & 19).The former for example, is presented on the two pages in a form of hand written while the latter has a combination of small and capital letters composing it. The two poems might be dealing with certain social evils which require such styles in presentation in order to emphasize the personae’s concern.  In addition, the differences in manner of presentation of these poems makes them look differently from other lessons in the units in which they are placed thus constructing poetry teaching as somehow separate from other language learning. In any case, I must say  that the manner in which some of these poetry lessons have been presented on the pages can be a bit intimidating to students, and this may not be appealing to students who have already had some ‘reservations’ about poetry as a genre of literature.
4.2.3  LITERATURE TEACHING AND LEARNING APPROACHES 
          TO POETRY TEACHING IN THE GHANAIAN TEXTBOOKS 
This section considers some of the literature teaching and learning theories and approaches that are evident in the Ghanaian High School English as additional language textbooks as provided through the analysis of the twenty  poetry lessons.
 Formalists’ Approach
This approach to literature teaching focuses on identification of  literary terminologies  and figures of speech and how they contribute to the meaning of  texts or poems. In this case, students are required to read the poems and identify literary terminologies such as rhyme, rhythm, similes, metaphors and the like. The activities and questions may also demand that students find how these literary terminologies, figures of speech and other poetic devices contribute to the meaning of the poems. Through the analysis of the twenty  poetry lessons in the Ghanaian High School English Language textbooks,  twenty activities out of sixty construct poetry teaching in this manner. This represents (33 %) of the total number of the activities (see appendices of lessons 2, 4, 5, & 8, 15, 16  for a few examples). 
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 This suggests there is a need for students to study these literary terminologies because students need to understand these terms and be able to identify them in poetry texts in order to appreciate poetry effectively. The knowledge of these terms is  again important since students depend on them to pass the final year English Language examination paper.  The teaching pedagogy involved in its teaching is often teacher-centered where the teacher is regarded as the sole owner of knowledge of literary terms which is given to students and makes sure that they assimilate and regurgitate it in the final examination. This  type of pedagogy is what is termed in the Ghanaian education system as ‘chew and pour past and forget’. What this phrase means in the Ghanaian education system is the situation or a method of teaching where the teacher teaches the students the required topics in the syllabus purposely for passing the final examination and encourages them to commit nearly everything into memory and regurgitate them word for word in the final examination to score good marks but soon after the final examination, students tend to forget what they were taught.  These types of activities become more demanding as the students progress to the higher levels. For example, in the (SHS) book1 lesson one, students are only asked to identify rhymes, contrast and rhetorical questions but in lesson ‘4’ of the same book, students are to express their views on the poet’s use of rhyme and rhythm in the poem. Another example of such activities can be seen in lesson ‘12’ activity ‘c’ (see appendix) when students are asked to explain the figures of speech as used in the poem. What this activity specifically requires of students is that they should explain the figures of speech in the context in which they are used in the poem, but not how they understand those figures of speech in ordinary language or expressions. Although these kinds of activities may require some level of independent thinking on the part of the students, their answers are not always judged to be correct by the teacher. The inclusion of these activities in the books is relevant as they prepare students for the final examination so far as the English Language paper is concerned. Indeed, in Ghana, the High School final year English Language paper is made up of one hundred multiple choice questions of which poetry is an integral part, and knowledge of these poetic devices forms part of the one hundred multiple questions. 
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However, despite the fact that these activities prepare students  for the final English Language examination, they can be seen to be attempts made by the producers to go further by encouraging students to think about the effects of these activities.

 Structuralists’ Approach
Closely linked to the formalists’ approach to poetry teaching in the Ghanaian textbooks is the structuralists. This approach includes activities or questions which demand students’ knowledge about the structure, form and technique of the poems. Five activities out of sixty representing eight percent (8%) of the total number can be seen to be drawing on the structuralists’ approach. For example, activity ‘b’ of lessons 17 & 18 (see appendix) can be seen as drawing on the structuralists’ approach when students are asked to identify the differences and resemblances in both poems by considering techniques, structure of the  message, register, and subject matter. Such an activity, although appears to require independent thinking or be student-centered, can finally end up as teacher-centered because the teacher’s answers to such questions are considered to be correct in the long run.  Other similar activities which appear to be drawing on the structuralists’ approach are  seen in lessons 12 b & c, 5b and 15 (see appendix). In lesson ‘15 activity ‘b’ (i) for  instance, students’ views are sought about ‘the structure’ of the poem, and this can be done if students have in depth knowledge about these poetic structures.
 Evidence of  Reader-Response Approaches  
Six  activities out of sixty representing (10 %) construct poetry teaching as a possible application  of reader-response theory. The activities  can be seen as reflecting Iser’s and Rosenblatt’s  views  on literature teaching and learning (see activities in lessons 2, 6, 11, 15, 18 and 19 in the appendix). In lesson ‘2’ for example, students are asked to evaluate the poem and come out with their responses or reasons as to  why they think the poem is a successful one or not. The process of evaluating the poem can involve students’ different interpretations of it, because they all have different literary experiences. This can be seen as drawing on students’ own interpretation of literary works which Rosenblatt is concerned with in her work Literature as Exploration (Rosenblatt 1968). 
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Lesson six also presents a similar exercise for students to grapple with when they have been asked to ‘sum up’ the poem in their own words. Although this activity does not seem to be really asking for students’ own interpretations, it requires independent thinking and an  active task, which draws on reader-response approaches. The activity in lesson ‘11’ where students are to create their own characters and setting of the poem is an example of  Iser’s gap filling technique in literature teaching. Activity ‘b’ of lessons 18 & 19 asks students to give reasons why they like or dislike the poem, and this type of exercise requires individual views about or interpretation of the poem and can be seen as drawing  on  reader-response approaches as well. One significant thing I have observed about the reader-response  approaches  in the Ghanaian textbooks is that they occur more in the (SHS) books 2 & 3 than they occur in book 1. 
 Language Learning Approach 
 Under this, I  consider all the activities or questions that focus on enhancing students’ vocabulary, syntax/grammar, reading aloud, the use of idioms/figures of speech, and communicative skills (written  and oral). I could have separated each of them under sub-headings but I thought  it good  to put them under one heading because eventually, each of them has something to do with the language aspect of the students.
 So, having  put them together, I got twenty-three (23) activities out of sixty (60) which  have constructed poetry teaching in this manner. This represents thirty-eight (38 %) percent of the total number of lessons. The inclusion of these kinds of activities with language learning focus in poetry teaching is similar to Lazar’s views about using poetry lessons to sharpen language acumen in different segments of the language curriculum (Lazar 1993). 
Contextual Approach to Poetry  Teaching in the Ghanaian Textbooks 
This approach deals with activities and questions accompanying the teaching and learning of the poem that  require students to relate the content of the poem to their own  life situations. 
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These may include their cultural, social and traditional  beliefs and  practices. This approach to poetry teaching is illustrated by six activities or questions out of sixty (60), which represents (10%) of the total number. The contextual approach  to poetry teaching and learning can be  useful in that  it enables students to link aspects of the poems to their socio-cultural environments, and thereby facilitating their understanding and interests. Examples of this kind  of teaching poetry is exemplified in lesson ‘1’(see appendix) where students are asked to consider or identify other superstitious beliefs  and practices within their communities and say whether they are superstitious themselves. Another instance can be found in lesson ‘3’ (see appendix) where students are to compose their own oral poetry and recite them first to the class before going ahead to discuss them with the entire class. 

4 .2.3  INTEGRATION  OF  LESSONS  INTO  THE  UNITS  
 This discusses the ways in which each of  the poetry  lessons fits  into the units and with the rest of the lessons in the units. Lesson one has been very successful in the unit in terms of theme and the subject matter. For the  theme of  the lesson, I can say  that its theme of beliefs in Superstition is in line with the other lessons in the unit. This is because being the first lesson, it serves as a basis for other two successive comprehension  lessons  on similar topics or subject matter such as: Ugly  Magic and The Guiding Spirit, each of which has an element of superstition. In this way, the first poetry lesson can be seen as a scaffold for students to enable them understand the subsequent lessons on the unit. In fact, each of  the subsequent units up to unit six  has  an element of tradition in it. Unit six  for example has the lesson on Oral poetry which deals with the sixteen traditional artifacts. It must be pointed out that each of these artifacts  has traditional connotations within the Ghanaian context. I believe the textbook producers must have in a way been using  the idea of contextualizing within the Ghanaian context in order to consolidate students’ understanding of the issues discussed in them. Other successful integration of the poetry lessons into the wider units  can be seen in poetry lessons 9, 10, 11, 12 & 13 (see appendix) which are all composed on the theme of war and peace.
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It is pertinent to mention that prior to these poetry  lessons, students have been taught  various other lessons about the armed forces and their roles in a  country, the military and  The United Nations Peace Keeping Forces. In particular, lessons ‘9 & 10’ have been preceded by an essay writing exercise for students in which students are  asked to write an article to be published in a local newspaper or magazine on the ‘role of the armed forces in modern society’. In addition to the above, students are earlier on required to discuss why most countries ‘spend a lot of money in training their forces and giving them good equipment’. So, by and large, I would say that the poetry lessons in the Ghanaian textbooks have been well integrated in the units in which they  have been placed. 
 4.3.5  THE  CONSTRUCTION  OF  TEACHERS’  IDENTITY 
 In most cases, teachers serve as managers and purveyors of  knowledge in the lessons.  the fact that students are engaged in activities such as being  allowed to explore the poems  in  some of  the lessons, reading  aloud or silently does not mean that the teacher is not playing any role in such lessons, but this is not made explicit in these books. That the teacher is constructed as a purveyor of knowledge can be exemplified in the activities that require right or wrong answers from students, such as identification of some literary terminologies, poetic devices or even explaining some figures of speech  from the poems (see lessons 12 activity ‘c’ & 19 activity ‘2’ in appendix).
 It must be mentioned that  for all these and many of such activities, the teacher’s role as the purveyor of knowledge of such things as literary terminology  cannot be left out Because in such a classroom situation in Ghana for instance, the teacher is more often considered as the purveyor of knowledge. The teacher’s role in this manner has become necessary in these textbooks as a result of the kind of knowledge students are expected to acquire toward the final year English language examination. Therefore, the writers or producers of these textbooks might be making an attempt to fulfill the requirements of the curriculum as well as the examination body. This prescriptive method or traditional pedagogy is evident  when most of the activities or questions are in a form of information retrieval types, representing (22%) of the total number of activities in these textbooks. 
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But then, it is worth noting that a number of activities in these textbooks appear to have moved from this kind of traditional role of the Ghanaian teacher by giving some opportunities for students to perform some activities in the lessons. An example of such activities can be seen in lesson ‘1’ activity ‘d’ when students are given the opportunity to write their own poems about similar superstitions they know about. Another one can be found in lesson  ‘20’ activity ‘b’ when students are expected to write their own parody about how they might behave on completion the High School. These are but a few examples of  activities  that seem to have changed that traditional role of the Ghanaian teacher. However, although the textbook producers seem to be changing the role of the traditional role of the teacher, it is likely that teachers may reject these student-centered approaches to literature teaching because they (teachers) feel they would be rendered redundant and powerless in the classroom
 4.2.5  THE CONSTRUCTION OF  STUDENTS’ IDENTITY    
Even though most of the activities or exercises involve students in some form of activity, they are not given much opportunity to explore the poems or think for themselves. Therefore, students are constructed more as low-level active learners than investigators or exploratory learners. In addition, although  some of the questions and exercises construct students as a resource in the classroom, such activities are still limited in these books. This becomes evident when only seven out of the sixty activities designed, representing (12 %)  for the teaching and learning of  these poems allow  students to explore or link the poems  to their own contexts.
 The multimodal activities for instance, which could have offered more opportunities for students to express their opinions on issues in these poems are somewhat limited in these books. Further, students are constructed as examination candidates by the questions and activities in these books which have examination focus. An example of such activities can be seen in the formalists’ approach to literature teaching when they are often asked to identify and explain some literary terminologies and other poetic devices in the poems. 
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The language approach is yet another aspect of the activities which construct students as examination candidates who are expected to have knowledge of many aspect of the English Language. Frankly speaking, the Ghanaian High School English Language curriculum is concerned with language. Even the one hundred multiple choice questions that students are examined on in the final examination comprise aspects such as vocabulary-synonyms and antonyms, grammar-appropriate use of prepositions and register. In all the above, it is appropriate to say that the activities in these textbooks, especially the language approach, construct students as people ‘who need to be guided by  experts so that they will become skilled users of language in a range of contexts’(Reed 2006:151). So, I think this might be influencing the textbook producers as they try to satisfy every segment of the examination curriculum by not giving much room for students to operate in the activities. But in any case, students are given some opportunity to have their own opinions. This is an attempt in a way to change the traditional construction of students from  the situation where the teacher’s judgment or approval of students’ answers are either right or wrong. Finally, on students’ identity, not much is seen of them as people who are interested in youth or popular culture or urban living. They are mostly constructed as being interested in traditional Ghanaian culture. 
 4.2.6   DOMINANT  TEACHING OR  PEDAGOGIES UNDERPINNING 
            THE LESSOSNS IN THE GHANAIAN TEXTBOOKS  
The analyses of the lessons and activities show  that  most of the lessons include a range of activities as well as being influenced by a range of theories. The brief quantitative analyses of the activities has revealed that many of the activities are teacher-centered. By this, I mean most of the lessons do not allow many  opportunities for students’ own  knowledge, opinions and experience to be  expressed in these lessons, although students are involved in a great deal of the activities. One particular type of activity that has given rise to teacher-dominated pedagogy in these textbooks is learning of literary terminologies or devices (formalists’ approach). 
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Throughout the sixty activities on  poetry teaching and learning, twenty-three activities  representing (33 %) are based on this type of learning. Therefore, all the questions and  activities have relegated the knowledge of the students to the background, thereby portraying the teacher as the reservoir of knowledge in most cases. Another  example of teacher-centered approach activity   in the lessons is that of comprehension questions or information retrieval. This is again a teacher-dominated activity which calls for right or wrong answers decided on  by the teacher. These activities represent (22%) of the total number of activities, an obvious example of the traditional comprehension teaching method whereby most of the questions  ‘require a literal decoding of the text’ by the students (Reed 2006:154). The prevalence of this technique might be due to the kind of  examination written by the students. In Ghana, the (SHS) students are examined on two comprehension passages in the final year English Language paper which require such answers, hence poetry teaching is used as a prelude to answering comprehension questions. The third most dominant activity is reading aloud. This takes eighteen (18%) percent of the total number. Finally, on teacher-centered dominated activities is the structuralists’ approach. These  are activities in a form of the formalists’ approach but involve the identification of the structure of the poems. Five activities out of sixty  representing eight (8%) of the total number can be seen as the structuralists’ approach. The inclusion of these activities in the textbooks is relevant as they also, like the formalists’ approach prepare students for the final examination. This approach is followed by  multiple choice questions technique of teaching which is  also teacher-centered with (5 %) of the total number of activities.  
Some activities in these textbooks indicate attempt to include student-centered pedagogical methods that involve higher order active learning that require independent thinking and expressing of students’ opinions. Some also create the or an  opportunity for them to explore the poems and link aspects  to their contexts or life experience. An example of such activities can be  seen in reader-response approach to teaching poetry. These activities take ten percent (10%) of the total number of activities. These include various opportunities given to students through the activities to express their own feelings, views or opinions on the entire poem or some aspects. 
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The second one is exploratory learning. This takes seven percent (7%) of the total number of activities in the books. The low percentage assumed by this creates the impression that the textbook producers are still finding it difficult to move completely from the traditional role of the teacher. The third example of this higher order active learning can be seen in  learning activities drawing on Vygotsky’s approach such as interactive and acting or drawing-any activity that is student-centered has an element of Vygotsky. All of such activities can engage students in active learning or exploration.

Other dominant pedagogic approaches are those which attempt to include student-centered activities in the lessons. Such approaches although student-centered, are very structured and are of low-level active learning. An example of this type of activity is comprehension or information retrieval  type of questions designed on these poems. Since this calls for right or wrong answers from  students, it does not offer them much opportunity to do what they can with the poems, because the teacher will finally decide on the correct answers. Another one is the multiple choice questions which is minimal low-level active learning activity. Here, although students are involved in the learning process, the activities do not allow much independent thinking. Whatever answers they have are finally judged to be right or wrong by the teacher. Strictly speaking, no serious learning takes place in a multiple choice questions or exercises. But I think  these activities are included in the textbooks so as to prepare students for the one hundred multiple choice questions in the final year national examination.
Apart from the above discussion, every lesson seems  to be underpinned by different theories of teaching and learning ranging from, teacher-centered  to  student-centered. But, in fact, a close look at the lessons shows that the activities  often  suggest things the teacher can do or get learners to do but the nature of the activities indicates  that what the teacher does is the most prevalent, although implicit. 
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4.2.7   THE DOMINANT  LITERARY  THEORETICAL  APPROACHES 

             UNDERPINNING THE GHANAIAN LESSONS        
The poetry lessons in the Ghanaian textbooks are mostly influenced by the  language learning and the formalists’ approach to teaching and learning poetry. The activities on language learning approach  alone  is made up of twenty-three activities out of sixty representing (38%) of  the total number of activities. The high percentage assumed by this approach might be as a result of the need to instill  language skills in students. On the other hand, it might be that the producers want to encourage language teaching and learning through context rather than doing it in the abstract. The second literature teaching approach which has dominated these lessons is the formalists’ approach. Out of  sixty activities in the lessons, twenty representing (33%) is given to teaching and learning about literary terminologies. The high percentage received by this approach  shows the importance attached to the teaching and learning of literary terminologies in the Ghanaian textbooks. This kind of teaching and learning is encouraged within the Ghanaian system, especially in the discipline of English Language because of the high premium placed on English both as a subject and language in Ghana. It also reveals the prescriptive pedagogy associated with the teaching and learning of poetry as a genre of literature. This might be the cause of the phobia associated with the genre by students. Because, they think that when it comes to poetry, they have to ‘chew and pour’ these literary devices in order to impress teachers and examiners. Finally, reader-response and contextual approaches each, has (10 %) of the total number of activities, while the structuralists takes (8%). The fact is that these approaches to teaching and learning literature, and for that matter poetry, are not the focus of teachers, students and textbook producers and even the teaching guides as I have already discussed in this report.

The next section presents general overview of poetry teaching in the Ghanaian textbooks.
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4.2.8  GENERAL OVERVIEW OF HOW POETRY TEACHING  IS  CONSTRUCTED
          IN THE GHANAIAN HIGH SCHOOL ENGLISH LANGUAGE TEXTBOOKS
From the analyses of the twenty poetry lessons  and the noticeable trends, poetry teaching and learning have  been constructed  in the Ghanaian textbooks in various ways. The first of these is that poetry teaching is constructed  as carefully structured  exercise which is controlled by teachers to prepare students for the final national examination in the English Language paper. This has become necessary  because of the type of  examination questions which are normally set by the West African Examinations Council (WAEC)  which is a national examination body in Ghana. In addition, poetry teaching is constructed as an opportunity for language teaching and learning through context  instead of doing it in the abstract. This is evident in the numerous language activities that are designed  for the teaching and learning of the poems. Further, poetry  teaching is constructed as involving students in the teaching and learning process, whereby students are seen actively doing something with the poems or some aspects of them. For example, most of the activities see students reading the poems aloud or silently. The reading aloud activity can be away of encouraging students to improve upon their spoken and hearing or listening skills as a preparation toward the Oral English Language Examination. In another instance, poetry teaching can be seen as learning to write or being creative. Students are given the opportunity to either write their own poems  which should be similar to the ones in the books, or use the ones in the books as models to write their poems. Poetry teaching is also seen as a way of encouraging talks or discussions  among students. Although limited in the books, the activities that require students to be in groups and  pairs to discuss the entire poem or aspect of it, can be seen as aiming at inculcating this skill in students. Equally, poetry teaching is constructed as learning through multimodal pedagogy. However, this approach to poetry teaching is very limited in the Ghanaian textbooks.  I think the limited number of activities on this can be seen as a result of the fact that such teaching and learning approach is not encouraged in the Ghanaian High Schools so far as poetry teaching is concerned. 
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As well, poetry teaching, to some extent, can be seen as communal or collaborative learning. As a communal learning, students see themselves as one family as they  learn  and share their thoughts and experiences in groups. Similar to this type of learning is collaborative technique where students work in groups or pairs on an aspect or entire poem and present a collective answer  for marking by their teacher. This approach is however  limited in the lessons. Its limitation might be due to the prescriptive role given to teachers by the textbook producers. That is not all, poetry teaching is constructed as learning about the lives or context or some issues concerning students’ communities,  although this approach is also limited in the  books. An example of such a way of learning through poetry teaching is found in the lesson on superstition which is a common phenomena in  the Ghanaian culture.

When it comes to looking  at the covers of these textbooks, it is in place to say that the political status given to these books as shown on the covers, has reflected in the lessons in the books. The national colours of the book covers are indications of the strict control the government of Ghana has over these books, hence every activity on poetry teaching in these books seem to be influenced by the national value place on English Language. In Ghana , people who have not passes the (SHS) Certificate Examination with at least a credit – fifty percent (50%) in the national examination cannot be employed officially. On the unit themes in the books, it is worth mentioning that  each of the books has at least a lesson which borders on the theme of tradition or Ghanaian culture and agriculture, social issues and the like. In the (SHS) book 1 for instance, apart from the two poetry lessons on superstition and  Traditional Oral Literature, there are other lessons, although not on poetry, on social issues such marriage, effect of old age, religion and narration of traditional folk tales, which are all relevant  or pertinent issues in the Ghanaian society. The (SHS) book 2 has similar issues raging from the problem of drug abuse, life insurance, careers in the armed forces,  a traditional Fulani story test of endurance, to mention but a few. The (SHS) book 3  also has some comprehension passages on  issues  like: The Confidence Tricksters, A Discussion on a Court Room, Oral Literature on Proverbs, Preparing for an  Interview and the like. 
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From the few examples given from the Ghanaian textbooks, it can be seen that the theme of tradition or traditional literature has occurred in each of them. This in a way, is  an example of the producers attempt to promote some aspects of Ghanaian culture and for that matter African literature to some extent.
4.3  ANALYSIS OF POETRY LESSONS IN THE  SOUTH  AFRICAN TEXTBOOKS
In doing this analysis, I shall look at  the activities and questions that have accompanied the  fifteen  lessons on poetry teaching in the South African textbooks  to find out if  they have drawn on certain theories of learning as well as  theories  and approaches of literature teaching. To do this in support of the main qualitative analysis, I  shall count all the activities and questions and calculate the  percentage of  the number of activities and questions that are based on say Vygotsky’s views on teaching, reader-response, formalists’ approach, writing tasks, students independent thinking, exploration, to mention but a few.  The total number of activities that have accompanied the fifteen poetry lessons in the South African High School English Language textbooks is fifty (50). Below I consider the pedagogic approaches first before going on with the literature teaching approaches. Under the pedagogic approaches, I shall consider the activities under two categories or headings namely: high level student-centered active learning and low-level student-centered active learning.
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4.3.1      PEDAGOGIC APPROACHES IN SOUTH AFRICAN TEXTBOOKS 
4.3.1.1   HIGH LEVEL STUDENT-CENTERED PEDAGOGIC APPROACHES  
              OR  HIGHER LEVEL ACTIVE  LEARNING 
Interactive Learning
This activity creates opportunity for students to learn and discuss in groups or pairs during the teaching and learning process. Students may be put in groups and asked to discuss  the topic concerned.  Almost every lesson in the South African textbooks can be seen to be drawing on interactive learning pedagogy. Forty-one activities and questions require  students to be in groups or pairs as they respond to the entire or part of the poems. This  represents eighty-two (82 %) percent of the activities which construct poetry teaching  like this. Because almost every lesson includes interactive learning, I would like to give a few examples of the lessons. Some of these  lessons are  (21, 24, 25, 26, 33 and 34 see appendix for lessons). In each of these lessons, students are requested to be in groups and discuss various issues in the poems. In lesson ‘21’ for example, students are to be in groups of four and share ideas on the activities designed on the poem, and that ‘each group member should report one response out of  the four questions to the class’. Such an activity calls for effective discussion among the group members. The group discussion can  involve students interacting with one another in the group. Sometimes during interactive learning, students can be engaged in collaborative learning. By collaborative learning, students are given opportunities  to support one  another during teaching and learning process. In some cases too, students are expected to work together in groups and provide answers to problems as a group. The kind of learning which goes on during interactive learning is actual discussion because each member can take turn during the discussion. In this way, individual learners with learning problems can be assisted by a more intelligent  partner (s).
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Exploratory  Activities or Active Learning 
Unlike the Ghanaian poetry lessons whereby a few activities and questions involve students in exploratory and active learning, virtually every lesson in the South African textbooks has included an active or exploratory learning activity. As a result, fifteen activities out of the total of fifty, representing (30 %) construct poetry teaching as active or exploratory learning. These are various activities that encourage students to be involved in the teaching and learning process without the teacher controlling them. Through this, students can acquire the skill of independent thinking in order to think for themselves. This pedagogy is in line with the aim of the textbook producers who expressed the importance or the need for students to explore various texts both written and visual.  Because all the lessons are accompanied by exploratory or active learning activities, I  discuss two lessons with such examples. The first one is lesson ‘21’ under the heading: making sense, where students are to be in groups of four and provide answers to all the activities on the poem. The second example can be seen in lesson ‘23’ where students are to be in small groups to answer each of the questions asked on the poem (see appendix for both lessons).
It must be mentioned that in both examples, students can be given  much opportunity to explore the poems through the activities designed on the poems, in order to come out with their own views and answers. In lesson ‘23’ for instance, the ‘b’ part of the instruction charges students to note the similarities and differences in the answers of group members. Such activities can call for real involvement and critical judgment on the part of students. Exploratory or active  learning tasks draw on theorists of teaching and learning who claim that when students are allowed to find out on their own, the results of what they are taught and learned, they become more confident in themselves (Watson 1979; Holford and Griffin 2003).
                                                                            90 
Writing Tasks or Activities
These are activities meant  to develop students’ writing skills  through the teaching of poetry. In the South African textbooks,  these activities range from students’ writing their own poems to those that demand simple responses to the entire or an aspect of the poems under consideration. 
There are six activities out of fifty  which represent (12%) of the total activities which construct poetry teaching  in this manner. An example  can be seen in poetry lesson ‘21’ where students are expected to write poems about themselves using similes (see appendix).Through writing  of poems about themselves, they acquire skills of descriptive writing which they can apply in an essay writing class. Another one is found  in poetry lesson ‘24’ where  students in small groups are asked  to write poems based on an important event in their community. Linking the writing activity to students’ community can be a way of contextualizing teaching of  poetry in order to make it  relevant to students. A further writing task is seen in Love poem for my country, under the heading: making sense, activity ‘1’(see appendix of  the five love poetry lessons) when students are asked to select one of the poems and  write down why they like it.
This kind of  activity which demands students to write by  giving reasons based  on the poem, would involve their personal interpretations of the poem, thereby enhancing their understanding of the poems. It must be pointed out that the writing activities  can serve as a beginning  toward sharpening students’ writing skills. 
 Drawing on Students’ Context or Experience
This pedagogy encourages students to link the lessons and activities to their own societies or communities and even experience in order to enhance their understanding. Fifteen activities out of fifty which form (30 %) of the total activities, construct poetry teaching like this. Examples can be seen in lessons 23, 24, 30,31, 32, 33  and 34 (see appendix).
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In lesson ‘23’ for instance, students are to work with a partner to make a list of all the things that people do early in the morning in their (students’) communities, and keep the actions of what people do in mind before they read the poem under consideration.  Working with a partner can be an opportunity to have in-depth discussion of what goes on in the poem  and thereby promoting complete understanding of the lessons. Other examples can be found can in lesson ‘24’ activities ‘6 & 8’(see appendix). Both questions can be seen to be drawing on students’ knowledge about motherhood and the kind of mother the persona has. 
In one way or the other, students can  infer from the advice of the woman to her son that she has suffered and therefore she wants the child to be aware of her problems. In the same lesson ‘24’ under the heading: Something to do: Writing  and performing a poem, students are asked to be in small groups to write a poem by first of all following three instructions given under the above heading (see appendix).  Instruction ‘1’ reads: Read out your narratives about an important community event, is a kind of activity which links students’ knowledge and experiences to their contexts or experiences. In addition, the activities of lessons ‘33 & 34’ can be seen as examples of that which  are drawing on students’ knowledge about what kind of life goes on in the city. The pictures of the lady in a provocative dress coupled with the young man who appears to be an armed robber lurking in darkness, can be seen to be portraying  city life as being dangerous and full of insecurity.
 Activities on Imitation
These are the kind of activities which require students to use an original poem as a model to write their own  poems. One activity representing two percent (2%) of the total number construct poetry teaching in this manner. This activity can be located  on the activities  that accompanied the heading: Love poetry: Making sense, activity ‘1 & 2’ (see appendix), where five poems are composed on the theme of love. Here, students are asked first to select one of the poems and write down why they like it; after which they are to write a poem of their own, using the selected poem as their model.
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This activity can be seen as drawing on Vygotsky’s claim that students can learn by imitation (Vygotsky 1978).                                                                                      

 4.3.1.2  LOW LEVEL STUDENT-CENTERED ACTIVE LEARNING IN THE SOUTH
AFRICAN TEXTBOOKS
These are activities which although  require students’ participation during the teaching and learning process, do not give much opportunities for independent thinking. They are mostly teacher-centered  in spite of the role students play. Below I discuss some examples of such activities in the South African textbooks.
Using Comprehension as Information Retrieval in poetry Teaching
This is a kind of activity or question which is assessed by the teacher. It is mostly teacher-centered with the teacher sometimes imposing his ideas  on students.  These types of exercises do not require independent thinking or does not make students think for themselves. Fifteen activities out of fifty representing (30%) construct poetry teaching as comprehension or information retrieval. Sometimes, although the questions and activities appear to be information retrieval, some aspect of it can require interpretation and thought from students as answers. Examples of such activities are  located in poetry lessons ‘32 &30’ (see appendix). In lesson ‘32’ for instance, students are  asked to indicate where the narrator was standing at the time ‘of the poem, and what decision did he or she make and why?’. 
It must be noted that the second part of this question changes the simple nature of the question to a more complex nature because the ‘why’ part of the question demands careful reading, interpretation and thought. Another example of information retrieval question which requires some thought and interpretation, can be seen in poetry lesson ‘30’ which reads: According to the poem, why is student who is graduating from the high school proud of her achievement?. What  I have noticed about the comprehension questions in these books is that although they are comprehension questions which learners have to find answers to in the poems, the questions do not seem to be mere information retrieval, whereby students have to merely decode the answers from the texts. 
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Because, it can be seen from both  examples given  that for students to be able to answer both  questions, it would  require thought and proper thinking.  
Reading Aloud / Silently
As a minimally student-centered activity, it involves asking students to read the poem aloud in class or in groups before going ahead to discuss it. This occurs in  two activities out of fifty to register (4%). There are kinds of learning that go on in this kind of activity. The reading aloud of the poem in class may be a  way of building in students the confidence to speak in public. It can also be  aimed at enhancing students’ oral, aural and pronunciation skills, in that words that are mispronounced can be corrected. The low  occurrence of  these  activities in the South African textbooks  might be as a result of the fact that the South African English as an Additional language curriculum does not place importance on these  activities  for the students. Also, it might be that unlike the Ghanaian High Schools, South African  High School students are not examined on oral English.
4.3.2   MULTIMODAL  APPROACH  OR  MULTMODALITY 
Multimodal Pedagogy or Approach 
This approach looks at activities such as drawing, acting or dramatizing, mimicking, painting and the like as a way of interpreting the entire or aspect of the poems. On this, three activities out of fifty representing (6%) construct poetry teaching as a variety of learning activities and experiences in different modes. An example of this can be seen in poetry lesson ‘32’ (see appendix) when students are to work with their partners to ‘create a drawing, a painting or a model’ to illustrate the scene in the poem. These activities are examples of active learning because they involve the students in the performance. As  part of the multimodal is the use of pictures to re-enforce the meaning of some of the poems in the South African textbooks like the Ghanaian ones. And as I did in the  analysis of the Ghanaian  textbooks, I shall consider the layout of the poems such as borders, type of fonts used, colours background and pictures. 
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Unlike the Ghanaian textbooks where some of the poems are placed in rectangles or squares with borders around them, none of the South African poems has been placed in borders. Each is however projected on the page in such a manner that depicts the importance attached to it on the page (see appendix). But all the twelve poems have been presented in the normal font in black and white ink against white background. The title of each poem is in  bold font  and capitalized (see appendix). The way and manner these poems are presented in these books creates the impression that poetry teaching can be seen as a form of normal language teaching and learning. 
Twelve lessons out of the fifteen have been accompanied by pictures or illustrations. This represents  eighty percent (80%) of the total number of lessons. The large  percentage of the visuals, especially the pictures in the lessons, is a manifestation of the importance the producers of these textbooks attached to the concept of visual literacy. Indeed, in South Africa , the concept of visual literacy is given recognition right from the basic level to the University. One significant thing about their work is the fact that they have indicated from the on set that the aim of the books is to enable students explore both visual and written texts. In fact, all the twelve lessons that are accompanied by visual designs relate meaningfully  to the texts for which they have been used, except that they have not been referred to in the activities.




The visual designs therefore construct poetry teaching as ‘real or physical’ activity (see appendices).What this means is that through the use of the pictures, poetry  teaching can be seen and felt rather than being taught in the  abstract. Below I describe the impact of each of the pictures on the twelve poetry lessons in the South African textbooks. 
The first lesson I consider is poem number ‘21’ in the appendix. It is accompanied by a picture of a tall young man standing with his hands folded on his chest and appears to be gazing into the atmosphere. In addition to the picture of the young man are pictures of trees and short grass. The height of the young man who is reputed to be ‘The writer of this  poem’ as the title  suggests, can  enable students to  compare his height with the trees without difficulties even if the written words were not there. 
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The picture of the young man accompanying the poem might suggest the importance or power or self-esteem of the young man. Poem number ‘22’ is accompanied by a young rap singer, clad in an ‘afro’ shirt and wearing spectacles, earrings and a headgear with a microphone in hand. This creates the impression that the poem is composed around the theme of popular culture. This same poem is accompanied by pictures of females with one holding her head in both hands and a book is  open on a table  in front of her depicting  disappointment. Another female is seen covering her mouth with the  hand in a form of trying to prevent herself from talking or making noise in order not to attract the bullies, about whom the poem is composed. These are all different modes of emphasizing  activities of bullies, especially in a  school where the rap song or poem has been compiled. It must be pointed out that although this lesson has not got any specific activity on it, the presence of the youth culture constructs poetry teaching as relating to students’ context or real life situations. It  also constructs poetry teaching as learning about the activities of  bullies in schools and therefore about issues relevant to the students’ lives. It is therefore proper to say that the poem carries a message to the readers and the general public to be wary of the activities of bullies in schools and even society. 
Poem number ‘23’ is accompanied by the picture of a house or quarter  which has been demolished by bulldozers in a community. There are pictures of demolished buildings scattered all over the place. A hand of  a person  holding a book in an attempt to either pack their scattered belongings or assist the neighbors in doing so is seen hanging out. There are also pictures of two women carrying  surprised  faces as they descend  what looks like stairs. The disorganized manner of the demolished building at the scene  is reflected in  the title: The start of the removal. In fact, a close look at these pictures accompanying the poem is an indication of problems which befall people in their communities, therefore constructing poetry teaching as the exploration of contextual issues or social problems. Poem numbers ‘25, 26, 27, 28, and 29’ (see appendix) are composed of different kinds of love and are  accompanied by five pictures  depicting these. First, ‘Tight’ as the title suggests, is accompanied by a picture of a young man and his fiancée embracing each other on the page. ‘Sonnet’ is also found on the same page with the previous poem. 
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It is accompanied by a luxuriant flower tree with a pretty little girl squatting under it, holding some of its flowers in hand with admiration. ‘Love poem for my country’ is accompanied by five adults made up of three  females and two males in join hands to signify unity and love.  One significant feature of this picture is that each of these adults  appears  to have  belonged to a particular race-black, colour, white and gender variety. ‘Lapobo’ is the last of the five poems on love. It is accompanied by a beautiful black girl with plaited hair on the page who appears to be walking away (see appendix for all the poems). It is worth mentioning that each of these pictures are teaching the readers or students actions that demonstrate true love and democracy. For example, the pretty girl squatting under the flower tree holding the flower in hand with admiration, is an indication of the graceful nature of love being introduced to students who are mostly teenagers. In addition, the five people of different races  holding hands together is a demonstration of harmony and love for one another in a  state, thereby constructing poetry teaching as a way of infusing the spirit of democracy into students. Indeed, each of these pictures can slightly contribute to the meaning or understanding of the poems as students read them. The pictures are ample illustrations of the fact that the producers of the  South African textbooks have worked in line with the aim of the books that students would be able to explore varieties of texts. Again, the pictures and the poems  are obviously exploring different kinds of love and therefore poetry teaching is constructed as exploration of important contextual  social issues such as resettlement, popular culture, different kinds of love, and democracy.
Poem number ‘30’ is accompanied by a lady in an academic gown,  wearing a touching smile with a child clasped to her chest. Her picture is placed in a rectangle on  a dark background opposite to the poem. Her appearance is an indication of  her achievement as having graduated  with a diploma from a high school. The picture of the lady in an academic gown constructs poetry teaching once again as concerned with contextual social issues like education which is relevant to the youth. Poetry lesson number ‘31’ has a picture of a man holding some objects as he walks  on a path which diverges into the bush. There are some trees that have been foregrounded as an indication of a thick wood. 
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The diverged path into the bush connotes situations in life when man is faced with decision making as to what should be done, and therefore constructs poetry teaching as knowing about life problems. Poetry lesson number ‘33’ is accompanied by a picture of a lady who dresses  in a provocative manner and stands by  ‘a robot’ with a bag  hanging on her shoulder. In the far corner in the darkness, there is a man with hand in pocket lurking in the darkness. The lady appears to be beckoning the man lurking in the darkness to come along with her. There  is a  picture of the rear of a car close to where the lady is standing (see appendix). The presence of the car has  thrown more light on the subject  matter of the poem-the sordid picture of the seductive dress of the lady, coupled with the  sinister  look of the man in the darkness, have portrayed the city or urban living  as being  evil and full of lawlessness. The pictures  again  present the realities of  urban living and the dangers associated with it; thereby constructing poetry teaching as being concerned with social issues or problems in the city or what can be called contextual issues. The final poem with visuals is number ‘34’. It is accompanied by the pictures of cluster of buildings, a truck, a  street sweeper, a child carrying wood on the head and a man in a political suit  holding  a traveling bag. These pictures have shown a city life which can be full of activities. 

By and large, it must be mentioned that  each of the twelve pictures accompanying the poems in the South African textbooks, contributes  in diverse ways to the understanding of the poems as students read them. And therefore constructs poetry  teaching as occurring through multimodal ways.
  4.3.3    LITERATURE TEACHING AND LEARNING APPROACHES TO 
            POETRY TEACHING IN THE  SOUTH AFRICAN TEXTBOOKS
 The section considers what literature teaching and learning approaches have been included in the poetry lessons in the South African textbooks through the analysis of the fifteen poetry lessons. By doing this, I can have a clear picture of how poetry teaching has been constructed in these books so far as literature teaching approaches are  concerned. 
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Reader-Response Approach
Nineteen activities out of fifty representing (38%) of the total number of activities construct poetry teaching  as the discovery of the learners’  response to the poems. This approach to literature teaching allows individual interpretation of literary texts. The high percentage  for this approach indicates that the textbook producers value and are encouraging students’ personal views on literary texts. Most of the activities on reader-response demand a combination of students expressing their own feelings, response  and opinions on the entire poem or aspect of it. An example of such activity can be seen in poetry lesson  ‘23 activity 6’(see appendix), where students are asked to describe their feelings and  responses on the poem. The value for this exercise might be an opportunity for students to express their genuine concern about the poem. For personal interpretation of issues in the poem, lesson ‘24’ activity 8 is an example. The activity demands that students ‘Describe the poet’s or persona’s  mother in their own words. This can be seen as inducing critical thinking in students as they find their own words to interpret the poem.  As an example of aesthetic reading, the  activities of  poetry lessons  ‘32, 33 and 34’ present some examples of this. Activity 1 of poetry lesson ‘32’ for instance states: What feelings do you experience when you read the poem?. 
This is a question which requires students to express how they have been affected by the poem. Other examples of reader-response activities which demand  various kinds of  interpretation from students can be identified in  the poetry lessons in the South African textbooks. For example, lesson ‘32’ activity 4a presents an example of Iser’s mental image creation which he claims readers assume during the reading process (Iser 1978). This is evident when students are asked to discuss the pictures that reading the poem has created in  their minds and to consider the particular words that have created these pictures. It is worth mentioning  that the reader-response activities increase within the higher levels of these books. Focus on English for Grade 10 learners has eight activities on reader-response, while Focus on English for Grades 11 & 12 contains eleven activities on this approach.
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Language Learning  Approach
The language approach to poetry teaching uses poetry to develop language skills such as vocabulary, reading aloud, syntax and grammar, idioms, to mention but a few. Like the reader-response approach, the language approach to poetry teaching has been given much prominence in the South African High School textbooks. Nineteen activities out of  fifty representing (38 %) of the total activities construct poetry teaching in this way. There are various kinds of learning going on  under each of the activities that constitute the language approach to poetry teaching. Reading aloud for example, can be seen as an attempt to improve upon students’ spoken or oral communicative skills. The need for syntax and grammar cannot be overlooked in such an approach, although they  cannot be seen as the core of a literature class. The high percentage given to  this approach is in line with Lazar’s claim that poetry lessons can be used to enhance students’ ‘language awareness and interpretive abilities…’ (Lazar 1993:100/1). The inclusion of such activities can  also be a means of making poetry lessons more appealing to students. In addition, the dominance of the  approach can be as a result of the fact that the producers of these textbooks want to demonstrate or illustrate a specific approach to teaching and learning grammar which is different from the conventional approach to grammar teaching and learning. Such conventional approaches normally involve a teacher-led grammar class, where teacher spells out the rules of teaching grammar  to students and ensures that they commit such rules into memory. 

Formalists’ Approach  
This approach focuses on activities which require students’ knowledge or identification of  literary  terminologies, figures of speech  and other poetic devices in the poem. Sometimes, the activities on the formalists’ can require students to explain the effects or how these terminologies work in the poems. Nine activities out of fifty which represents (18 %) constructs poetry teaching  in this manner. The inclusion of these activities is  a way of infusing in students the knowledge of literary terminologies as an aspect of  poetry learning. 
                                                                               100
An example of the formalists’ approach can be seen in poetry lesson ‘32’ activity ‘2’ when students are to identify the simile in the first stanza of the poem (see appendix). Similar activity is found in lesson ‘33’ when students are asked: What is the tone of the poem ‘Slaves in Jo’burg’. Other examples can be found in activity ‘1’ of  lessons (25, 26, 27,28  and 29, see appendix). Part of this activity asks students to consider the effects of  ‘rhyme, rhythm, metaphor, simile or comparison, and repetition in the poem (s)’.

 Contextual Approach to Poetry  Teaching in the South African Textbooks 
 This approach to literature teaching is about making literature teaching and learning reflect the social, historical and economic conditions prevailing in the students’ environment. Unlike in the Ghanaian textbooks where activities accompanying the poems refer to specific traditional and cultural values in the students’ community, the activities in the South African textbooks do not seem to be doing this. However, every poetry lesson in the South African textbook appears to have something to do with certain contextual or social issues within the students’ life or society. For example, poetry lesson ‘22’ which is composed around  ‘rap song’ exemplifies youth or popular culture as an important aspect of the South African society, especially among the youth. An aspect of this poem also deals with ‘bullying’ as one of the sensitive issues among students, and for that matter, the youth. The issue of bullying among students can even be seen as a global problem and not limited to the South African society alone. Another example can be found in poem number ‘23’, which concerns with the issue of resettlement. This is a social problem which can also be considered  beyond the South African society. Beyond the above, the need for love and tolerance for one another has  been emphasized in the five poetry lessons where different kinds of love have been  touched on (see appendix for lessons 25, 26, 27, 28 and 29). Abortion as a social canker has been highlighted in poetry lesson ‘32’. This is again a social evil that cannot be seen to be limited to the content of the South African students only but can be looked at from a global point of view. 
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The negative portrayal of the city as recorded in poetry lessons  ‘33 and 34’ needs to be commented on in this regard; and I think  the message being  carried by these two poems is an admonition to the youth in the rural areas who have that inordinate desire to live in places like ‘Jo’burg’,  to be wary of falling  prey to armed robbery and prostitution. In short, I would say that although no specific activities have been designed on these issues in the various  poems, they  can be seen to be advocating certain contextual issues which are prevalent, not only in the South African society, but also from global point of view.
 4.3.4  INTEGRATION  OF  LESSONS  INTO  UNITS    
The section looks at how each of the lessons fits into the unit themes of the textbooks. Unlike the Ghanaian textbooks, the South African textbooks have the aim of encouraging students to explore varieties of texts, and  so this idea has run through the poetry lessons and activities in the textbooks. The first poetry lesson for instance has been preceded by: Looking at text which is followed by two comprehension passages titled: Nomonde- making her dreams come true and Byile Mdladla’s on the move. After students have explored these prose  texts, they are now introduced to the first poem which is also aimed at exploration, thus exploring poetry. It can then be said that the previous lessons serve as scaffolding to the poetry lesson. This is because prior to the prose texts, students  are introduced to an activity on: Feeling good about yourself in which they are taken through some techniques of presenting themselves to others, how they consider themselves and how to build confidence among themselves.  They are then introduced to the use of similes in writing poetry to describe themselves. Before the writing, they are taken through some exercises on  how to use  similes to describe themselves. 
The pattern has been like this throughout the textbooks. For example, before students are introduced to ‘Exploring poetry’ on the five love poems in Focus on English for Grades 11 & 12 learners, they are asked to read an extract from Romeo and Juliet by William Shakespeare which is composed on the theme of love. This lesson on Romeo and Juliet can also be said to be  a scaffolding one for the students to enable them to understand the five love poems.  
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On the development of  linking of skills, I must say that each poetry lesson in these books is meant to sharpen a particular skill in the students. An example is the ‘Word power’ activity which accompanies each lesson. The aim is to build in students the knowledge and skill of improving upon their vocabulary as far as the English Language is concerned. Other skills that the lessons can be seen to be developing are independent thinking and communicative skills-oral and written. The former can be seen in various activities on the lessons that call for thought from students  before supplying answers to the questions. The communicative skill aspect can be seen in the various writing and reading aloud tasks that have been designed on the lessons. As a result of these kinds of pattern, I think the lessons are well-structured and synchronized with one another  in the South African textbooks.
4.3.5  HOW THE  SOUTH  AFRICAN  TEACHER’S GUIDES  CONSTRUCT  
                                                  POETRY TEACHING
There is no vast difference in the way the Teaching Guides construct poetry teaching from the way the  textbooks do. As the aim  and the unit titles of the textbooks have spelt out, the Teaching Guides have constructed poetry teaching as an opportunity for students to  explore  texts in order to identify certain characteristics of texts. Students are therefore  expected to be  equipped with the knowledge of  some  literary terminologies and some poetic features in the course of doing this with the help of the teacher. For example, in Focus on English for Grade 10 Teacher’s Guide, poetry teaching is constructed as a way of teaching students to identify how word choices, such as ‘figures of speech, imagery and sound devices affect mood, meaning and theme’. 
In addition, poetry is constructed as a chance for students to ‘recognize how lines, stanza forms, rhyme, rhythm and other repetition techniques and punctuation affect meaning’(Teacher’s Guide for Grade 10, 2006:14).
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 In the case of  Teacher’s Guide for Focus on English for Grades 11 & 12, poetry teaching is constructed as designing activities that can assist students to explain how word choices, figures of speech, imagery  and sound devices shape mood, meaning and theme; as well as giving interpretations of these terminologies’ (Teacher’s Guide for Grades 11& 12, 2007: xxii).  As a result of this, it is apt to say that the Teacher’s Guides provide knowledge for teachers on how they should teach poetry as a  genre of literature. As a summary to the contents of the Teacher’s Guide for Grade 10 learners, the producers  have this to say, ‘Focus on English for Grade 10 Teacher’s Guide will provide you with the tools you need to guide your learners successfully through the English First Additional Language Grade 10 curriculum (Back cover of Focus on  English for Grade 10 learners). All these ideologies have been catered for to some extent in the various poetry lessons in the students’ textbook through the activities designed on the poetry lessons. 

 4.3.6  THE  CONSTRUCTION OF TEACHERS’  IDENTITY 
 Throughout the lessons on poetry teaching and learning, South African textbooks construct teachers as evaluators or assessors, managers, observers and scaffolders of deep learning or independent thinking. Teachers are constructed in these ways because the activities on poetry teaching and learning in these textbooks are mostly exploratory or active or learner-centered. And in such a classroom situation, the role of the teacher can be seen as enumerated above. In this case, the teacher can be seen to be constructed as encouraging students to participate in debates sharing opinions, giving individual responses and allowing freedom of independent thinking. On independent thinking for instance, the Teacher’s Guide for poetry lesson ‘24’(see appendix) enjoins teachers  to make ‘Learners read the poem and answer the questions on their own’ (Focus on English Teacher’s Guide for Grade 10, 2005:120). This kind of instruction constructs the teacher as an observer in the classroom; because the assessment suggestion on this lesson asks the teacher to ‘observe learners and assess how well they tackle a task of independent thinking’(Teacher’s Guide, Grade 10, 2005:120). 
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All the above arguments and many others in these textbooks are in line with the aim of the  textbook producers that the textbooks  are learner-centered which offer students the opportunity to explore different kinds of texts (Back cover pages of  Focus on English for Grades 10,11 & 12 learners). In  addition, to consolidate the teacher’s role as enumerated above, the Teacher’s Guide for Grade 10 learners, for example, has assigned the teacher the role of observing students to ensure that they learn effectively. In particular, in exploring poetry in the learner’ book  page 10, the teacher is tasked by the Teacher’s Guide to ‘Observe learners working in groups and evaluate how well they collaborate, use their time and work through the tasks in the right order’(Focus on English Teacher’ Guide 10 pg. 35). Similarly, in the Teacher’s Guide for Grades 11 & 12 learners, the teacher is constructed as a facilitator in ‘exploring poetry’ in the learner’s book page 107. The teacher is assigned the task of taking the students through the instructions based on the teaching and learning of the poem with the class, and to ensure that the students are conversant with the necessary information they need before embarking on exploring the poem (Focus on English Teacher’s Guide for Grades 11 & 12, 2007). 
It must be mentioned that the roles given to teachers in these textbooks so far as poetry teaching is concerned, construct poetry teaching  as being  more liberal, relaxed and exciting rather than the prescriptive and mechanical manner in which it is normally taught in schools and colleges. In other words the teacher is not seen as a controller of the class or lesson.

4.3.7  THE  CONSTRUCTION OF   STUDENTS’  IDENTITY  
Throughout the fifteen lessons, students are constructed more as interactive learners than other forms of learning. This interactive learning calls for independent thinking on the part of students. As interactive learners, students are able to work on their own in groups, pairs and individually when they are given tasks to be carried  out. This is evident in the activities which accompany the teaching and learning of the poems. The activities that call for interactive learning  for instance has a percentage of (82%), an indication that students can handle academic issues in groups  on their own. 
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Secondly, students are constructed as exploratory or active learners rather than passive learners. The exploratory or active learning strategy is in line with the aim of the producers of the textbooks  which emphasizes the need for  students to explore all kinds of texts-both visual and written. By this, students’ views or thoughts are sought in most of the activities. The exploratory role given to students has culminated in the second highest  percentage of (30%) for the  reader-response approach to literature teaching  in the activities. As a result, students are seen as resources for teaching and learning throughout the lessons in these textbooks. 
Beyond this, students are seen as peer assessors or editors in most cases (see appendices). The interactive and exploratory roles given to students construct poetry teaching and learning as an  act of discussion, conversation, independent thinking and exploratory activities  rather than the conventional manner in which it is often taught and learned in schools. However a close look at how students are constructed in the South African textbooks  also indicates  that the lessons are meant to inculcate certain values such as confidence to speak in public, independent thinking and self reliance in students.

4.3.8  DOMINANT  PEDAGOGIC  THEORIES  UNDERPINNING 

           THE  LESSONS  IN THE SOUTH AFRICAN TEXTBOOKS  

The dominant pedagogic theories underpinning the fifteen lessons in the South African textbooks are first, interactive learning with (82%), and it is followed by  exploratory or active learning  pedagogy with (30%). These two  pedagogies seem to have run through nearly every lesson in the textbooks. And I think it is like this because of the sole aim of the textbook producers as I have indicated earlier in this report-to enable students explore texts of different kinds. This can  be seen as revealing  the importance the producers attached to the role of students in the teaching and learning of  poetry. The high percentage of interactive learning pedagogy is an indication that the producers value the involment of  students in the teaching and learning process. Again, the interactive learning strategy can be seen as a way of fostering friendship and  the spirit of tolerance among students or learners. 
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Other dominant pedagogies are comprehension or information retrieval and drawing on students’ contexts, which have (30%) each  of the activities. The significance of both pedagogies is relevant in many respects. First, the comprehension or information retrieval is an indication of the need for inculcating critical thinking among students, since most of the activities designed on this aspect require deep thought from students. In the case of activities which draw on the learners’ contexts, it shows an example of the need to contextualize the teaching and learning of  poetry in order to consolidate students’ understanding of issues involved. 
The next dominant pedagogic approach is writing tasks with (12%). The twelve percent for writing tasks is a way of encouraging students to respond to poetry through writing, and thereby helping them to improve upon their writing skills. The low percentage of  multimodal  pedagogy with (6%) might be as a result of the fact that the producers of these textbooks are not so much working with  multimodal pedagogy, even though it is recognized in the South African education system. The rest are reading aloud which  records (4%) as an indication of promoting the culture of reading in students. Finally, is imitation as a pedagogy of learning. This has (2%) percent of the activities. This shows the producers’ recognition for theorists like Vygotsky who claims  that students learn by imitation (Vygotsky 1978).
4.3.9   DOMINANT LITERATURE TEACHING APPROACHES UNDERPINNING
           THE  LESSONS IN THE  SOUTH  AFRICAN TEXTBOOKS  
One main literature teaching and learning approach which seems to have  underpinned the lessons in the South African textbooks is reader-response with a percentage of (38%) of the total number of activities. It is followed by the  language approach also registering a percentage of (38%). Like exploratory pedagogy, the reader-response and  language approaches to literature teaching have featured in nearly every lesson. The large percentage assumed by these approaches is an indication of the importance attached to the two approaches as aspects of literature teaching and learning by the textbook producers. 
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In a way, it also shows a variation in the approaches to teaching and learning poetry. It indicates, for example, that poetry teaching and learning cannot be limited to the teaching and learning of the literary terminologies alone. There is therefore the need  to encourage students to explore or interact with the poems and come out with their own views and findings about these poems. 
The second dominant literature teaching approach is the formalists which deals with the studying of the literary terminologies, with a percentage of (18 %). The low percentage recorded by the formalists’ approach  can be attributed to the fact that questions on poetry are not compulsory for the  South African High School final year students of English as an additional language. 

4.3.10   GENERAL OVERVIEW OF CONSTRUCTION OF POETRY  TEACHING
                                             IN SOUTH AFRICAN TEXTBOOKS
The analysis of the fifteen poems in the South African textbooks has constructed poetry teaching in various forms. The first to deal with is that poetry teaching is constructed as an explorative or active learning for students. This means that students are given opportunities  through some of the activities to interact with the poems in different ways. However, some of the exploratory activities are in the form  high-level student-centered pedagogic approaches and low-level student-centered approaches. The  former includes kinds of learning activities which require independent and critical thinking from students. In this case, students are seen as mature and responsible learners who can work on their own and think for themselves. The latter, although it involves active learning, does not really include activities that can be seen as inducing independent thinking from the students. It must be mentioned that in both pedagogies, students are seen to be actively involved in doing something with the entire or part of the poems. In addition, poetry teaching is seen as an opportunity for students to learn different forms of language through content. This includes  grammar and syntax, vocabulary, idioms and the like. Each of these activities on grammar can be seen as ways of sharpening a particular grammar skill in the students through poetry teaching. 
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 Further, poetry teaching is constructed as an opportunity for students to interact, converse or chat with one another. This is exemplified in the many interactive or group activities that have  accompanied the poems. 
That is not all, poetry teaching is constructed as communal or collaborative learning. This includes activities that require students to team with their partners and work with the entire or aspect of the poem, and provide answers to questions. Through interaction with one another, students’ ability to talk in public can be enhanced, thereby building confidence in them. In another instance, poetry can be seen as learning to write poems through imitation of the original poem(s). To some extent, poetry teaching is seen as learning through multimodal activities or ways. The pictures  and illustrations as well as dramatizing and drawing activities, which have  accompanied some of the poems have  proved this claim. 
More so, poetry teaching is constructed as a way of linking to students’ contexts to a large extent. Indeed, in the South African textbooks, every poetry lesson can be seen to be relating to an aspect of  students’ lives  or community. Examples can be seen in poetry lessons  ‘30,32, 33, 34’ and others (see appendix). It can be seen that each of these lessons deals with a contextual social issue which can have some influence on the students’ lives either positively or negatively.
 4.4  A COMPARISON OF PEDAGOGIC APPROACHES IN THE LESSONS OF
                                   BOTH COUNTRIES’ TEXTBOOKS   
A cursory look at the thirty-five poetry lessons in both countries’ textbooks has indicated that these lessons seem to be drawing on similar pedagogic and literature teaching approaches; and the only difference in these pedagogic approaches can be recognized by the degree or extent to which one country’s textbooks or lessons have constructed poetry teaching and learning. The first difference in lessons can be seen in poetry lessons ‘8’and ‘24’ in the Ghanaian and South African textbooks respectively (see appendix).
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The poem, although written by the same poet, Langston Hughes, is underpinned by different pedagogies in the textbook of both countries. While the poem is accompanied by only two activities in the Ghanaian textbook, it has eight activities accompanying it in the South African textbook. Also, whereas the activities on this poem in the Ghanaian textbook are meant to elicit students’ knowledge of  literary terminologies, the activities in the South African textbook are in a form of comprehension or information retrieval questions. However, some of the questions or activities on this poem in the South African textbook are  meant  to elicit students’ own responses or ideas, unlike the activities in the Ghanaian textbook. The difference in pedagogic approach can be said to be as a result of the kind of teaching and learning that is going on in the textbooks of each country. Thus, whereas the activities in the  Ghanaian textbook can be seen as teacher-controlled, the activities in the South African textbooks can be seen as exploratory.  In addition, the activities on this poem in the Ghanaian textbook have interpreted the poem to be about a house, but the South African textbook interprets it to be about the difficulties or problems that face a woman in life as a result of poverty. By contrast, while the Ghanaian textbook has no activity on vocabulary building or word power on the poem, South African textbook does. Then whereas the poem is accompanied by a visual design (picture) of a dilapidated stairs in the Ghanaian textbook, the South African textbook has no visual design (picture) on it.

Another difference in pedagogy  can be seen in the use of multimodal or multimodality. In the Ghanaian textbooks, six lessons out of  twenty, representing thirty percent (30%) of the total lessons are accompanied by pictures; as against twelve lessons representing eighty percent (80%) in the South African textbooks. The vast difference in multimodal pedagogy can be attributed to the fact that the Ghanaian High School English Language curriculum does not seem to have recognized multimodality as compared to South African High School English Language curriculum.  One other  difference in pedagogy is that whereas poetry teaching is constructed predominantly in the Ghanaian textbooks as language learning with thirty-eight(38%) and the  formalists’ approach with twenty-three percent (23%), it is constructed mainly in the South African textbooks as  interactive, reader- response and exploratory or active learning with eighty-two percent (82%), thirty-eight percent (38%) and  thirty percent (30%)  accordingly.
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The significance of these dichotomies is in line with the differences in demand for the English Language curriculum in both countries’ High Schools. For example, whereas it is compulsory for the Ghanaian High School final year students to be examined on poetry, poetry section for the South African High School final year students is optional. Finally, on pedagogy, whereas the Ghanaian textbooks record eighteen percent (18%) activities for reading aloud, the South African textbooks record four percent (4%). The difference here can be seen as a result of the fact that  the Ghanaian High School students are examined on oral English in the final examination, but this is not the case for the South African High School final year students. 

 In terms of content and context, whereas six activities representing (10%) construct poetry teaching as issues relating to contextual or social issues in the Ghanaian textbooks, in  the South African textbooks, fifteen   activities representing thirty percent (30%) does this. The significance of the high percentage in the South African textbooks might be that the producers are making an attempt to contextualize the poetry lessons in order to consolidate students’ understanding. More so, whereas the Ghanaian textbooks have only one poem written by a Ghanaian poet, South African ones have ten South African poets (see appendices). The inclusion of many South African poets in the South African textbooks is an indication of an attempt made by the producers of these textbooks to promote South African literature, and to whet the appetite of others to venture into poetry. Another difference in the lessons of both countries can be seen in the content and context of the poetry lessons. The Ghanaian textbooks have four poetry lessons on the theme of war, but the South African textbooks have none. Also, whereas nearly every poetry lesson in the South African textbooks seem to be drawing on contextual issues, just a few of the Ghanaian lessons can be seen to be doing this. 

Coming to some general similarities  in pedagogic and literature teaching, both countries’ textbooks  have exploratory or active learning pedagogy. By this, I mean  the textbooks of both countries have activities on high-level student-centered learning. Thus there are evidence of  activities which give opportunities to students to be engaged with the poems at various levels. Linked to the above is low-level student-centered learning. 
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This type of learning can also be seen in the textbooks of both countries. An example of this kind of pedagogy is using comprehension questions to elicit information from students and reading aloud. Another similarity in general pedagogy can be found in interactive learning. This has been demonstrated  in the textbooks of both countries. The presence of these pedagogies  in the textbooks of both countries is an indication that the textbook producers are  making attempts to design activities that make poetry teaching different from the traditional method of teaching the genre.  They appear to be creating opportunities for students to learn or study poetry through exploration, chatting or conversation. Besides, as a similarity in general pedagogy, both countries’ textbooks have activities that use multimodal approaches as a  pedagogy for teaching poetry. Six and twelve  activities in the Ghanaian and South African textbooks  seem to have drawn on  multimodal  pedagogy for teaching poetry. In another instance, there is evidence of  activities drawing on or  linking the poetry lessons to students’ socio-cultural environment  or context. Also both countries’ textbooks have activities on writing tasks for students. The writing tasks can make students active and involve in the teaching and learning process. Finally, a general similarity on  pedagogy can be seen in  content and context in both  countries’ textbooks. There is no doubt that the textbooks of both countries can  be seen to be using poetry to teach certain social or cultural values. The Ghanaian textbooks for example, seem to be advocating an aspect of the Ghanaian culture and tradition in poetry lessons ( 1 & 3, see appendix). The  South African textbooks too can be seen to be doing  or promoting similar ideologies in lessons (21, 25, 26, 27, 28 and 29, see appendix). 

 Considering general literature teaching approaches, the activities in the textbooks of both countries have shown evidence of the formalist’ approach to literature teaching, as an integral aspect of poetry. Coupled with the above, there is evidence of language teaching approach through poetry teaching in both countries’ textbooks. The activities on language teaching are aimed at encouraging particular skills such as knowledge of grammar, vocabulary and the like in students in the various textbooks. Finally, on literature teaching approach, the textbooks of both countries have activities on reader-response. This becomes evident as students are asked to give their own interpretations and responses to some poems in these textbooks.  
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However, in spite of the differences and similarities in pedagogy as well as literature teaching approaches, one cannot say with any authority that the Ghanaian pedagogy or literature approaches are superior to that of South Africa and vice versa. This is   because the intention of  each country’s  curriculum is different from the other. For example, whereas the South African English as an additional language curriculum appears to be encouraging  students to study poetry through the various activities designed on teaching the poems, the Ghanaian curriculum can be seen as teaching students poetry mainly to pass an examination more than encouraging them to study  poetry as a genre of literature. 
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CHAPTER FIVE
This chapter aims at reflecting on the ways in which poetry  teaching has been constructed and makes some suggestions that might  improve poetry teaching in the High Schools of  both countries. 

 5.1 REFLECTIONS AND RECOMMENDATIONS
From the findings in the research report, it is observed that there are many ways teachers can make the teaching and learning of poetry exciting, appealing and beneficial to students other than sticking to the conventional approach – teacher-led and teaching of literary terminologies and other poetic devices. Teachers can use poetry lessons and  for that matter literature, to infuse various skills and values in students. Below I discuss some  ways that poetry teaching has been perceived with regard to the above statement, in the thirty-five poetry lessons in the Ghanaian and South African High Schools  English Language textbooks. 
In the first place, in both countries’ textbooks, poetry teaching can be seen  to be changing from the traditional and prescriptive approach of teacher-led teaching to giving an opportunity to students to be engaged in many activities that can be seen as  instilling  various skills in them. Students are, for example, seen  as high-level student centered learners. In this case, students are seen to be either  exploring  the poems  through writing, reading aloud or acting the entire or part of the poem. The exploratory activity which includes independent thinking among students is in line with the views of some learning theorists who claim that when students are allowed to explore concepts during the teaching and learning process, they are more informed than being taught by teachers (Watson 1976; Holford and Griffin 2003). In addition, the writing tasks that students are engaged in during poetry teaching can be seen as  ways  of sharpening students’ writing skills and thereby leading to creativity in terms of writing amongst students. 
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This can be seen as drawing on some literature teaching practitioners who claim that if students are given the opportunity to write their own poems or about others’ works, it stimulates their desire for literary works (Scholes 1985; Thomson 1987).  In the same vein, the reading aloud activities can be seen as opportunities for students to improve upon their oral and aural abilities. In particular Thomson is of the view that as teachers, ‘our teaching should aim to give students a mastery  of the skills and conventions of reading and writing rather than authoritative explications of specific texts’(Thomson 1992: 13). These and many other activities that students are engaged in, in these books, can be seen as changing the traditional pedagogy of teaching and learning which sees the teacher as the sole authority in the classroom. On this note, I would like to recommend that such pedagogies should be encouraged amongst students. Even though  I a m aware that the prescriptive or teacher-led pedagogy is prevalent in the Ghanaian curriculum as a result of the influence of the final English Language  examination, pedagogies which allow students’ involvement in poetry teaching can be factored into the teaching and learning process so as to make teaching and learning more exciting and beneficial to students. I argue in this line because in spite of the influence of  the examination in Ghanaian approaches to teaching poetry, there is still some room for teachers and students to experiment with some freedom during the teaching process.

That is not all, to make poetry teaching more appealing  to students, the activities that call for students’ own interpretations such as reader-response should be encouraged among students at all stages in the lesson. The inclusion of the  reader-response activities can be an opportunity for students to express their thoughts or ideas and feelings about the poem or aspects of it. It must be mentioned that the myriad ways in which students are allowed to respond to the  poems in these lessons are in line with Rosenblatt’s claim that readers interpret  literary  texts differently (Rosenblatt 1978). More so, activities which construct poetry teaching as contextual or social issues are relevant in that they enable students to see poetry as an aspect of their own lives and society. By so doing, they can see poetry as learning about certain values such as culture, education, different kinds of love, democracy and the like.
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Also, the language learning approach to poetry teaching is relevant in all respects  in that it creates opportunities for students to learn different  aspects  of language. This is in line with practitioners of literature teaching who are of the view that poetry lessons can be the means of infusing language skills in students (Lazar 1993). The language approach can be seen as useful, especially in the Ghanaian curriculum because of the nature of the examination questions that are set for students. Indeed, in Ghana , the (SHS) students are examined on different aspects of language in the final examination raging from synonyms, antonyms, idioms and lexis and structure.

Finally, it is pertinent to mention that the South African approaches to poetry teaching need to be commended for liberalizing poetry teaching. The way and manner the  producers of the South African textbooks have  encouraged  reader-response activities in the teaching process, is an indication that they are drawing on the national language curriculum statement  which states that the aim of the curriculum is to enable students to respond to texts critically  in different forms ( see the National Curriculum Statement  for Grades 10-12, 2005 in appendix ‘E’ at the end of this report). This, I think is a worthy approach which the Ghanaian producers of textbooks should emulate, in spite of the high demand for teaching and learning poetry for examination.
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