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Abstract

Research has shown that embedding academic literacy suppospéedific disciplines is more
effective in enabling students develop academic literacy practices as they engage with the
discourse®f these disiplines hence leading to epistemic access. The argument put forward is
thatembedding academic literacy programmes in disciplines is more effective tharakstaend
academic support courses. This is becaasademic literacy is a social practitleat is
contextually bound and therefore cannot be divorced from the discipline. This study aimed to
contribute to the corersationby examining the efficacy of an embedded academic literacy

intervention programme and how it shaped first year B.Ed. stubaaderc literacy practices.

Theoretically, the study draws on a social realist framework that acted as both an analytical and
explanatory tool. As a theoretical framewoslocial realism provided lens through which to
examine the structural and cultural cdiwhing within the intervention programme that either
enabled or constrainedt u d e n t sas thely padicipatedrningthe intervention programme with
theaim of developing academic literacy practices

The data was collected through individual interviemsl focus group discussion with students,
peer tutors andnecoordinator of the programme. Additionally, data was also collected through
observations, field noteand studenteflective journals as part of document analysis. The main
finding of the studyshows that the intervention programme provided enabling conditions in
whichs t u d &cadensiaditeracy practices and agemeyetransformed

This study has provided insight and understanding of how an embedded academic support
programme can help studendevelop academic literacy practices. This study previde

universities, higher education academic support practitioners and policymakers with the
opportunity to be better informed about the importance of embedding academic support

programmsinto the curiculum.

Keywords: social realism academic literacies academic support embedded support

programmeaccessand succeshigher education
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CHAPTER ONE: INTRODUCTION TO THE STUDY

1.1.Introduction

This study drew on a social realist frameworket@minehow an embedded academic literacy
support programmaNURU) shapes firsyear Bachelor oEducation (B.Ed.}3 t u d acadensicd
literacy practices. The study set out to examine the structural and cultural conditions within
WURU that enabled or constrained studérésrningas theyparticipatedin the programme.

Thus, this study attemgd to male an original contribution to the body of knowledge around
support foracademic literaes in the higher education context. Examining and understanding
how the structural and cultural conditions within WURU enabledeand constr ai ned s
learningcoud contribute toward understanding the nature and structure of embedded academic
supportprogrammes designed to offer academic support to stydesutscularly in a South
African context where, as will be shown later on, schooling and other contexttaisfac
influence the levels of preparedness for specific groups of students entering higher education
Therefore, findings from the study may be of interest to academic development practitioners,
academic literacy practitionerkigher educational policy maks, teaching and learning policy

makers and curriculum policy makers.

This chapter introduces the overall study outlining the background and rationale of the study, the
context which helpetb situate the study, the statement of the problem, researcbseuapd the
researchquestions.Lastly, | present a brief outlinef the thesis indicating the focus of each

chapterandhow it will be structured.
1.2Background

Between 2015 and 2017, universities in South Afhea to deal withstudent protests; Bt
ARhodes must fall o and |(Boughayand bdKeng0egdThdsy 1 Fe e
protestsshed light orhow transformation in universities has been at a slow pace. Commenting

on the impact of these protests, Nyamupangedengu (2017, p.1t3) ttat student protest
Abrought otheri ¢shwee sf oirmpacti ng studentsd success
the manner in which universities deliver their curricula which does not cater for the now diverse
student body o. whaththese protésts highlightexl was dhe regd to look beyond



physical access to higher educatlmut to also look aepistemic access. Put differently and as

Lynch, WalkerGibbs and Herbert (281 st at e, there is needo to mo
policiesand focus more attention on the issues of epistemic access particularly for previously
disadvantaged groups of people. Leibowitz andaBogz k p ut this wel/l argu
provision of access does not necessarily mean that students will flourisu@ekd in higher
education institutionso ( 20ifhthissegtionBraught moiehe pr «
sensitivity tavardss t u d soanial &@ physical needs but there are still questions on epistemic
access. What the #FeesMustFall Movemer2f52017 also reinforced for universities is that

they have to rethink their strategies for han

Access to higher education in South Africa has expanded since the advent of the democratic
government (see CHE Report, 20THHET, 2017; Pather & Dorasamy, 2018a). The significant
progress made in terms of widening access to higher education is marred by the skewed nature of
participation rates by race, that is, the proportion of a population group that attends university
(Cas, Marshall, and GraysorR013; CHE Report, 20132016; DHET 2017; Pather &
Dorasamy, 2018a; Scott, 201 78cott, 2018). The 2013 CHE Report found that participation
rates in 2011 were only 14% for both Africans and coloureds compared to 47% for Ineians a
57% for whites (CHE Report 2013as cited in Ellery, 2016). In 2048 same repoihdicated

55% patrticipation rate by whites compared to Africans with only 16% (CHE 2016, p.6).

The above inequalities are exacerbated when it comes to graduatioi stigdy by Scott, Yeld

and Hendry (2007 as cited in Leibowitz & Bozalek, 2014, p.95) conducted over a pefilel of

years showed that between 11% and 13% of black students managed to graduate with a
Bachel or sdé de getweend3ooanth2% efdwietstwdents. Further the CHE

Report (2013, p.98) also shewontinued disparities in terms of enrolmanticompletion in the

2006 cohort of students whoadploma.orhid repdtGHEBr a Bz
2013) indicated that only 27% of atudents who enrolled in 2006 managed to graduateein

prescribed time. Again, when racially categed only 20% were African, 24% coloured, 28%

were Indian and 44%erewhites who managed to graduate in time. In terms of attrition for the

same cohortfostudents, the CHE report states that 33% of all students enrolled left at the end of

thefirst-year. Breaking this down according to race as indicated above, disparities according to



race are sharp with 34% African, 39% coloured, 34% Indian and 29%it& sthdentdeaving
attheend ofthefirst yearof study(Ellery, 2016, p.1Q)

The CHE (2013, p.44) attributes challenges such as low graduation rates and others as
highlighted above largely to firgtear attrition, indicating that approximately 42 Q@@ of 127

000 first years did not finish their studies in 200&hich means that one in every three students
who entered higher education in 2006 did not make it to the second year of study (CHE, 2013,
p.44). When converted tim percentages33 out of tle 55% of the 2006 cohort who failed to
graduate dropped out by the end of the fpesdr of study (CHE 2013, p.44). What the statistics
presented above show is the continuous racial disparities in terms of participation, completion,
and graduation ratesh& highattrition ratein thefirst year is attributed to the articulation gap

with black' students being the most affectespecially those from disadvantaged educational
backgrounds (CHE, 2013, p.,68cott, 2011B).

The articulation gapas pointed ouabove, is a thorn in South African higher education because

it is ahindranceo student success leading to poor retention and throughput rates (see DoE 1997,

p. sec 2.34 as cited in Scott, 2018, pRBIET, 2012). The Council on Higher Education (CHE)

decri bes the O6articulation gap6é as the discon
schooling and the demands of higher education (CHE, 2013, p.60). This gap is also
acknowledged in the Education White Paper of 1997 (see DoE 1997, p.234) as abstajdeo

to both access and success affecting particularly black students. The CHE (2013) and Scott
(2018, p.10) explain that the educational inequalities that continue to affect students in higher
education. Put differently, Scott (2018, p.10) explaéiva the articulation gap is

e mani fested i n a serious mi smat ch bet we
preparedness made by the universities and the actual knowledge and skills that students
bring with them from their schooling.

As highlighted above, thpoor schooling system has belglamedfor its inability to produce
adequately prepared students (particularlyfiaick South Africans) for higher education. As
Mk hi ze and Bal four (2017, p.134) stress, it he

sustained | earning as well as acquisition op

' n the case o feferstoindigerous black and ablouted.c k 6 r
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t hroughout schoolingo. Consequentl vy, t he edu
functional schools (25%) and dysfunctional schools (75%) (Leibowitz &aRé&z 2014, p.95).
Dysfunctional schools tend to produce student who are labelled underprepared and perform
poorly in higher education (CHE Report, 2013; Eybers, 2018; Mk&iRalfour, 2017 Scott,

20179). The majority of South African students who aradil attend schools that are considered
dysfunctional in terms of where they are located, the quality of teachers, and the availability of
resources (Bradbury & Miller, 2011; Du Plessis & Gerber, 2@ybers, 2018 Such students,

as Eybers (2018, p.261ygues,i a urable to acculturate to these social spheres, including
academic literacy practicasYeld (2010, p.175) adds that the poor schooling system perpetuates

the inequities within the education system, which stem from the lingering apartheid.sfstem

stated, hiis is unevenly skewed towards the poor blaeksobservation bigybers (2018, p.254)
whoconcl udes, Aie this reality coerces many bl

academic vulnerabilityo, | etharffiratgearmany t o dr op

The notion of undepreparedness highlighted above carries not just political connotations but

al so reflects the impact of the countryds coc
success of students in higher education. Like rothfeican countries, the South African

education system, including universities, was established under colonial rule (and continued
under the first union and then the nationalist governments) (Namakula & Prozesky, 2019; Scott,
2017). This historical legac continues to be imprinted in the current educational and social
landscape. For instance, most schools that cater for black students are still affected by this
historical legacyand hence are dysfunctional Bradbury & Miller, 2011; Eybers, 2018;

Leibowitz and Bozalek 2014 Yeld, 2010) Consequently, students who emerge from such
schools and communities are academically challenged during their transition into university
(CHE, 2010;Eybers, 2018; Scott, 207 Y e | d, 2010) , rai sing conce
preparedness Ato engage productively with th

thinking of the discipline concernedodo (Scott,

Widening access to higher education has changed the student demographic profile but also
diversity in terms ofentry qualifications, learning experiences, literacies (see Clarence &
McKenna, 2017; Namakula & Prozesky, 2019; Wilmot & McKenna, 2018; Wingate and Dreiss,
2009; Wingate, 2015). The diversity exhibited in student demographic profiles as highlighted



previausly ha animated the challenges and/or demands that come with making education
accessible to masses of people. This is affirmed by Chetty and Pather (2015) and Pather and
Dorasamy(2018a, p.51) who write about the shift in student demographics and tlengha
this has created

Thi s drastic shift i n diversity in enrol.

education has resulted in students entering universities from positions of extreme
inequality in terms of schooling, race, class, and financiabémet resources.

For Scott (2017aadequatestudent preparedness is a catalyst to epistemic access and is critical

to their ability to construct and critically engage with knowledge in ways essential for academic
success. Therefore, for students to sssftdly become part of their academic communities, they
Amust gain fluency in the conventions of aca
eéand to successful | YHylamd2009gpaviie Fot studeints whb arenmon i n g o
familiar with the discourses and university practices, this becomes a hindrance to their success.
Thus, such students require academic support ¢bepter 3 for detailed informationon

academic supportyvhich could induct them in the ways of university knowing dauhg.

As aforementioned, und@reparedness in its many forms has implications for student success in
higher education contexts. When it comes to student ymegraredness in terms of literacy
levels, this affects their academic engagement and suctdsghier education (Butler, 2013;
Eybers, 2018; Scott, 20L79an Schalkwyk, 2008)Developing academiliteracy is pivotal to
epistemic access, success, and the attainment of a university education (Eybers, 2018; Van
Schalkwyk, 2008). Academic liter@s are considered key in enabling students to successfully
access knowledge from their disciplinesdhence transitiomnto and progress through courses
(Bosley, 2008; Lea &strierer 200Q Palmer, Levettlones, Smith & McMillan, 2014). In their

art iWwhy eadiademi ¢ | it er ag $tanford andricharcls (2018) drgoethas t u d e
Astudents at uni versity | evel are expected to
ways and so just being able to read and write is woefully inadequatetaer t i ary | eve

emphasies how broad literées are to include other practicesuch as research, which are
important at university leveMan Dyk & Van der Poel, 2013, p.i6~or example, using online
database to search for relevant informatioanalyse, synthesize and then include it in their
assignments (Van Dy& Van der Poel2013, p.46). For a number of firgear studentsuch as

participants in this study, ¢ise practices arfereign. They struggle to engage with information
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critically andanalytically angdas a consequenceannot distinguish between opinions and facts,
construct arguments, define key terraad provide evidence for claims they make. As noted
above, such students need academic support to assist them build on their gditera@ares and
acquire literacies appropriate at university level (Scott, 2017b). It is against this background that
this studywas located. It examinkethe efficacy of an embedded academic literacy support
programme with the viewo gaining insight ind the social and cultural conditiord the
programmehat shapegfirst year B.Ed. studenbtscademic literacy practices and the impact this

has ortheir succes®r failure
1.3 Thecontext of thisresearch

The changing space of academic literacy suppo South Africa is the context of my study
which examines the efficacy of an embedded academic support programme (Write Up Read Up
WURU onwards) at a research intense university in South Africa at the Witwatersrand School of
Education. As a response aa&lone in a number of initiatives, the programme was established to
address student academic literacy neddslieed, the need for such a response by Faculties and

Schools s reflected in the Uniwversityodos admission

Once a student isdaitted to the University, the University undertakes to provide
whatever educational support may be reasonably expected for him or her to have equal
access to academic success. With this in mind, we will also attempt to foster a richly
inclusive and welcomg institutional culture, and to conduct regular reviews of
curricula, programmes, and pedagogy, to make sure that these too take account of the
diversity we wish to foster (University of Witwatersrand Admission Policy, 2017).

From the above, it is cledinat the university acknowledges the importance of academic support

to facilitate studens academi ¢ success once they are adm
the importance of creating a space that welcomes diversity given the diverse student
demograhics. Consequently, the university &vare how its structures and cultural practices

such as teaching and learning practices and the curriculum can act as enablers or as constraints to

student success and thus commits itself

€ [t] o i mpr oates and supppri ercellencentherUniversity commits itself to
linking its admissions policy to an increasing focus on teaching and learning practices,
and on academic development programmes at Faculty and School level designed to
significantly improve thetudy, writing, argumentation, and research skills of all students
across all programmebJfiversity of Witwatersrand Admission Policy, 2017
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The two quotations above show thei ver si t yés awareness of t he
support in facilitatingnot just epistemic access but also the role of academic support in
improving completion rates, which has been a national concern (see gegjionhrough the

Review of Teaching and Learning Plan 2@A®H9 agm, the university committed itself to

working together with the students to provide support structures to enable them to sudgseed. It

also evident from the above that the university looks at academic support as a nmedigat

studentéfailure anddropoutrates(Wits Review of Teaching and Learning Plan, 2019)

The programme under study is part oftimei ver si t yés response and co
students have physical and as well as epistemic access to enable them to succeed. What sets this
programme apart from other academic support structures is that it is designed specifically for
Education students and is not a generic academic literacy programme where students are given
tips and ideas in aecontextualisedashion. Instead, this progranemntegrates academic
literades (see definition of academic literacy in sect@®®) within a specific course within the

Teacher Education programme. More specifically, it is embedded in an Education Studies course
(see detailed description @URU in section/.2.2. This study seeks to understand the efficacy

of such an approach to academic I|iteracy and
academic literacy practs. Thus, unlike dominant approaches to teaching academic literacy (see
section2.2, and 2.3 that often are decontextusdd and skillsSocused, this programme was
contextualsed and embedded into a specific course and was geared towards competency
development using real content students needed to master. Through applying a social realist
framework, this study, examines the efficacy of the approach and content of the prognamme
shaping studentsdé | iteracy practices. More sp
conditions of the programme that shape academic literacy practices of a group of figsEgkar

students.
1.3.1 Academic intervention/support

Eybers(2015) comments that academic support is not unique to South Africa, with countries
such as Australia having also implemented such interventions in higher education. Eybers (2015)
gives an example of Flinders University in Adelaide which introduced théyendus
Admissions Scheme, designed to enable Aboriginal and Torres Strait Islandervpeojole not

have the opportunity to gain entry to university by traditional means (Eybers, 2015). Thus, as

v



will be discussed in more detail ahapter 3, academic spgrt has been in existence in South

Africa for quite some time and has ranged from bridging coutse®undation courses,
orientation sessions, curriculum extended programmes, academic counselling, language support
programmes, neacademic support progranes, study skills courses, mentoring programmes

and peer support programmes (Adams, 2006). Some of these academic support programmes such
as extended and foundation programmes are dediing (Adams, 2006, p.16). Some support
programmes identify needsich as academic undprr epar edness and some f
social and emotional needs (Adams, 2006, p.16). The Council on Higher Education (CHE 2007,
p.43) writes about the role of foundation and extended studies support programmes and states
that

foundational provision, in the form of foundation courses and other interventions
integrated into what have become known as
has the express aim of enabling talented students from disadvantaged educational
backgroundgo build sound academic foundations for succeeding in their programme of
choice.

The intervention programme on which the study is based is anedit bearing academic
literacy support programme and was initiated to address challenges first year Bdettsst
would encounter as they transitiortaruniversity. Research has shown tllagcontextuased
academic support programmes have not been effective in addressing student needs in terms of
academic literacy practices that would enable them cope witlensity academic demands (see
Boughey, 2002Boughey &McKenng 2016; ClarkUnite, 2007;Haggis, 2003; Lea & Street,
1998; McKenna, 2003; Niven, 201%yilmot & McKenna 2018; Wingate & Dreiss, 2009;
Wingate 2007; 2015; Wingate, Andon & Cogo, 2011). Foristhreason, there has been
recognitionthat to help students gain epistemic access to their discipline discourses, academic
support should be embedded into the discipline or subject. Black and Rechter (2013, p.460)
define embeddi ng apreesseohbuddind academicaesearcharsadirigf amde
writing into the curriculum and | WRU@RRY it
highlighted in the previousection is an embedded intervention programme designed and
implemented at th&hod of Education to help first year education students acquire academic
literacy practices that would enable them cope with the academic demands of thes. ddgree

reason for embedding the programme into Educaiadies was t@nabled students develop a



understanding of the relationship academic literacieskando wl edge constructi ol
disciplines( Somerville & Créme, 2005, p.18; Wingate et al., 20Thus, thisstudy ained to

contribute to the conversation around the importance of embedatagemic literacy
intervention into disciplines because it gives students an opportunity to engage with relevant

literacy practices within their discourse community (Gee, 1990).

The novelty of the programme is that it is designed for educstimentsand no one has looked

at the efficacy of such a programme from a social realist perspective and that is what my thesis is
trying to do. The rationale for focusing on first year students is imperative because they are
entering a new environment that hasowen set of values, norms and practices that they need to
acquire and embody for them to successfully navigate through university. For that reason,
examining how the structural and cultural conditioning withityRU enabled or constrained
students providedhsight into the efficacy of such programme to student academic literacy

development.

The study employs Margaret Archerds soci al r
cul tur al conditions of this embe dademt litgracyo gr a mn
practices gee detailed discussion of the theoretical frameworkhmpter4). Thus, the study

intended to examine the structural and cultural conditions within the support programme that
created enablementind constraints and how these shaped stuileatsing as they participated

in the programme. The significance of this theory is that it allometo foreground the support
programme as the wunit of anal ysi speewthtordamd usi n¢
coordinator) voices to shed light on the efficacy of the project. In this case, the research
participants provided a windotliroughwhich to understand how the support programme shaped
students6é academic | it e tha strycturplrardcctltural eodditians. t h e
Methodologically, the studywas situated within an interpretive and qualitative research

paradigm.

1.4 Problem statement

In a university context, students are expected to go beyond simple reading comprehension
(Stanford & Richards, 2018/an Dyk & Van der Poel, 2033They are required to use reading
to independently build and create knowledge, to apply what they learned from readings, often in
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the form of written work, and to solve novel problems (Conley, 2@¥nford & Richards,

2018). Yet, a significant number of first year students arrive underprepared and struggle to deal

with the academic demands of the university. In his response to the Fees Commission 2017,
Scott (2017b, p.35) writes about the challengest-year studentsespecially in the field of

social sciencedace as they try to meet the academic demands such as writing essays. Scott
(2017b, p.35) argues that often these students have poor educational backgrounds, having
attended underesourced dwols and are English second language speakers and hence find the

task of writing a discursive essaydaunting challengeFor this reason, universities can no

longer simply assume as in the past that when studentsuaintersitiesthey are ready to tate

their academic studies (Nel, Govender & Tom, 20E§bers, 2018; Scott, 2017a, 2017b;

Wi ngate & Dreiss, 2 @COr® issuep besides finanderand haccass handetr i ¢ |
st udent s $Scotty20L7a) evistes about the assumptions heldabout dent s6 r eadi
universities and the implicatisrsuch assumptions have for university pedagogies. He explains

t hat Afany substanti al misemeatedh alsestuwngpean ol e saen
actual preparedness creates an equally suldtdmmtidrance to effective teaching and learning

and blocks epistemic accesso. Thi s, Scott ( =
academic support provided to students which often tends to situate the student as the problem

and in need of o6fixingo.

Van Schalkwyk (2008, p.ii) reminds us that while some students acquire academic literacies by
virtue of their participation in the discourse community of the relevant discipline, this is not
always the case for students who are less prepared for higheatiet studiegcase in point
students in this studyHence,Scott (2009) suggesthe provision of academgupport to such
students to enable them to acquire the necessary communicative currency which would enable
them to engage with academic discoarsghis is particularly important at firgear level to
address the inadequacies students bring in tefrasademic literaes when they transitiorio
highereducation (Scott, 2009).

For Scott (2017b, p.35)0 help underprepared students, it is impdrtarembed such support in

the curriculum in order to see substantial results. This study, therefore, focuses on an academic

literacy support programme embedded in EducaStudies 1 course (described later in the
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chapter6) put in place aa support strature for first year Education students to understand how

responsive it is to students6é academic |itera

15 Researchaim

The aim of the studyas to examine the efficacy of an embedded academic literacy support
programme in shapinthe academic literacy practices of first year B.Ed. students at a South
African university. Thiswaswith the view tounderstanding factors that shaped their response to

the academic demands of the programme
15.1 Research questions

The main researofuestionis:
What is the efficacy of an embedded academic literacy support programsteping the

academic literacy practicesd a seleadnumber of first year Bachelor &ducationstudent®

1.5.2 Sub-questions

1. How do thestructural condition®f WURU shape studéans 6 academic | iter
and agency

2. How do the cultural conditionrsf WURUs hape studentsd6 academic
agency?

3. What shifts, resistances and affordances apparent inst udent sd academi
practicesduring the academidtéracy support programrfle

4. What are theagentialpossibilitiesas a result oparticipatirg in the embeddedcademic

interventionprogramme?

1.6 Structure of the thesis

This thesis consists ténchapters.
ChapterOne | introduce the studin this chapter. It sets the scene by providing the background
and rationale of the study, the problem statement of the thesis, a brief description of theoretical
frameworks, a brief explanation tfe research design and methodology used, the goals of the
study andheresearch questions.

11



Chapter Wwo: This chapter provides eonceptualisation oliteracy andacademic literacies in
higher education This discussion,therefore, shows how theonceptions of literacy and
academic literacy havghaped academic literasypport programmes offered to students within

higher education.

Chapter ThreeThis chapter provides contextual history of academic literacy support in SA. In
this case, chapter reviewsliterature on discourses that have shaped academic support
programnes in higher education. Thus, this literature situates the study withifield of

academic development in higher education.

Chapter Four In this chapter | discuss the theoretical framework which underpinnedttis
and helped me make sense of whatezged from the data. The study is informed by a social
realist ontology which provided theoretical lenses through which the data could bsednaly
explained, and understood.

Chapter Five In this chapter | discuss the research design of the studyodinein this chapter

is on the methodological decisions made for the study. | discuss the research design approach
adopted, how data was collected through intervjdwsv observations were conducteahd the

use ofreflective journals and document anaysthe chapter also discusses how the data was

analysed, ethical considerationand trustworthinessf the study.

Chapter $: This chapter is thdirst of four chapters on data presentation. In ttigpter, |
presenta contextual profile of studerdtprior literacy practices before their participation in the
support programme. The findings presented in this chapter thus shed light on literacy practices
students possessed as they transitioned into university and how these enabled or constrained
themwhenengaging with academic writing at the university leveshould also be noted that

the selection and sequencing of data chapte®®) (8 shaped by the theoretical framework,

proceeding in ways that reflect Archer6s morp

Chapter Severrhis chapter is theecondof the fourchapterson data presentation. The chapter
provides the contextual profiling /URU situating it in the broader context of the university
In the chapter | discuss the structural and cultural conditions that steshmaisntered as they
participated in WURU
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Chapter Eight: This is the third chapter of data presentation. The focus in this chapter is on
sociatcultural interaction (FT3) drawingonst udent sé perceptWUWRUs and
These perceptions andperiences provide insigimtoh ow WURU shaped studen

literacy practices.

Chapter NineThis is the fourth and last chapter of data presentaliois. is the continuation of
Chapter 8 focusingthe elaboration or reproduction of the morphogeness result of

participation in WURU

Chapter Ten This chapter draws conclusions on the overall findings in relation to the main
research questiontheoretical framework and literature revielvmakes recommendations with
respect to identified challeeg and opportunities in the provision afi embedded academic
literacy intervention programmdmportantly, the chapter highlights the key contributions of the

study and implications of the key findings.
1.7 Summary of the chapter

This chapter laid the dsis for this study by providing a background, context of the study,
rationale, problem statement, research aims and questions and then how the thesis is structured.
The next chapter presents the conceptual framework of the study. In the chapter | provide
detailed discussion of the main concepts of the study but also situate this study within existing

debates on academic development and literacy in higher education.
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CHAPTER TWO: CONCEPTUALISING LITERACY AND ACADEMIC
LITERACY IN HIGHER EDUCATION

2.1Introduction

The previous chaptgoresentedan overview andthe focus of the overall study. This chapter
builds on what has been discussed in the previous chapter by foregrounding literacy and by
implication academic literacy as a key concept in the stlitig. chapter is grounded within
scholarly debates on the concept of literacy and hence presents two competing perspectives of
literacy: either as a skill or as social practice. In first section, | discusdothaant discourses

and modelof literacy. Thissection of the chapter focuses on literacy as a skill and thus draws
ontheautonomous model as presented_bg and Street (1998) asdreet (2006).

The secondsection situates literacy as a social practiopaderpinned by a social cultural
approach Following Hillary Jank$ (2010) stancethis study acknowledges the importance of
literacy asa skill; however, given the ontological view of this study, a social practice view of
literacy is preferredThis sectioroffers a window into howhe dominant discaorse of literacy as

a skill is challenged drawing on the work of Brian Street (2006, p.2) and the LNlevacy
Studies movementin critically analysing the dominant discourst®t shape literagythis
section providea conceptual reason for examining thtervention programm@VURU). Thus,

the chapter endshe discussionpresentinghe reasons why the Wits School of Education took

the stance of using an embedded mdaiehcademic suppart
2.2Dominant discourses and models ohteracy

Debates on litacy demonstrate that there are contrasting and competing views on what literacy

is and represents (See Barton, 2007; Boughey, 2000; Gee, 1996; RAO4; Janks, 2010;

Street& Lefstein,2007; Papen2016). These debates are shaped by different persgseand

theoretical orientations grounded in different discigied discourses such as psychology,

social linguistics, sociology, anthropolaggtc. (Baynham, 1995; Ge#990; Holm, 2004). These

different perspectives about literacy have created what 8 s ( 201 0) refers to
war s o. Given this backdrop, Street and Lefste

the term [literacy] and its uses unless we penetrate these contested spaces (p. 34). Street (1996,
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2003) argues that valh constitutes literacy depends on how, when and where the concept is used
or applied.The ways in which literacy is defined have contributed to debates about academic
support in higher education and how to best understand, structure, and create developmen
opportunities for students as | discusscimpter3. As highlighted in the introduction, this
chapterconceptuabes literacyin order to locate the discussion on academic literacy within the
larger discoursesen literacy, all of which have implicatiorfer conceptions, models, structure

and content of programmes.
2.3Literacy as a set of skillsand the autonomous model

A school of thought exists that defines literacy as a skill tdévaloped and acquiresithout
taking into account the context in whiskills will be practed Importantly, this understanding
presupposes thakills aregeneri¢ neutral, can be learned outside the contexvhich practice
takesplace andrequire individual cognitive abilitiesThe assumption is thabnce acquired
skills are transferable to other contexts (Barton, 2007; L&xr&et, 1998; Street995, Wilmot
and LotzSisitka,2015).

Conceptuaking literacy in this way createsiunhelpfulbinary perception aftudentsas literaté
illiterate. Further, vewing literacy fromthisp e r s p enadkd tiweanexiricable ways in which
|l iteracy is intertwined with i ssusfamorak0l5,access

p.8). The autonomous met results from the above understanding of literacy. Hernandez

Zamora(®15, p.8) explain that the autonomous mod
rat her than in societyo and conceives of [ it
skill o, devoid of cont ext. Such tesacyrsuppbg In h as

higher educatiorisee sectior3.3 for more discussion on thisyvith support ofterstructured as
Afseparate t o, or outside of, the discipline,
writing, such as grammar |, punctuat iVdin meottc .& r &
L o4Sz s i201k,3.5). As | show later on section 3.3, this view of literacy underpinthe

study skills approaas to academic support and continues to be the dominant framework used in
academic support initiatives in higher education conteSkdls areas sumed t o be dt
across al | situationso, deamd dt néy sicamntbec

piecemeal 06 (Barton, 2007, p.163). Students wh
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ARé their i nlae t & n WilmptkssNicKefina, 2018, p.4)The student in other

words, is as Boughey and McKenna (B0p. 969) descrihea i dteecxotnual i zed | e
positioned as separate from their social confélxeé decontextuadation of literacy practiceas

indicated aboveontinues to hold sway in education reforms, literacy programmes, campaigns

and academic support programmes acrossltiegsee Boughey & McKenna, Z8)1Boughey,

2013; Clarence & McKenna, 2017; Lillis & Tuck, 2016; Wilmot & McKenna, 2018). These
academic literacy support structures tend to employ a study skills approach and are often generic
and decontextualised aimedfai xi ng student dAdeficiencies" (CI
to Acorrect studentsdé deficient writing, usua
formula (for example, the structure: introduction, three to five paragraphs of main text,
condusion, references) These deficit discourses or approaches to literacy foreground students

and their language skills as the problératneeds to be fixed (see Boughey, 2002; Boughey &
McKenna, 206; Lea & Street, 1998; McKenna, 2004; Wingate, 2007).

2.3.1 Critiques of the autonomous model

Critiques of the model begin with the realisation that, as Street (2001, p.77) puts it, this way of
seeing |literacy involves fAsimply imposing wes
within a countryyhose of one <c¢class or <cultural group
autonomous model overlookise importance of social, cultural, and historical corgt@xtvhich

people (studentshpake meaning andse literacy practices (Hernandéamora, 20%, p.5) which

has continued to influence how literacy practices (and academic support) are problematized and
addressed in higher education institutiohbis view of literacydoes not take into account the
influence of space and time oitetacy practices andhat theseare not constant or applied
homogeneously even in the same geographic locale vigvisof literacyis not only limited but
asonegates the i dea mutigld contdstede and saciallg comstrueted i é
according to different, oftena c i t , (Claprece & McKanna2017, p.40)

Theresultfromtheist udy skill so type of $ that supportis ac ade
often offered to students outside their disciplioein contexts that dmot pay attention to the
situatedess of literacy and its practeeHence, these kinds of academic literacy support

programme®ffered tostudents dmot neglect to take into consideratitmatreading and writing
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in a university settingliffer from discipline to discipline. This has inigations forst udent s 6
identity Boughey & McKenna, 2016Vi | mkdvic K e n n 2 OThe8e)programmes, as | show

later onin chapter3,t end t o 4flmoevinhy &metra@apchi cal model s of
deny both space forr sthadegitsgtiodeegioti as eandthe
contr ol over t{eli ntoNdbcwhne nthéad B n Digcgu@es .based on the
autonomous model mistakenly interpret poor student retention and success eatesusts of

st ude nao fsnéuiral English language and literacy skil{8Vilmot & McKenng 2018, p.1).
Students are thus denied accesafiop o we r f u | mode of wusing | angua

2016, p.2)and as such continue to lag in the system

The criticisms presented above teda paradigm shift in the way literacy is vieweoin a skills
basedapproachtowards a view that plasesocial and cultural context at the heart of its
explanation. Thusa socieculturalexplanation was proffered by proponents such as EBigget
(1984) andGee (19903s | discuss below.

2.4 Literacy from a sociccultural perspective and he ideological model

Street (2007) argues that literacy is more than reading and writing because the ways in which
people address reading and writing are themseb@ed in conceptions of knowledge, identity,

and being.The ideological model works from the assumption that litera@ysscial practice.

Practices such as reading and writing are best understood as things people do in relati®n to text
whi c h 0« afasegoébelefs and values common to particular communities about what it

is appropriatet o do 0 ( Bo u g h20y6, p&emiasiseimanignal This viewpoint

shifts focus from understandinditeracy in a singular form to a pluralistic understing of

literacy (literacies) (see Boughey & McKenna, 2016). Literacies are understood foovargne

culture or suklgroup to another anthke into account thaisers are embedded in relations of

power and struggle over resources (Str&é84 p.28).Literacy is viewed as a practice thsit
Aembedded in socially c¢ onogStreey 2003¢pd77kaging sothe mo | o g
observation thait is time and space bound and embedded in social relationships (Boughey &
McKenna, 2016; Street, 8@, 1996, 2003). Thus, as Wilmot and L-&igitka (2015, p.6) point

out , |l iteracy practices ar e nofdFnthiscreasoh,e st ed

literacy practices can best be understood in the context in which they take Bdachdy &
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McKenna, 20161lea & Street, 1998; Janks, 2010; Street; 1984, 1995, 23] mot -& Lot z
Si si t kWimotZ 0MdKennag 2013.

The New Literacy Studies Movement (NLS onwards) is credited for championing a sociocultural

view of literacy, challenging thearrow and deficit views of literacy discussed in the previous

section (see Boughey & McKenna, 2016; Clarence & McKenna, 2017; Gee, 1996, 2015;
HernandezZZamora; 2015; Lillis and Tuck; 2016; Lillis, 2001; Papen, 2016; Street, 1996, 2003;
Wilmot & Lotz-Sisitka, 2015; Wilmot & McKenng 2018). By challenging autonomous
discoursef literacy practices t he i deol ogi sietd questiore thepnature of @A b r i
institutional culture and who it is that gets
McKenna, 2018, p.2). The ideologicalode|l as | will discuss insection 3.3, shaped the
discourses athe academic development programme phase of academic literacy support in higher
education because it all owed t h opsyehologizedv o | v e d
approaches to |l earning and normative assumpt |
Haggis, 2003; Lea &treet, 1998Lillis & Tuck, 2016, p.31).By questioning these kisdf

approaches to acadenliteracies the gaze was turned on instibns and their practices and

how these constrain or enabl e studentsodd | earn
2.5 Conceptions of academic literacy

Academic literacy is complex and for this reason there is no universally accepted definition of

the term. ltis framed differently in various disciplinary fields and subfields, including applied
linguistics and sociolinguistics, anthropology, sociocultural theories of learning, discourse
studies and new literacy studies (Lea & Street, 1998; Lillis & Scott, 2Dfray, 2010;
Parkinson, Jackson, Kirkwood, & Padayachee, 2008). Parkinson et al. (2008, p.12) observe that:
Al El]ven academic I|iteracy, which is a more re
thus be expected to breprceltecadr Idyi fofree etnhil ryg ,byi sd
instance, earlier definitions of academic literacy were limited to the ability to read and write
(Gee, 2003; Boughey, 2013; Lea & Street, 1998). Defining academic literacy in such a manner
has been challengdzkcause it places the concept within a narrow perspective (Wingate, 2015;
Boughey, 2013). In other words, academic literacy is much more than reading and writing

because it encompasses other skills that include analysing texts, and interpreting, negresenti
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and presenting information (Duff, 2014) . For
conjures up all the multifaceted sets of complex skills that are required for a person to function

effectively in various disciplinary communities in a ugrisity.

Widin (2018, p.71) points out that the term
education in a way that ifseems to Iimply ther
usage reflects the tenacity the autonomous models hold smoutdses in higher education

teaching and learning practices. These still influence the way literacy is offered and taught to
students as separate from the discipline. However, due to the variety of expectations, norms and
conventions across disciplindshe pl ur al term Oacademic I|itera

just academic literacy (McKenna, 2004). Henderson and Hirst (2007) point out that using the

term 6academic l|literacy6é6 in singular form is
exists.
The multiplicity of academic | i ltegaciestsomesof si gna

which are constructed as having more value w
accounts for the fact that quite different kinds of g¢extar e val ued i n diffe
(Boughey & McKenna, 2016, p.3). Literacy is not monolithic as perceived by the autonomous
model but multiple in nature (see Boughey & McKenna, 2016; Gee, 1996; Richards & Pilcher,
2017; Wilmot & LotzSisitka, 2015), ssociated with different cultural contexts, social
structures, and modes of communication (Cope & Kalantzis, 2000).

The pluralistic nature of academic literacies provides a way of looking beyond deficit
perceptions (blaming cultures, families and/or baslkgds) of students and of learning (Lillis

&Tuck, 2016, p.31). If academic literacies involve more than a set of generic, neutral, and
technical skill s, academic | iteracy support S
marginalised courses @MWi I I i ams & Al |l an, 2014) Aon the
(Turner, 2011, p.29). Academic literacy practices are embedded in specific subjects and creating
Asubgpedi fic usageo of | anguage practices. Fo
di ffer greatly according to subject context o

academic support programmes need to take multiplicity into account.
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The shift to an ideological model as a challenge to the autonomous views of academic literacy,
often used as a basis for academic literacy support courses, is known as the social turn (see
chapter 3) because of its recognition as discussed above that academic literacies are social
practices (see Boughey, 2013; Boughey & McKenna,2016; Wilmot and NeKe?018;

Wingate, 2015). A central feature of the secidgtural model isthata s Wi | mot and Mc
(2018, p.1) argue, Ait seeks to challenge tra

t he gaze o0n academic i pgd tiintest)ioon(sLi (unisve& sTu
Academic |iteracies conceptualised as sociall
Asociocul tur al val ues, beliefs and power re
understandi ngy mefaomeaelgirmgu,nd$$ dent i ty, power , and
i mpossible to ignore institutional maatbdeeni of
context" (Lea & Street 2006 ,-Sips.i3t6k9) .( 2A0clcho,r dp .n€
Supptorructsur es have tpooweark ed yinnatnoi casc,c oau ndti stphoes i t
nature of knowl edge. I n this case, academi c s
academic l'iteracy as "mor e compl exng dbyontahmi c
epi stemol ogi cal I ssues and soci al processes
institutions, and soci al identities" (Lea &

i n v odoaiabsation, in fact consisting of a transition fromt&der" to "insider" in the world

of academic discourse (Jacobs, 2005). Gee (1996) notes that this means learning to be able to
talk, think, interact with and value the literacies of that particular setting. Boughey (2000, p.281)
agrees arguing that beimgyc ademi cal ly | iterate fAinvolves kI
academic discourseso and that people wild.l acaq

within the discourse.

These two opposing definitions and models of literacy have informedtigarapolicy, and the
implementation of academic literacy support programmes in all levels of education. Each has
shaped approaches to academic literacy support programmes, shaping structures and content in

very particular ways as | highlight in the negtgon.
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2.4.1Implications of the ideological model for academic literacy support

The understanding of academic literacy through the ideological lens has implication for the kind

of academicsupportprogrammes offeredo students. Bademicsupport underpned by an
ideological model also drawen the philosophy ofacademic literacies to shape and structure

their academic support programmes. This is because it acknowledges that there are multi
literacies and the implication this has on understanding stueremic literacy practicem

their paper on student writing in higheducation, Lea and Street (1998) present three
approaches that have shaped academic support in higher education. The first approach which is
study skillsis briefly discussedn setion 2.3 and in chapteB. The second approach is the
academic socialisation model which builds on a study skills approach discussed above but moves
beyond ideologies that conceptsaliiteracyand by implication studegsin a deficit format (see

Dison & Clarence, 2017, p.7). According to Dison and Clarence (2017, p.7), the academic
socialisation model debunks the fideficit conc
for underprepared (largely black and poot) dte nt s i n Sout h African uni

socialsation model is evident in the academic development phase because the focus is on

socials ng students into Ainstitutionds domri nant
2011, p.143). Ascher A( 201 2) explains these to include A
di scour ses, modes of representation, genres a

detail inchapter3.

The third approach is thacademic literaciegpproachandfi Ittakes as 1 ts start
position that |literacy i s ndlti taedraancieteasuy t co &t €
soci al practices and vary depending ubnh4.,t he
p . 7 £ory (2004 also exphins that academic literacy practices represent particular views of

the world, uses of language, and ways of constructing knowledge within academic disciplines”
(p.52). But, as we have come to learn from research, the problem ssdwsicit of the students,

but a mismatch ofthe literacy repertoire students possesses when they enter universities. The
ideological model ofacademiditeracy thus explains why differene@ literacy practices and

cultural background might create friction or contradictiorstslents enter universities and are
confronted with a range of new literacies which they must master if they are to succeed. Students
who are not very accomplished in the academic litesaxt their disciplines find this experience
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challenging, and theynay be marginaded if not providedwith support that enables them to
access and engage with such academic discourses. Boughey (2000, p.281) explains this well
when she says that academic literacy "involves knowing how to speak and act in academic
discourgs"”. Thus, a second implication of the ideological model is that academic literacies are
discipline dependant. For this reason, academic literacy support must take into account that

academic literacy practices vary between academic disciplines (Disoar&Ce, 2017, pp-8).

Theideologicamodel 6s i nsistence on power dynamics al
not only students. Universities tend to fawstudents who are conversant with the academic
discourse and exclude those whose literaactces do not match with institution practices or

culture. Having the academic culture, in this case, means knowing theandesgulations
deemed appropriate for a particular universi:t
literacyisahidde barrier that stymies their education
run, students considered not to be academically literate may find it difficult to navigate through

the academy and achieve their education géalatd 2009).

The aim inthis chapter has been to showcase different discourses that have shaped academic
support over the years and also frartteglacademibteracy support programme (WURU) under
investigation. WURU is underpinnedby anideologicalapproachdiscussed abovd he novelty

of this approachis that it aligns with anacademic literaciephilosophywhich understans
academiditeracy as a sociapractice.In other words, thigpproach foregrounds the importance

of the contextin which students engage in academic litgrahe embeddedatureof academic

literacy and acknowledges that literacy practices vary between academic disciplines (Dison &
Mendelowitz, 2017, p.195).Thus, the academiditeracies approachacknowledges the
importance ofstudentagencyand voicein the development of academic literaciison &
Mendelowitz, 2017, p.195For this reasonthe aimof this studywasto conduct ann-depth
analysisof WURU to ascertain its efficadyn s hapi ng studentsé academi
is becausé takesinto account (ajhediscipline, (b) student identitynd(c) space and timut

with a real attention to the needs of students who come from particular contexts, social and

cultural mediating factors that have not prepared them for the contexts tthélyefinselves in.

22



2.5 Summary of the chapter

In this chapter, | have set out to present the discussion on the consaptuabf the notion of

literacy and academic literacy as key concepts in the study. From the discussions provided
above, it is evidenthat academic literaes arecomplex concest and this has implicatienfor

the way academic literacy support programmes are conceptualised, developed and structured in
higher education. What this also signals is that becoming and being academicailg fioer

university students is an intricate process and this has implis&iotheir success.

As the focus of this study is not on academic literimn the wider and general sense, but on
academic literacy suppgotogrammesin this chapter | draw o how different discourses used to
conceptuake literacy and academic literacies shape academic support programohesing

the programme under study. To address the main research question of this thesis, which is the
efficacy of an embedded academitedacy support programme and the influence it has on

s t u d academidliteracy practices, the current theories, trends, and methods in teaching and
learning of academic literacy practices were also scsatiniThis chapter, therefore, offers a
valuableunderstanding of frameworks that have shaped academic literacy support programmes.
The next chapter traces the evolution of academic literacy support in South Africa with the aim

of show this historical background has shaped WURU.
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CHAPTER THREE: A CONTEXTUAL HISTORY OF ACADEMIC
LITERACY SUPPORT IN SOUTH AFRICA

3.1Introduction

This chapter builds on the previous chapter by situating the study within the context of academic
support in higher education. The chapter discusses discourses that hzee thleashifts that
charactese the history of academic support in higher education. Thus, in this chapter, | trace the
trends that have shaped academic supipoBouth Africa foregrounding the approaches and
practices regarding academic suppant devdopment offered to student$he aimas stated
above § to situate the approatiat has shaped WURU, the embedded nature of the program

andthe motivationbehind theNits School of Educatiom decision taakethis route.

The chapterexamines academiaugport as a response to the widening of access to higher
education in South Africahigher educationand traces the evolution of academic support
foregrounding the discourses that have shaped shifts in academic support pragramgiesr
education. | dna on the work of Volbrecht and Boughey (2004) to shape the discussion on the

different phases of academic support in South Africa
3.2 South African higher education context

As highlighted inchapterl, South Africa has witnessed a sharp increase in rst@eolments,
anduniversity campuses have become more inclusive and diverse since the advent of democracy
(Motala, 2017; Pather & Dorasamy, 2018)hat is also clear from the above is theedfor
academic support as means to support students beyondgblacess because their success is
important for the county glevelopment and growth. This influx of students into higher
education can be seen as a good sign that equity in terms of formal access has been achieved if
we are to go by the enrolment figst For example, the Department of Higher Education and
Training [DHET] estimates that there was an increase in student enrolment numbers from 892
936 in 2010 to 985 212 in 2015 (Department of Higher Education and Training [DHET], 2016).

An interesting fetre inthe currentSouth African student demographic profieccording to

Pather and Dorasamy (2018, p,50)s t he new r aci al i mbal ance 1in
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are surpassing their white counterparewever, some critical higher education deln® see this

change asaredress of the past inequalities createdheyapartheid system.

While this current change in student racial demographics is commetigee are concerns
aroundcompletion and graduation rates (see CHE, 20%3).u d e nt s énd mesearch @&s t
discussed irchapterl highlight the continuous marginalisation and exclusion of black people
from higher education and for those who manage to enrol they are faced with various constraints
which hinder their success. Wingate (2015, pc@jtends that

Widening access to higher education has obviously not been accompanied with
sufficiently understanding that student populations are now more diverse and less
prepared for academic study and therefore need more support when settling into

university than highly selected intake in the previous elite system.

This view is corroborated by other scholars who also attest that the change in student
demographic profile has brought more challenges than anticipated (see Clarence & McKenna,
2017;Pathe & Dorasamy, 2018Wilmot & McKenna, 2018; Wingate, 2015). As highlighted in
chapterl these ardargely blamedon the poor schooling system (s€#E Report, 2013;
Bradbury & Miller, 2011; Du Plessis & Gerber, 2012; Eybers, 2018; Leibowitz & Bozalek,
2014 Mkhize & Balfour, 2017; Yeld, 2010)

The challenges discussed above have compelled universities to create academic support
programmes for students considered academically underprepared. Such students, Zipin (2009,
p.317) arguescome with culturally inheted ways of knowing which differ from those
privileged in the curriculum, and this creates challenges when they have to engage in teaching
and learning. The challenges associated with diversity in student population means that some
students (such as paipants in this study) will need familiarity with the codes and patterns of
multiple literacies to negotiate their academic and professional roles successfully. For this
reason, the problems highlighted above make a compelling argumentfirgtigt universities

should shoulder (and they are) some responsibility to ensure admitted students are provided with
adequate academic support/development that would guarantee formal access but also epistemic
access (Morrow,2007). Secondly, there is a need for respwe academic support

programmes/ supports designed to address speci
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academic literacy expectations. In the next section, | discuss various approaches and
methodologies employed to address the challengesusied inchapterl andthe previous

section.
3.3 Academic support programme (ASP)

Universities internationally and nationally continue to experience high dropout eapeially

at the firstyear level, low graduation rateand poor progression and ogletion rates, all of

which affect student retention and throughput (Paideya & Dhungéit8; Van Schalkwyk,

2007). Such challenges have also affected the realisation of access with success as intended in
countries such as South Africa (Paidey®&unpah, 2018). This in the end affects the expected
returns on investment made on education once students graddatiee economic contribution
graduatescan makeA closer examination of academic literacy responses indicates a lack of
traction in the systenhat yields better success for students. This analysis revealwiiiatthe
demographic profiles of students in higher education have changed, responses and academic
support structures and practices have by and large remained static and for the mmesigart
traditional, fragmented, decontextualised. Wingate (2(0392 points out t hat
expectations towards students have not changed, they are to manage their learning and acquire
academic literacy independenilyTo a certain extent thisak changed because universities,
educationalis, policy makers, and academic development practitioners akgedlidententer
universities with diverse needs. Thus, these expectations of students need to change and support
needs to be tailored to theieeds for thernto succeed

Traditionally, universities established particular kinds of academic support structures and
programmes based dkinds of understanding of studestéearning, knowledge, literacy in

general and academic literacy in particulairiting about academic support in the UK and US,

Parry (2002, p.27) explains that study support was driven by government initiatives established
in universities aimed to Aprovide additional
number of studens f ai | i ngo. Hal l et (2013, p.518) defi
to offer additional academic support to learners beyithe craft practices of teaching

Coleman (2013) writes that the focus of these programmes was (and in some dasg®ostil

addressing iAithe perceived gaps and deficienci
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system and other soemlitical and economic factassSuch an approach is underpinned by an
understanding that the problem lies with the studeni the programme geared towards
addressing the gaps student have to enable them cope with the academic demands at university
level (Coleman, 2013; Ellery, 2016).

Scholars have argued that these earlier academic support programmes drew heavily from the
psychology discipline in which learning, knowledge and literacy are perceived as purely
cognitive (Ellery, 2016, p.13). Haggis (2003, p.336) and Haggis (2006 as cited in Coleman
(2016) agree that learning and literacy in higher educatioa &lavays been nderpinned by a
psychological lens perceiving them as neutral activities and often decontextualised (Ellery, 2016,
p.13). Hence, academic support programinethe early 809ocused on fixing the skilland

knowledge deficits of students entering highemucadion (see Boughey & Niven, 2012;

Volbrecht and Boughey, 2004) v aamd Lea (2006, p.9) write tha
institutions began to offer fairly comprehen
attention to writing .Writing from a UK perspective, Wingate (2007, p.393) explains academic
supportof f er ed at mo s t uni versities foll owed whea
learning support, offering extreurricular skills courses in student support units or study skills
centreso. Therefore, i t ¢ an ammes weseiudderpirmedt e ar
heavily bya study skills approach (Boughey, 2007a; Lea & Street, 1998; Wingate, 2007).

Furthermore, academic support programmes underpinned by this approach focused on helping
students develop and understand master skills relatedfir eadi n g, essay writ
solving with generic, decontextualised courses implies that they are comegendent
techniques that can be practiced in the vqWingate, 2007, p.394). Consequently, the focus

was Afon attempt sith stedent I€éarning, whichi ardo treatedsas a kind of
pathol ogyo (Lea & Street, 1998) and these w
(Boughey, 2002, 2003; Lea and Street, 1998; McKenna, 2004; S2688). Boughey (2007b,

p.7) explains thathe skills-based discourse inherent in ASPs was founded on a view of
Aeducati on and-culitwamhasocialaandtg @Ini taisc aal 0 , hence the
perceived to be oO0lackingdé in students were t
2007h Wingate, 2007). Due to thdecontextualisatiorof learning and literacy, academic

support structures were treated (and i n some
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special units situated at the peripheral and separated from the mainstfeaniversity
curriculum, teaching and learning (see Boughey 2003; 2010, 2012; Coleman, 2013; Hagagis,
2006; Lea and Street,1998; McKeng810; Quinn, 2012; Warre002 Wilmot and McKenna,

2018; Wilmot & LotzSisitka, 2015p.6). Additionally, academisupport programmes offered
were primarily generic in nature focusing on skills (such as time management, revision essay
writing, referencing,note taking and reading) and often taught outside the discipline or

mainstream curriculum as described above ét2003, Wingate, 2007, p.394).

Academic support in South Africa has followed similar trends. Volbrecht & Boughey (2004, pp.
11-12) describe academic support in South Africa in three phases and these makatemic
Support 6, OAcademi d HDgwhelrofkmaerctad i @an Devel opme
is underpinned by different ideologies and discourses, they tend to overlap with each other
(Volbrecht & Boughey, 2004). For that reason, Volbrecht & Boughey (2004, p.1) point out that
these three phass ar e not Adi stinct from one another
indicative more of dominant discursive formulations in the field of Academic Development
These are the autonomous model, deficit discourses, social justice discoursesplthgacial

model, and also more recently neoliberalism and the knowledge ecoridmsg, it is important

to understand them in relation to each athet as separate from each other. The emergence of
academic support in South Africa, though slightly défer to the rest of the world, has
nonetheless been shaped by similar trends as described above. Scott (2009, p.25) explains that
academic support programmes in South Africa

minority programmes .

The first academe support phase (ASP onwards) emerged in the 1980s in white liberal
universities (Universies of Cape Town, Natal, Rhodes atite Wi t wat er sr and) A as
apartheid humanist projectto get the best black students, casualties of the Bantu Education
sydgem, intosec al | e dc lbavwoosgd dwhi t eousuppostti@em to su
2019, p. 40) . Scott (20009, p.28) describes thi
helping black students access white universities. Luckett (26pRies that the foundations of

academic support (ASPs on words) positioned themselves agparthieid focusing on black
student s as Avictims € of apartheid and of
consequence of its origins as a political anadral project linked to the andipartheid struggle
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and the right of access o fThus, the mowests adahit blatka ¢ ks
students and subsequently introduce academic support was politically motivated (Boughey,
2007a; Luckett, 2012).

The ASPs focused on students frttme Department of Education and Training (D Echools

who were considered not adequately prepared for university study due to their poor educational
background (Boughey, 2007a; Boughey & Niv@®12; Luckett, 2012). Tése were mainly

targeted at black students because they assumed to lack the necessary academic skills and to
have Opoor | anguage pr p2012Fr A® & e3ul§ ASP8 availgdhte y &
students in South Africa as elsewhere in the world aimédftoi x or t o compensat
perceived | ack of preparation 2016, pp.l@8)iand hi ghe
to provide students with the necessary academic skills to cope with the academic demands at
university level (Boughey & Nien 2012; Luckett, 2012; 2019; Mayet, 2016; Paideya &
Dhunpath, 2018). The CHE Reports (2013 as cited in Mayet, 2016, p.2) call this aim of the ASPs

a transformative agenda with the aconomicaly icl os

disadvantagedl ear ner s and | earner s from advantaged
emphasises that the focus of ASRas t o | mprove the MAacademic
selectiondé studentso. For this reason, these

Afa separate safe space for addressing their

skills and clarifying key concepts and el emen

Although the ASPs in South Africa had this transformative agenda, it dratveostudy skills

approach described above (see Boughey, 2007a; Boughey, 2010; Coleman, 2013; Hunter, 1990,
p.29; Quinn, 2012, Niven, 2012; Volbrecht & Boughey, 208&Ps aimed to equip to students

with generic writing skills with an assumption thatttey ul d be applied or #dt
acquired by the students (Lea & Street, 1998, @.2¢. ASPs in South African universities were

thus provided to students as additional tutorial classes, language courses and study skills courses
(Boughey, 2010; Cotean, 2013; Dison, 2009), all structured assuppl ement ar y t
programmes offered concurrently with first ye

in Kloot, 2011). These programmes weeecording to Warren (2002, p.8fusual |l y of

2This was whais now the DBBhefore 1994.
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traditional kind (i.e., oriented towards coverage of subject content and transmission modes of
teaching) o. T h-ergdit kearingscousséseuth as bridging programmes, tutorials

or workshops, language courses, introductory courses in science, exfesigear courses in

specific disciplines, and foundation programmes (Kloot, 2011; Warren, 1988).nature,

structure and practices of early ASPs in South Africa and elsewhere in the world were often

pl aced on the HAmar gi n sctivity beford beingnabowed sullyrineodhen a c a d
mai nstream with spaces either side which furt
(Tanyanyiwa, 2014Warren, 1998)This meant ASPsver e acting as fAdad ho
courses focusing particularly amcademic writing and language problems such as grammar,
spelling, and punctuatioBbughey, 2010, 2003/IcKennag 2010;Quinn, 2012Wilmot & Lotz-

Sisitka, 201% Sheridan (2010, p.129) and Kenna (2004, p.101) explain that universities
adopted what they a | | Aassimilationist approacheso to &
studentst¢ hange and fit in or conform to the uni v
the university settingln this case, structures are considered to be fix@ddgnamic,with

students agassive participantsot role playersin the structure or decision making tife

academic support programme. Hence, tsimptions about the agency of studeméthat they

arepassiverather than caonstructorof knowledge
3.3.1Critique of earlier ASPs and the deficit approach

As highlighted above, academic support in this first phase both internationally and within South
Africa focused (still desto some extent) on the student as the problem (Boughey, 2010; Dison

& Clarence, 2017; Lea & Street, 1998; Lillis & Turn2001; Marshall & Case, 2010; Menna,

2004; Wingate, 2007) and thusgframed in terms of deficit thinking. This is evidenced in the

way studerdwereconceptualised nd posi ti oned asecasedfiSeuthdAfricant age
Ami norielyD amdttiandoint i onal 0 in the UKZ200L). Austr
Therefore, as Marshall and Case (2010, p.492) a#y8Eshave contributed to the creation and
pervasive use of amdebk 6emtfi &hisi ggoapd of shdearfsi.c i t 0
characterised as lackingowledge, language proficiency and academic skills (such as formal
argumentation, reading and writing) (Warrd®98, p.77). In other words, d®wnsend notes

(2010, p.26) thesstuckntsar e no't considered dliterate eno

consequently are Anoften marginalized by the
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with theTHd tec@ammon sense asXo/b)puts ipis thattheas Bo
students are the problem and need be Afixedo
Kloot, 2011; Tanyanyiwa, 2014; Warren, 1998; Wing&€07. Thus, the academic support

provided to students is remedial in nature (Dison & Clarence, 2017; Le#re®tS1998;

Wingate 2007 p. 393), al ways tailored t onteantboftheess st
dominant norm (Coleman, 2013; Haggis, 2003; Kloot, 2011)

As noted abovethe introduction of ASPs was considered a noble cause on the part of
universities However these proved ineffective in addressing student problems (see Boughey,
2002; Clark-Unite, 2007;Haggis, 2003; Lea & Street, 1998; McKenna, 2003; Niven, 2012;
Wingate, 2015). Wingate (2006) argues that a deficit model of tuition ihislc us es on O at
or weak student s, making sure they nAadapt th
p.159), ignores studentsd i1dentiAsWangateandid age
Dreiss (2009, p.15) arguevhen writing is taughbutside the discipline, students have little
opportunity to understand what their discipline requires and what their tutors expect. This point

is also made by Lea and Street (1998) that academic support divorced from the disciplines
creates a disconneati@and students then do not see the relevance of academic support.

ASPs were also critiqued for teaching academic literacy and/or language in a decontextualised
manner (see Boughey & McKenri2016; Wilmot & McKenna2018; Wingate2007). Boughey

and McKen@a (2016, p.1) associate this tendency with the autonomous model of literacy
discussed ichapter2, which is often coupled with a discoursetoh e A decont extual i

who is divorced from her soci al C @agydlyeugpon , s o
attributes iIinherent i n, or | asekse asgumgdtion®about t h e
students6é | earning and academic | iteracy as

students the role of active participants in knowledge construeind rather positions them as

passive recipients of knowledge. Once students transitioned into mainstream courses, they
struggled to cope without structured support (Boughey, 2010; Luckett, 2012). The students who
attended these programmes also &ienated andmarginalised by the setup of these ASPs
(Starfield, 1999; Tema, 1986). Thomas (2012, p.12) writes about the importance of belonging
and defined it as Astudentsd subjective feeli
Forstudentt n ASPs, this was not the/locasieibéecauzedbd
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pl aced in these fdAspeci al pr ogs gespiteecsning frogit u d e n |

poor schoolswere not recogsed or appreciated (Boughey, 2010; Tema,1986).

Also critiqued is the foregrounding @he so-called English language problem during the ASPs

phase (Boughey & Mckenna, 2016, p.Bpughey (2010, p.6) notes that reading and writing
problems experienced by students were usually understood in relaticgirtstétus as second

language speakerAcademic support courses focusing on language were established with titles

like English for Academic Purposes or English Second Language. €hgseasised teaching

writing skills to students (Boughey & McKenna, 201&a & Street, 1998). This language work

was based on a model of language as an instrument of communication or a vehicle for
transmi tftoirmgdigrdeeas and conceptso rather tha
making meanings which draws on sociaht@xts in order to make the choices necessary to make
meani ngo ( Bo u g6re @oursed focused on geperiGskills such as process writing

rather than examining the specific discourses required by individual subject disciplines
(MitoumbaTindy, 20l7) . St udents who participated in the:
remedi at i o RATindy,(2PM7,t pd1).nTihea critique levelled most often against ASPs,
however, was specific to South Africai@s poli:
discourses became entangled with ra¢#éakazi and Tema already in 1985 protested the

positioning of black students as the probldiney argued that

Our greatest most fundamental error is the assumption held, stated or unstated that the
problem isfirst and foremost with the black student or with most black students (1985,
p.19).

Critiques such as these have led to calls for new forms of student academic support that address

the current demands of studentséstsvansiifyteF

responseo which is to Aimove away from the ind
towards a consideration of bactivities, patt
relation to higher education pedagogicallct ur e s 0 . The recent student

need to move away from conceptsalg of student8learning as the problem (Mitounm{andy,
2017, p.69). This lessens the problem of placing responsibility for learning solely on siudents

cognitive and intellectual abilities (Coleman, 2013). The criticism ledaklagainst ASPs
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culminated in the second phase whresultedin a shift from academic support to academic
development (Volbrecht & Boughgf004).

3.4The academic development phase

The transition from ASPs tahe academic development phagdPs onwards) happened amidst

policy changes internationally and within South Africa in terms of increased access to and
participation in higher education (Lillis & Tuck, 2016). There wasrealisation Hlat as

universities becommore diverse due to increased enrolmentofttraditionabstudents a shift

was needed from a narrow view to a broader understanding of academic support and academic
literacy (Boughey, 2010; Scott, 2009; igter, 2020). Writingrom the UK perspective, Hallet

(2013) explains that there was a recognition that the study skills approach discussed in the
previous sections anchapter2 fidoes | ittle to develop discifg
(p.520). Shifting from study suppaculminated in the introduction of what Hallet (2013, p.520)
refers tof asuslde agwmeport o wi t h emphasi s p |
acknowledging that the student population is diverse with diverse learning abilities and literacy
practices. Ths support structure according to Hallet (2013, p.521) foregrounded stullento i ¢ e

and identityo uapproakhedisdussed orapten2dapd the kprieviolsssection
which fAserve to atomise and decoima&tewhiclitad i se a
student is attempting to gain accesso. Thi s
materials from fhgprerifc cboaaddasadpmi me suppo
deficit intervention to a customized and more integtatei nt er venti ono as Esa
(2017, p.124) write.

In South Africa, the shift to ADPwas a response to the limitations identified during ASPs. It

was now acknowledged that students alone were not the problem; rather what was needed was
fistudent, st f f , curriculum and institutional devel
Di son et al . (1996, p.28), At he adoption of
understanding of the need for institutional change, as well as commitment tanstagtudent

devel opment o. T Iseel intereagodallyvaa ;1 Sauth Afiecg to rethink, redefine

and reframe academic support structures within the university context given the changes

happening in higher education. Vorster and Quinn (2015 ed iciMasehelaet al, 2018, p.40p
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write that HAéquestions were raised about whet
student challenges in legitimate, transformative and relevantow&®gholars such as Scott

(2009) note that traditional ASP héalled to achieve the intended results, and this warranted the

need for change.

The shift from ASPs to ADPs was also a response to deficit discourses (for more details on
0defici t 6 3.%)dsee Bouglrey, 20407 Lillgs .& Tuck, 2016). Scholarshsas Mehl

(1988) were the first to critique such discourses arguing that the first phase of acaggrart

was "a case of the universities themselves being deficient, if the vision of -eaciak
democratic South Africa is to be realized" (p.17). Téliso meant admitting that universities
themselves were underprepared to handle a diverse group of students admitted to universities
(see Boughey & Niven2012; Scott, 2009; Voster, 2020). Thus, moving away from ASPs to

ADPs had to do with the realisatiohat all students regardless of their background require
academic supportMasehelaet al, 2018, p.402 Scott, 2009, p.26). Writing from this
perspective, Scott (2009, p.27) explains dité
until mainstreanmhigher education curricula and teaching approaches developed the capacity to
accommodate talented students from all Commun
to ADPs also meant repositioning and reconcesatadn of students from deficit pewsgtives

to Arepositioning students as having agency a

For scholars such as Boughey (2010, p.10) and Gee (2000) this shiftesigmbat they call the
6soci al t chapte@ for no® detads). 1§ veaan indication that academic support had

to move beyond fAtargeting poor -leakregal da0d& ski |
p.405) and Athe i1individual behaviour and i ndi
way these are implicatedi power 0 ( Bml0)gThie rgalisatiorBdughey (2010) and

Ellery (2016) explain forced academic support practitioners to understand that knowledge,
learning, and literacy are complex and not neutral as had been assumed in the first phase. This
according to Boughey2010, p.10) gave academic development practitioners leeway to draw on
social theorist such as Gee (1990), Bourdieu and Vygotsky to underpin their practices.
According to Boughey (2010, p.11), these theorists hatlam d e r s t aadeainic ifggasa f a
form of social practice to which some had more access than others because of previous social

and cul tur al experienceso and al so Athat acce
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time through engagement with learning in the discgd and through support which was
embedded i n t.Moeefre, drider the petondnphasea) it was important to move
academic support from the margins and embed it into mainstream curriculum. In this case,
context was foregrounded and recsggd as important, because learning and literacy are not
individual mental activities taught in decontextualiseananner (Boughey2012, p.72), but

social practices (see Boughey, 2012, p.24, Ellery, 2016, p.16). Unlike earlier ASPs that treated
learning and teracy as separate from contextdhence neutral, AlRonceptualisé learning and
literacies as social practices in which context becomes important for learning (Ellery, 2016,
p.16). Therefore, separating academic support programmes from the contektigbtbijin the

previous academic support structures would not yield the required results.

This understanding also culminated in the rea
developed over time through engagement with learning in the dmespand through support
which was embedded in those disciplineso (Bou
6infusion model 6 (Vol brecht & Boughey, 2004)
support programmes should be embedded into mainstteaching and learning (Boughey,

2012, p.71). Boughey (2010, p.11) argues that the focus during the academic development phase
was to infuse academic suppolin the discipline and this would givetudents access to the

dominant disciplinary discourses apicctices

The discussion above indicates that infusion models were underpfiretty, by an academic
socialisation approach (Le&a Street, 1998) andsecondly by an academic literacies approach.

The main focus for academic support programmes infleeé bythe academic socialisation

model was to induct students into the new academic 'culture;.aBhidison and Clarence (2017,

p.7) explaini nvol ved inculcating students into fAneyv
including but not limited to stients whose home and school backgrounds were less congruent
with the forms of writing privileged by unive
model was to orient students into learning how to construct knowledge and different approaches

to learning (Lea & Street, 1998). Van Dyk and van de Poel (2013, p.48) write that academic
support underpinned by an academic socialisation approach aims at helping students learn to
Athink and communicate |ike the.ndhisgcas® @am se cC
academic socialisation approach is similar to what Sheridan (201®2%and Mckenna (2004,
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p.101) callthe 6assi mi |l ati oni st approach because At h
di sciplinary or subject s pde Pdelf 2013, pdi8).sBasically, s e s 0
academic support programmes that are framed within an academic socialisation approach focus
on showing students Athe O6rules of the gameb
be deficient if they cannot yettpay by t hemo ( Cl ,a20&,nmx36). Thend Mc |
downside to the academisocialisationmodel is that it views universities as static and
homogenous in nature, hence ignoring institutional power, practices, that have an impact on

student academic litacy practices (Lea & Street, 1998)06).

Despite taking on a socialltural perspective to academic literacy and learning, the academic
socialisationmodel has been critegd for positioning universities as static and homogenous in
nature (Lea & Streetl998; 2006) becausas Van Dyk and Van de Poel note (2013, p.48)

Adi scourse communi tod lassseace the atademicasdcialisayion tesds mb | e
ignore institutional power and practicesch asthe pedagogical practices, curriculum, ceurs
content and assessment practicels at coul d constrain studentso
1998 Nyamupangedengu, 2013cott et al., 2007)According to Van Dyk and Van de Poel
(2013, p. 48) the academic soci awledgeais easip mode
obtainable and once acqui.fFaekampleassumifigehatsohcee t o
students learn the disciplinary practices of Education studies, they can transfer that knowledge to
other disciplines. This ignosehe multiple nature ofliteracies and by implication multiple ways

of making meaning (Carstens, 2012 as cited in van Dyk and van de Poel, 2013, p.48).

According to Lea and Street (2006), this model fails to take into account language, literacy, and
discourse issuesoncerning institutional production and representation of meaning. Thus,
academic support programmes influenced by an academic socialisation model asedcfiici
assuming disciplinary discourse and genres never change and that universities haved standa
set of rules in which case students can become academically literate once they have understood
the rules governing a particular academic discourse (Lea & Street, 1998; Lea &28106¢t In

this case, the academic support programmes influenced bygagieraic socialisation model

failed to critically examine institutional practicésich ageachingandassessmermractices}hat

continue to perpetuate inequalities which are is still a problem up today as highlighted by the

s t u d praotests (6esection 1.2 inchapterl for more details)T hus, t he academic
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mod el has sebde efnorcriittds coone sizasf htghlli g¢htaegdr
uni vye@mraictt i ces aamtdbepwoar et hound t o ¢ harnegses udreep,e n
affordability, and sustainabilityé, economi es
about change and pedagogi cal predispositions
2013, p. 49) asc hdaipstecaures ss hoomven .i n t hi s

The limitations identified in academic support programmes influenced by an academic
socialisation modeled to a paradigm shift in thinking about students and learning (Dison &
Clarence, 2017, p.8). This shifas Hathaway (2015, p.3) arguyesequi red dAr el oc a
@roblemd away from the students and their !
compl exities and opaquenesso. This shifted t
literacies model discussed briefly cshapter2. This model subsumes the studyliskiand

academic socialisation model (Clarence & McKenna, 2017, p.39; Dison & Clarence, 2017, p.8)

and acknowledges thati t er aci es are multipie dndfemwaeny d
(Cl arence and McKenna, 201713p. 9 gthBaredf gk &
mor e det aAlltsh @mwimg it htiplgi)ess emnmot deatlle ailsss hapi ng and str
academic suppont!| pdiogigna WorBaklcd | ice mboetc abuhseet b @ s e

cul tural, st r uocntsutrraali narsd wa genntni aulnia ewisti tiires,
st udiemt whi cohf mahweasded miter acy @peorgadaemaes & Cl ar e
2017; Cl arFemrc ei, nGRt@atrg@yed®ent i ons the conwéxtcaal
academpeport programmes sudlhadas twmidt it og shearmpter d
such proQlramenecse (2019) garpg ukeest weheant tthheeorrey iasr
academic suppomti tcengilmigs hggarpyluse & swehatts ac ad e mi
support pr owgrmriatoenrego esguhcch t o do and what t hey
2019 hus, many academic | iteracy supporttheprogr
academctcalmogeatli drsee Di son en@d a9%pnce, 2017; C
Fundament atademitchel i ti drhaacti eist madlkhowl|l edges ur
homogeneous as presumed isno ctihaelmesstaatid yoonstk i § dlse s
account the discipline normshodmd s c ooy letnhieai @
aspects of thei &LdiSgsiplkiane2® 16Wi Ipmdt) . I n thi
and their disciplinary anacocnopureskese rgrfso gi@ n rmeost a
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and -fiosizt ka ndttreay & 0rMdt, fpopmerely a set of O6skil
their discipline or context, but roarthhuesr, tthats
requires academic support programmes d$aomgmove
students into an institutional culture towar
Il i t e(Wakmot aSids, 2@&aZ, Tphi §) means acknowl edgi nq
di f f er & hseteusd einnt popul ati on, thhammest aptdmaé@a ne wh

resources available to enable the smooth runn

The academic devel opment phase resulted in t6F
the mainstream a move away from seeing students as dafiicto a critical examination of
teaching and | earning in the mainstreamo (Bol
value of embedding academic support programmes into the discipline. The implication of this as
Boughey and Mckenna (2016, p.5)arg i s Af or educators attempt.
accesso (Morrow, 2009 as cited in Boughey and
a growing vision focused on institutional transformation and the wider higher education system
(Boughey, P07a, p.6). Despite institutional transformation being the driving force for change in

the way academic support should be structured and offered to students as discusssdrabove,
institution practices remain the same and students are still expectédinto funiversities
(Nyamupangedengu, 2017; Scott et al., 300he same goes for academic support progranme

which tend to focus on giving access to dominant practices without examining what and how
these practices enable or constrain students. Manmgentuacademic support programmes

including the programme under study operate within this phase.

While the academic literacies model is currently the mostuigebapproach to shape academic
support programmes internationally and within South Africa, it dlas been critide d A f or
favouring a focus on the soetmltural aspects of writing at the expense of the more textual,
surface | evel featur es of -Sisitkag2018,mpi8)c Wilmot iaridi n g 0
Lotz-Sisitka (2015, p.8) argue that the demic literacies approach tends to ignore the critical
features of academic writing such as grammar, punctuation, coherent sentence construction and
wi thout these fAthe scholar will st iAtalemibe den
support prgrammes grounded in the academic literacies model views the nature of academic

literacy as moving beyond skills asdcialisationto include ways of knowing in the academy
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and the transition from "outsider” to "insider" in the world of academic discoGtaesfice&
McKenna, 2017;Jacobs,2005). Another criticism as explained by Wilmot and -Satitka

(2015, p.8) is that the academic literacies approach is impraasgacially when dealing with

large groups of peopldt also would not work in contexthdt are not adequately resources
because the it would be difficult to implement. In a nutshell, it should be noted that the three
models (study skills, academic socialisation and academic literacies model) should not be
understood as mutually exclusibecause they tend to overlap and build on each other (Lea,
2004 as cited ivan Dyk & van de Poel, 20)3According tovan Dyk and van de Poel (2013,

p.49)fall three modelnform our research and teaching and learning practices
3.5Institutional development phase

The third phase builds on ADPs because both are underpinned by &dtaial ideology for
understanding learning and literachhe point of departure for the third phase is a focus on
institutional development with emphasis on efficieranyd performanceas a mechanism to

improve student graduation and throughput rates. The first two models (ASPs and ADPSs)

Cl arence and Mc Ke n(mig)undebstodd pgor spudett reterastiongaudesuccess
rates as emerging frdmaskuoéntmeatamad &smgbsush
O0skie¢dsédntially oédeny[ing] students access to
& McKenna, 2016, p. 2 ascited@®l ar ence & Mc K & thenefore bezding &videnp . 2
that to improve tpduation and completion ratéise focus should shift to higher education

institution themselves.

The institutional development phase emerged at a pivotal moment when the country was
undergoing change (Dison, 2009; Quinn, 2012; Volbrecht and Boug@e®, for example, the
restructuring of the South African higher education system from a fragmented and segmented
system with36 institutions to 23 universities under a single unified higher education system
(Quinn, 2012; Boughey,2007; 2010). This change ingalicatiors for academic development

because part of the vision for the unified higher education system was adglesshing needs

of educationally disadvantaged black students through foundation programiness. wasa

recognition that the focusf academic development shouldove beyond students to look into
institution efficiency privileging university practices and thescording to Myer and Picard

(2007, p.45)cr eated Athe need for changes in policy
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Boughey (2010) and Quinn (2012) explathe institutional development phase was mostly
influenced by changes in the national policy context-f88%.0ne of the policies established to

deal with issues of efficiency and hadlirect impact on academic despment was the Higher

Education Quality Committee (HEQC)quality assurance body established to ensure quality
teaching and learning practices (Boughey, 2010,-p5)4 Critical to the third phase was the
Aconstruction of t he w o rerk mavdment dsea reSaulcel MIi C |
institutional efficiency in relation to teact
foregrounding of institution efficiency was to serve as the mechanism in improving graduation

and throughput rates and respimgdwith the aim of producing a skilled workforce for the

country (Tanyanyiwa, 2014, p.50).

The discourses of access with success continued to dominate the third phase because it was still
recognsed t hat Aét hat access WwWithoawcxthisvemensd owd &
2009, p.24)Boughey (2010, p.6) writes that discourses framing the third phase were dominated
bytermssuchaB success rateso, A g r a d Tha dommance ofalteses 6 a n
terms also influenced the wagademic develaopent practitioners constrgrttheir workas the

need for improved efficiency measured by increased throughput and success and graduation

r at teok oente stage(Boughey, 2010, p.16). Consequently, the shift to focus on efficiency
resulted in new forms fostudent academic support practices which are geared towards the

improvement of graduation and throughput rates with a focus on institutional practices.

Discourses associated with institution efficietimcame privileged because of their association

with studenté success and hence economic grov@bntral to institutional efficiency was the
emphasis omestructuring of the curriculum, teaching and assessment practices as well as staff
development as a response to the new policy demands (Quinn,N2gdi2 and Picard, 2007).

Writing from this perspective, Myers and Picard (2007, p.45) explain that the institutional
devel opment p h a swsiting and aiiticale idterragdtibneof aureent accepted

t eachi ng ApsuchBdugheye(20B0pxplainsthat attention was shifted to institutions

with emphasis placed on curricuteaching,and learning approaches and improved assessment
practices. Myer and Picard (2007, p.45) explainithat b e c a me & 3 poalangenjust t h a't
the student who isxpected to change to meet the expectations of the academy; rather the
possibility exists for the acadeHgnceiwththehange
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institutional development phase, curriculum and staff development were foregrounded rather
than student disadvantage (Scott, 2009, )p.2dAesen and Van Pletzen, (2006, p.6) explain that
during the third phase t hwould nowbesattamable ensll | s at
mainstream higher education curricula and teaching approaches delvelop capacity to
accommodate talented students from al/l commu
Volbrecht (2003) concludes that to achietleese changesn the curriculum, staff and

institutional development had to happen.

The foregrounding of féciency had majorimplications for academic development work in
South Africa becausie wasunderpinned by the larger discourse of neolibera(idiven, 2012)
This neoliberal agenda hadhplication for universitiebecause it became apparent thatftioeis
shifted tostuden$ 6uccess rates, graduation/throughput réBesighey, 2010p.13). This push
for South Africa institutions to improve pass ratess ( still is) part of theeoliberal culture,

whereproductivity and results are more valuable thiare-consuming complex practices.

3.6 Summary of the chapter

This chapter has discussed the discourses that have influenced and astegedic support
within South Africa As alluded to, the aim was to locaWURU and its genesis and
philosophical undgrinnings within the discoursesThis discussion presented abovas
established thadespite the changes sit u d dembgsaphics, academic support provided to
students still focuses on the studprablemsrather than the institutions and the role tp&gy in
constraining student success. As the discussions have shown atigeesitiesneed to provide
academic support thétkes into consideratiorstudentdiversity and their diverse learning and
literacy abilities. Universities also need to take iatwountthe importance othe context in
which learring takes place ttne et st ude nt s Ghe zha@eal also ihighlightetiead s .
despitethe realisation that academic support programmiméuenced by a study skills approach
are inefficient, universies still rely on this model to as meaokequipping studentwith the

desired practiced.he next chapter presents a discussiothenretical framework
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CHAPTER FOUR: THEOR ETICAL FRAMEWORK

4.1 Introduction

As indicated inchapterl my study examines the efficacy of an embedded academic literacy
support programme and how it shapes first yea
be able to track and expl ain ho wactM8d,Rdrawsoh ap e s
social realism to develop an-depth understanding of not only student experiences of the
programme but also the structural, cultural, and agential aspects that shape these experiences. |
worked with the concept ofmorphogenesis to exah the change or lack of change
(morphostasisy n studentsd6 academic | iteracy practioc
participated in WURU. The morphogenetic approael useful in my study because it alkesv

me to understand what and how structarad cultural conditions within WURU enabled &d

constrained students and led to change or stasis in their academic literacy practices. Thus, the
purpose of thichapteris to set out the social realist theoretical framework on which | draw in

my analyss and discussionhaptes. | give a brief introduction to social realism and then discuss

Mar gar et Archerdés notion of analytical dual i s
4.2 Social realism

Social realism provides a framework for my study and has its matgtical realism which

builds on the ontology laid out by Bhaskar to explain how the social world widnksontology

that drives critical realismisthateal ity i1 s out there and thus ir
(Bhaskar1978. In otherwords,critical realists believéhatthere arenvisible underlying factors

that cause events or phenomenma experience as human beif@r example the nature othe

relationship betweestudents and peer tutors or lecturers can serve as an underlying fiactor i
motivating students to learn or ndtus, it is important to examine those underlying factors to

see how they cause the events we experience.

Social realism is in some ways a response to the problem of structure and agency in social
sciencediscussedadter in sectiom.2.1 of this chapter For Archer M. (1996, 1995) the social

world is made up of three domains which eategorsedinto twot he fApartso (whi ch
structure and cul t ur Eachohtimese donfaias héisghe capacity  exera g € n
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influence over the other because of the causal powers and emergent properties they each possess
(Archer, M., 1995) . The fApartso (structure and cul't
constraints) which thdipeopl eo (agent s) experience the me
(Archer, M, 1995, 1996) Archer, M (1995) explains that though these three domains are
intertwined in real life, for analytical purposes they need to be examined separately and not
conflated with each other to properly understand their interplay. For AMdher Aisepar abi |l i
the predicate for examining the interface between structure and agency upon which practical
soci al t he o Aichen M,d998 p.208)."MMkescausal powarslemergent properties

of each domain can only be seen when agents decide to pursue their personal projects and then
powers and properties act as enablement or constraints. In this study, structure and agency are
understood to have causal powers and gerer properties(structural emergent properties

(SEPs), cultural emergent properties (CEPs) and personal emergent propéritbsinteract

when students pursue their personal profe@ts., choosing to sign ufior WURU, attending

WURU sessioB every wek to learn academic writing and readjrgjc.) These powers and
properties can |l ead to change i n stAchkeebt so6 | i
(2007) proposes that the domamsstbe treated during analysis as belonging to diffestrata

which can condition but never determine one anoffer.this reasonMargaretAr cher 6 s s oc
realist framework helps me examine the structural and cultural conditions within WURU that
create enablements or constraints for students aetigagdn learning about academic literacy

practices
4.2.1The notion of conflation

As aforementioneargaretArcher (1995)views the social world as sepatetotwofipar t s 0
(structur e and o0@gehtd)Rachef)the three domaneswequsdpowers and
propertiesi.e., structural emergent properti€SEPS) cultural emergent properti€€EPs)and

personal emergent propertiBEPS) which are independent and cannot be reduced to each other

as some sociology theories claiBome of the sociogy theorestend toeitherconflate or alde

the distinction bet we gArchear,kl.el9%)pThais Hasbeensha lbsis he

of the longstanding debate in the field of social sciences about whether structure shapes agency

Archer M.( 200 7, p. 7) defines a project as fAany cours
human .beingbo
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and vice versar whether both domains have equal powers to shape each other. What has
resulted from this debate is a division in philosophical thinking which has created different

explanations of how the social world operates in opposing positions (Lipscomb, 2006).

Thefirst perspective tends to accord structures primacy over agency. Danermark et al. (2002, p.
179) <call this the fAsocial fact paradi gmo.
which determines what kind of role an agent plays in society. Aogprto Oltmann (2010,
p.68), A[T]his position could be dependent on
education, job, social status and any other factor that differentiates positions withingsociety
Therefore, structures in this paigh become the focus of investigation rather than agency in
social sciences. In this case, social structures are the cause of human action and individuals are
determined by society. Sociology theorists such as-&éwauss, Durkheim, Foucault, and
Bourdieu have in some way committed what Archevl. (1995) refers to aslownward
conflation. They have tended to foreground structures and culture and how these two domains
alone enable or constrain human actions. For Archer (1995, p.3)downward conflation

redu c es agency to merely the fAepiphenomenal 0.
determined by structure, rather than being independent and having causal powers to potentially

influence and shape practice on its gncher, M.,1995)

In contrast, the sead perspective privileges agency over structures. In this case, agency is
foregrounded and accorded powers to shape structomenplaying the role of social structures

in the process (ArcheM.,1996; Scott, 2003). Danermark et al. (2002, p.179) refdrisoas the
Alagency opmthiacdse,gha influence of agency is foregrounded in explaining social
phenomena (Carter & New, 2004MargaretArcher refers to this aspward conflationof

agency into structures (1996p.p6-71). argues that thisepspective renders social structure
Apassived and fAincapabl e of acting back to i
view, research should be focused on agency because structures are dependent on human action

for their existence (Danermaei al, 2002, p.179).

The third perspective divett r om t he previous two, treating s
constitutived and precluding the exMmMddati on
1996). Under this perspective, structurel agency are both accorded causal powers which are

reducible to each other (Archev,., 2000. Gidden$structuration theory falls into this category
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(Archer,M., 1995; 1996). Structure cannot exist without agency and agency cannot exist without
structurs. Thus, structuration theory conceives of structure and agency as dependent on each

other for existence and therefore they cannot be separated for analysis (Houston, 2004, p.263).

~

This perspective is guilty of what(2010, p.234) callxentral conflationb ecause of i
inherently partial account of the systemic cc
Quinn (2007, p.22) argues that the chall enge
Awheno questions: f e be transfarmapvie and wheih ean they anly a g e
replicate things as they are?06 Archer i nsi st
(structure and culture) and Athe peopled (hu
purposes (Archer, 1996; Qui, 2007). It is through this delinking of structures and agency that

we can see how different structure and agency are and the unique powers that each possesses,

and this can only happen through analytical dualisrh.i s st udy dr aws on Arc
separating the fipartso from the fipeoprheecod f or

examine how WURU shapes studémsirning of academic literacy practices.
4.2.2The notion ofanalytical dualism

In contrast to the three perspectives pnésd above, proposes the notion of analytical dualism

as a solution to the problem of conflatiodiscussed abovél996; 2010). Through analytical

dualism, structure, culture and agency can be separated temporarily and their individual causal
powers and perties examined and how they enable or constrain agénclyef, M, 1995).
MargaretArcher (1995) argues that this enables the examination of how each domain exerts its
powers to shape the others. In theepladeal it e
the researcher to examine the factors that shape human behaviours or actions and how actions in
turn reproduce or transform the initial context over time (Archer,1 9 95) . Archer 6s
realist framework accords to both structure and eg@owers and emergent properties that are
different from each other and can only be activated when agents are in pursuit of personal
projects (ArcherM., 1995, p.14; Carter & New2004. Thus, what separates social realism from

other social theories meobhed above is that it is against conflating e a r(strigctore,
culture)andt h e i pa@engy) because they are irreducible to each other due to the powers

each holdgArcher, M., 2000, p.5).For MargaretArcher (1995) structure, culture, and aggn
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are interdependent in real life. However, to examine their individual emergent properties and
powers (SEPs, CEPs and PERs}earchers have to separate them so that they can examine how
each shapesocial life and to explore the interplay between th@wnsequently, structure and

agency should not be collapsed into each other because people have causal powers and properties

that enable them to reflect upon their social circumstances and act to transform them.

As indicated above, thistudy follows Margaet Ar cher 6s i deol ogy of s e
culture, and agency with the aim of examining hivese three domainafluence each other

within WURU. The study specifically draws on thsotion of analytical dualismand the
morphogenetic approach to examimow the structural and cultural conditions wittWiURU
shaped slevelapreemtt afabademic literacy practicesinalytical dualism andthe
morphogenetic approaghr ovi de a way to examine WURU as t
actions are constraineat enabled as they pursue personal projects (Ardhier2003, 1995).

Using the notion of morphogenesis this study enabled me tor ace how student s
literacy practices transform throughadhieir studiesdue to their participation in WURUlhe
morphogenesis approaghmovidedthe means through which | was alite explore the influence

of structures and culturesvi t hi n WURU  action whiley cGtethet saihe time,
acknowledging the power sft u d agancysddtransform those conditions (Argivér, 1995).

Having explained Archerds techni guefouokey anal y
concepts of emergence, structure, culture and agency which are ceritaigaretAr c her 0 s
theory of social realism. These concepts as explained\rbizer help us to examine and

understand how the social world we live in operates.
4.2.3The notion of emergence

A key featureof the relationship between structure, culture and agency is emergecber(

M., 2003, p.2). Sayer (2000, p.12) definesemezgen as t he fAsi tuations 1in
of two or more features or aspects gives rise to new phenomena, which have properties
irreducible to those of their constituents, even though the latter are necessary for their éxistence

In other words, emegence occurs because of the interplay betvegemcy, structure and culture

(Archer, M., 1995). When structure and agency interact, these interactidrcher writes
Nfgen@reameer gent properties whi ch mu s t fus gur e
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fiemergence is embedded in interactiono (2010,
existing phenomena in time and are relatively autonomous, with independent causal powers
(Archer, M, 1996). Margaret Archer (1995) argues that emergence can be
eitherdiachronic(across time) osynchronigat a particular moment in time). This according to

Knio (2018, p.400) shows the relationship between structural integration (the relationships
between parts of a society or social system, i.e., structure) which esrgieghronically out of

the actions of generations of agemtsd social integration (the principles by which individuals or

actors are related to one another in a society) which emerges synchronically because it is

constituted by the relationships betwdbe structural parts at the moment they form.

According toMargaretArcher (1995, 2003), emergent properties, whether structural, cultural or
agenti al, ar e characterised by Ainternal an
distribution; their ausal powers thus only exist in relation to material resourseshér, M,

2000, p.263). In other words, the relations Archer talks about are internal to the system which the
system cannot do without because they are necessary for it to function. FpteeXatdRU and

students, students and peer tutors and these relations often relate to resource distribution in
society.In this casestudents are necessary IMURU existand thus the causal powers of both

exist in relation to the material resources.

Stct ures such as WURU have causal powers and
features are relative endurance, n at Archer,| nece
M., 1995, p.167). Additionally, students and peer tutors also haveotleimdependent powers

that are irreducible to structure@r¢her, M, 2000). When students and peer tutors interact

within WURU this leads to emergence of a new social practice with its own properties and
powers that cannot be reduced to one anotherther avords, the emergent social practice is
irreducible to the sum of its parts (Archdf,, 1995). Since this study examines how WURU
shapes studentsd academic | iteracy practices,
allows me to examine theE°s and CEPs as wel | as the PEPs

participationin WURU.
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4.3 Structure

According to Danermark et al. (2002, p.78), i
objects; a certain structure may in its turn also bepdrt a gr eat erMargatet uct ur
Archer (1996, p.1ptructurehas to do with #dArol es, organi zat
(2013, p.31) describes structure as the ndAadiff
t hemo. Cp3lpcontimuds,ledplaining that structurerefeo Adi f f erenti al d
materi al resources in societyé which includes
chances such as race, class and ¢ e todaewith . For

Awho has got t he goothefemsrom amfd i rheetser icadn rbees o

positions within the organisational structur e
causal powers and emer gent triqute onpterial resoarses dné E P s )
positional, organi sational and institutional

In other words, structures have the power to condition agents by enabling or constraining them as
they pursue what they considenportant. In this study, structure would include the university,
school, WURU, its rules and policies, the Education studies course with its rules and regulation,
curriculum, the broader macrosystems such as race, class and weditie positions andoles

of students, peer tutors and coordinator as part of WURU.
4.3.1Structural Emergent Properties (SEPS)

As highlighted above, structures are fnérel ati
causal powers and are neither observable narced bl e t o soci al i nteract
340). These causal powers (SEPSs) exist whether triggered or not but only act as causal powers
because of interaction with human interactidtargaretAr c her (1995, p. 77) d e
those internal andecessary relationships which entail material resources, whether physical or
human, and which generate causal powers prop
Properties (SEPSs) include institutional patterns, social csaf@ons, and social class, which

are dependent on material resources, both physical and human. In this study, SEPs include the
role of peer tutors, the Education studies cousse Wits University poliges on academic

writing.
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4 .4 Culture

Accor dMarggretAroc her ephte ocfoncul ture has not been
structure.lini socoblegyclearly defi nMalgareand hol
Archer states that A w] hat culture is and w
concept ualm mwhriashs nfor adequate sociol ®g¥9866, cul
p.2). Archer believes that the reason for thi

Il ntegration appropriated by sociol gy magemoé s

culture as a coherent pattern, a uniform et hc
Xvii).

MargaretArcher (1996) definesulturea s fal | intelligibilia, which
dispositional capacity of being understdtb¢ s omeoneodo (p. 180). As Quin
Acul tureo then includes Athe ideas, beliefs,

mani fest through discourses used by particul a
of the meanings we hold, our belief, theories, and ideologies about the world we live in. As such
culture in this study would include participadtsiews, theories, beliefs, arguments and
ideologies, discourses about valued knowledge, language, learning, tedbkingiversity,

ethnicity, racial dynamics, students, academic support, academic littedgn (2012, p.57)
explains t hat t hese Acul tur al emer gent pr ope
symbolic power such as ideologies and languages anew 0 . For exampl e, S
university positioned as either privileged or disadvantaged and this position is shaped by their
schooling experiences and prior access or lack of access to the kinds of discourses and cultural
6capital 6 vtlLaywd 2042 p.57)nStudents with the right cultural capital will
succeed as those who lack will struggle academically (Layton, 2012, p.57).

Margaret Archer (1996, p.103) makes a distinction between dhkural system (S) and
structuralcondition (S-C) for analytical purposes because it allows us to examine the interplay
between the two elements. The CSan@ Siiare neither mutually excl
each other because they overl ap, I Archer,™Mt, wi ne a
1996, p.XIX).The CS entails ideas, beliefs, ideologies, values, and theorisguments held

by peoplewhich exist independently of whether notpeople are aware of them, believe in them
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or agree with themArcher, M, 1995, 1996). In contragsthe SC | ev e | consists of
the interpersonal c ul t ur MargaretArchdr explaine thai thGSZ e nn e r
represents t herodidishe wWwohbolughtofptbheesseso (p. 10
logical relations witheach other.Those logical relations at the CS level exist as objective
contradictions and complementarities independent of any reference teGhlev8l (Archer,

1996, p.106). The-€ | ev el on the other h a n dp rroecpersesseesnot
(Archer,M., 1996, p.105), which stand in causal relationship with each d#egaretArcher

suggests that a good starting point is to differentiate the logical relations (of relevance to the CS)
from the causal ones (of relevancetoth€ § a n d conbeptoalizé how certain properties

of the Apartso and certain properties of the
xX). While the CS is constructed by people, over time it is capable of constraining or enabling
people Archer, M, 1996. Examining the interplay between the CS an@ &quires a focus on

how the contradictory and complementarity rel
that are harmonious or conflictual atth€S | e v e | (Apeopl ed)ivesribetto i s t h
stability (morphostasis) or change (morphogenesisther, M, 1995, 1996, 2000 With

regards to this studyxamining the interplay between CS andC ®f WURU enablesis to

understand what changes orystthe same
4.4.1Cultural EmergentProperties (CEPS)

As aforementioned in section 42he fpartso also include the id
According toMargaretAr c her (1995) cul tur al emer gent pro
theories, ideas, beliefs, values and norms whrehdistributed within a cultural system. Cultural
emergent properties thus operate in a similar manner to structural emergent properties, but in
relation to necessary logical relations as opposed to necessary material refatites, (M,

1995). Like tle SEPs, the CEBsgxistence depends on the interaction between people and then

act asanenablemento or constraihonpeopl eds proj ect s. Il n other
with the meaning people hold and these can be different or similar views, idleeasries, or

beliefs as they interact with one another within a structural systechdr, M, 1995). The CEPs

in this study would include participadtaews, theories, or ideas they hold about what academic

literacy is, how it is acquired, academic sogipand its role, views about embedding academic
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support, views about students and learning, the kind of knowledge valued at the School of

Education, the curriculum of Education Studiasd so on
4.5 Agency

MargaretArcher views agency as the ability take actionor decisions on the part of agents
depending on the roles apdsitions,they hold in the world. Like structure and culture, agents
have causal powers and personal emergent properties (PEPs) which they use to respond to the
enabling or conséining situations they encounter. Students have agency which they use to
respond to conditions that could constrain or enable them. Therefore, a social realist study as laid
down byMargaretArcher is interested in examining what motivates agents to #ut iway they

do in terms of their particular structural and cultural contexts (Layton, 2012, p.61). In
undertaking this study, it was therefore necessary for me to have a clear understanding of what
agency is and what empowers individuals to negotiatpriygerties which have the potential to
obstruct or assist them in achieving their personal projstasgaretArcher (2003) encourages
researchexto acknowledgehat while agents are shaped bgciety,they also have powers to
change and transform sogieThus, forMargaretArcher (2003) agency is important in the social
world, but we must also know that each individisadhaped by ideals and aspirations that result

from our interactions with various forms of cultures and structures.
4.5.1Personal Emegent Properties (PEPS)

Personal emergent properties (PEPS) represent causal powers that emerge in the context of the
conditions created by SEPs and CEPs. Thus, PEPs are what agents use to deal with the
enablements or constraints they encounter as thesu@uheir projects or what they are most
concerned abouMargaretArcher (2000, p. 4) definencernsasficommitments constitutive of

who we are, which are an expression of our idemtiyrcher, M, 2000, p.4). It is through

reflexive deliberations thahuman beingas fiact i ve satharntod anpoganti or i t i
concerns (their ultimate concerns) and accommodate subordinaté¢oodegise a project (a

concrete course of action). Through the internal conversations with ourselves over our most
importart concerns, we can have an impact on structure and agarae(, M, 2003, 2007).

The mediation between structure and agency dependseoactivation o gent s6 power s
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properties as they idefyi personal projestto pursue.MargaretArcher (2007, ¥) defines a

project as fAany course of actiom.intentionall

It is then that they decide on what course of action they need to take to deal with SEPs and
CEPS. According téMargaretArcher (2003), agents use such causal pswecause they aim to

solve their personal projects related to circumstances in which they find themselves. In this
study, studentsd personal emergent properties
project for instance wanting to write arssignmentis enabled or constrained by the structural

(SEPs) and cultural (CEPs). Thus, as previously pointedSéiis and CER are dependent on

PERs to exert their effect as agents define awe out through reflexivity what their projects are

(Archer, M., 1995; 2003). Therefore, as agents reflect on what matters to them, they can
anticipate possible constraints to their projects and strategically find ways around those
constraintsArcher, M, 1995, 2003).

This act of reflection is central tdargaretAr c her 6 s noti on of agency.
agency is reflexivity, defined bMargaretAr c her as fAt he regul ar pract
ability, exercised through the internal conversations we all hold about our personal concerns
(whatwear e about most) o (t20I10K8BG @r. 9fi. ntldr nasl tchoen\

with ourselves as we encounter situations and seek strategies to deal with them. Thus, through

the application of refl exi vit yonsepte thedtrecturedan d
circumstances in which they find themselves,
(Archer, M., 2007, p.11).MargaretAr cher (2007, p.13) argues t he
invol ved é i s e mot i annbeihgl &y simplé axergise din insteutmdnilr t h
rationality, because é our emotions (as di s

concernd .These emotioal charged deliberations result in PEP when SEPs or CEPs are
encountered in the jecd dMyers, @ESE, p.ar) dwiagents encounter pr o
constraints and enablements, their PEP&@arerge unlike the SEPs and CEPs that exist whether
activated or notArcher, M, 2007, p.9).

According toMargaretArcher (1995, p.253), human beings are divided thtee stratanamely,

Aper sfioangseont so and fAsoci al actorso and these a
have independent causal powers. The persons are biologically defined because they are born into
acontext not of their own choosing. Mc h (200 4, p.433) explains th
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embodied individual s, emergent from but not |
Ai nvoluntarily placed as agents . .. as a con
demograpic factors such as age and geddfargaretArcher (1995, p.201) emphass that
persons are placed in the social structures i
to the materi al condi t i o n sstudertisaahd qes tutarptieodgh t h e mo .
involuntarily placed ithe WURU social contexthavecausal powers to change or reproduce the

social conditions in which they find themselvasdher, M,1995).

The agents are divided into primary and corporate agents. Primary agegtsups who share

common life experiences in the social structure. Primary agents daasal powers but are

unlikely to use themtherefore,they represent people to whoimt hi ngs Afcrep d.e no (
2003, p.343) because they are often unable to aetrtmulate their interests. For example,
students in this study can be classified as primary agents because they share common life
experiences (semhapter7 for details on this)MargaretArcher (2000) argues that we all start off

as primary agestbecaus b ei ng an agent only requires on
distribution of resources, while being a colleetimeans belonging to a group of people who

share a common social status or life experience. For example, agency might be a group of people
who are underprivileged or middass families who share similar so@oonomic status.

Again, students in this studgome as underprepared and often skasémilarsocioeconomic

status As such MargaretArcher states that agency in this context isagisvused to denote the
pluralandeven when the singular 6Agentd is used, i

Corporate agents as the name suggests are groups of peopbcedrding toMargaretArcher
(1995,p.258)iar e aware of what t lhengelvesamdtotherscaachhavaer t i ¢
organized in order to get it, can engage in concerted actiorsttape or retain the structural or

cul tur al feature in questiono. I n otheb word:s
(Zeuner, 1999, p.81) and tleéore can useesources, time, or knowledge at their disposal to

achieve a shared aim or objectivacher, M, 2000).For example, the peer tutotsctures, and

the coordinator of WURU are corporate agents who use the resources (be it material or human)

to achieve a shared goal and that is enabling students to develop academic literacy practices.
Students in this studgan also become cooperate agents whiegy work together in WURU
groups,wherethey usetheir agential emergent properties and powerfotm study groups or
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reading groups or WhatsApp graup discuss the assignmerisreadings or prepare for exams

with the aim of improving their performance in the exams or assignments. Therefore, the
collective action of coming together to form a grosighe emergent property of agency (PEP),

and Athe power to exercise it (or not) wild!@l b
context in which agents are placedo (2000, p .
but as they devep vested interest (wanting to pass their assignments or exaara to
reference or write an academic egsayt hey wuse PEPs of <collective
inferior life.c hances assigned to themo and tosinenabl e

societybs decision makingo (ibid).

The last stratunMargaretArcher (1996)discusseds the social actors. These are individuals

who hold roles inthe social structure or system and these roles have causal powers and
properties which are irreducibte those who occupy them. In this study, students, peeistutor
andcoordinatos all have roles that are irreducible to the other. As pointed out, such roles have
powers and properties that are not reducible to the social actor who occupie#ttieen, (M,

2000, p.283). This is because these roleseprst the people who occupy them and have
constraining and enabling powekdargaretArcher (2000, p.284) argues that individuals become
soci al actor s, At hrough i nt eryaagénisrbgcomeimorh ot h
articulate about their interests and [are] thus better able to reflect upon the role positions which

wi || further their realisationo. For exampl e,
of the WURU group is a social actobecause they articulated and reflected on what their

interests are which allowed them to take action and form a group.

As MargaretAr cher (2000) argues, it 1is through the
their relationship with the world andte i r pl ace in it, and fione of

i s the capacity Ato tr ansf f Archar, M, B0O80, B3&)cIn thd wor |
context of this study, there are students who had the ability to use their agency or PEPs and who
thereby have an effect on their structural and cultural conditioning. The next section outlines the
morphogenetic approach, which | adopt in my study because it provides a methodological

framework forMargaretAr c her 6 s soci al real i sm.
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4.6 The morphogeneticapproach

As discussed earlier, structuilture and agency are ontologically different entities, each with

their own individual causal powers and properties that cannot be reduced to each other. This
ontology implies a methodology to examine the causalgps and properties (SEPs, CEPs and

PEPs) that condition people through enablesientconstraintsMargaretArcher proposes the
morphogenetic framework as a methodology which provides analytical and explanatory tools to
examine the interplay between stiwre culture and agency over time. ThidargaretArcher

(1995, p.15) asserts that a social realist research study requires a methodology premised on the
principle of analytical dual i sm Awhere expl an
deends wupon an account of how the properties
with those of the O&épart s d otheihdrgh®eénetic goprdadh)far He n ¢
my study.

MargaretAr c her (1995, p. 166) d e fpiocessas winioh rtepchtw g e n e S
el aborate or change a system's given form, S
occurs as a result of agential interaction witle system or structures or structural context.
Conversely, i mor p h ees pracesses i campléx esyssenvirormmentélt h o
exchanges which tend to preserve or maintain
morphogenetic framework as laid out blargaretAr c her fii' s capabl e of [
agency by examiningthent er pl ay bet ween them over timeodo (
for morphogenesis is that structure and agency operate over different time periods which allows

the researcher to describe why and how there is change (elaboration) or no chandec{repyo

in existing relationships. In relation to this study, the morphogenesis approacleditevto
examine why and how student s academic lite

involvement in WURU or whether this involvement has not in factlgiglany change.

MargaretArcher (1995) suggests structure, culture and agency are temporally distinct from each

ot her because A(i) structure necessarily ©pre
structural elaboration necessarily postdate®ts e act i o n Margaretprchérg1®95,. For
p.138), the notion of pre x i st ence signifies Adi scontinuit
researchers to examine a phenomenon in terms

without denying that hunmaaction is a continuous activitjargaretArcher (1995, p.138) also
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introduces the concept of HAtemporalityo, wh i
morphogenetic process to have a starting point, indicating that society is relatitatdy Istdhis

study, it was important to examine studérlieracy practices prioto their participation in

WURU (seechapter7) and during their participation in the support programme.

Understanding the morphogenesis process requires one to undehnstiaslucture and culture

are notthe result of actions of current occupants but actions of previous occupants. Thus,
examining the interplay between structure, culture and agency allows us to account for why
change (morphogenesis) or rdmange (morphosseés) happensMargaretArcher claims that
morphogenesis (change or elaboration) and morphostasisifamge or reproduction) occur in

an endless recurring cycle. This is illustrated in the diagram below: The morphogenetic approach
allows researchers to ravel the dialectical interplay between structure and agency and between

cultural and agency over time.

Structure Structural conditioning

T

Social interaction
T? T
—Structural elaboration (Morphogenesisy———-

[Structural reproduction (Morphostasis)] -|-4

Culture Cultural conditioning

Sociecultural interaction
T2 T

Cultural elaboration
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Agency Socioultural conditioning of groups

Group interaction

T? T
Group elaboration

T4

Figurel: The morphogenetic cycle. Adapted from Margaret Archer (1995,p.193)

MargaretArcher (1995; 1996, and 2003) suggests that the morphogenetic process occurs in three
phases- structural conditioning represented at, Bocial interaction, B-Ts and structural
elaboration T4 as shown in the figure above, dr structural conditioning represents the starting
point of the morphogenetic cycle and is al way
history: AFor we anleliveembeddéddnran idgatioablané stracturalla n
context which i sArcheg M, 1996, p.o). Margasetdnicherg 1995/ p.196)

elaborates on this further that

The circumstances confronted by each new generation were not of thengniaki
they do affect what these contemporary agents can make of them (structural and cultural

elaboration) and how they reconstitute themselves in the process (agential elaboration).

For example, students enter the university and the School of Eduttettda already embedded

with structural and cultural conditistby its history created by previous occupants through their
actions. These conditisiistructural or cultural) have causal powers and propertig®iorm of

SEPs and CEPs which create erai@nts and constraints for current students. Although agents
(students) are conditioned by the structures and cultures created by their predecessors, they have
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the power to exercise agency (PEPs or reflexivity) depending on what they choose to do in those
contexts. It is therefore important to understand the history of the contexts in which agents find

themselves to understand how current situations came to be or evolved.

T,to Tsarepresents agentso soci al i nt er aschbow on wi
individuals and groups of people respond to the constraining or enabling structural and cultural
systems created by previous occupants using PEPs. Carter and New (2004, p.6) explain that
APeople choose what t hey doa stricturally andh eujuralima k et
generated range of optioiiswhi ch they do not chooseo. Il n ot
individual respond or react to existing structural and cultural systems will also depends on the
positions or roles and resources tiheyd at that particular time in that context (Case, 2013). For
example, the way students reacted to the situation such as writing an academic essay depended
on their position and resources they had witiey transitioned into the university. As such,

students encounter and engage with-psasting structural and cultural conditionghese create

situations that can either enable or constrain them as they decide to pursue their projects or what

is of most importace to them. Through interaction, students edther succeed or not because

this depends heavily on the position which they hold.

MargaretArcher introduces the notion of reflexivity in this process which plays an important
role in social interaction at T23 in the morphogenetic cycle. The resdlthas interaction could

be in the form of morphogenesis and not morphostasis leadihg étaboration othe structural

and cultural system which creates Wrdher, M, 1995). | will expand on this later on in the
section4.6.3 on morphogenesis of agency. The last part of the cycle,isepresenting the
structural and cultural elaboration which occurs as a result of interaction between agents and
their context (Danermark et a2002). T, represents the stargrpoint of the new morphogenetic

cycle (T,) creating new structural and cultural conditions (Archer, 1995) for the next generation.

4.6.1Cultural morphogenesis

As | discussedn section4.6, MargaretArcher (1996) states that culture comprisesaailtural
system (CS) and socioultural interaction (SC). A cultural system stands at;Tas indicated in
the diagram above and social cultural interaction stands-&g. Similarly, the social system
(SS) is dignct from the social interaction (SlI) that emerge fronthe SS sta at T, and Sl
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occur in B-Ts. MargaretArcher (1996, p.106) explains elaboration or reproducticedultural

and social system by means of the following four propositions:

1) Ther ¢ogreal relations between components o
internal and necessary relations between a
2) Causal influences ar-@ lexweelt eandysi miel &£1SI p nl

3)y Thereuaak rcal ationships betwe@nl gvuelupandna

l evel of SI.

4 There i s el aboration of the cultural and s
to theubkbor al l evel modi fyi ngdwairmrg nnew ogn
and in the | atter case, to modificat:i 0

structur al relationships. ThiArcleeir®& ¥Mnt s

pl 6-8anid9 9 4 MW).6.

In keeping with thenorphogenetic perggtive,MargaretArcher (1996) explains that culture and

agency operate over different time periods. This is fundamental to the morphogenetic perspective

which is based on two simple propositiof¥that the CS necessarily predates thHe &ction(s)
which transform it; and 2) that cultural elaboration logically paestes such interactiolcher,
M., 1 9 9 6x,Xx vp)..

Cultural conditioning (influence dhe altural system on social interaction)
T1

Sociatcultural interactioS-C)
T, T3
culturd elaboration CS modified/morphogenesis

culturalreproduction CS reproducediorphotasis) 4

Figure2: The morphogenesis of Culture ( Archer, 1995, p.157)
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The morphogenesis of culture follows the three phases fromraluttonditioning through socio

cultural interaction to cultural elaboration or stasis, as illustrated in Figure 2 abowethE

figure represents the state formed by previous occupants through their actions and forms the
starting point of understandinigow agents are enabled or constrained. The perpdld

represents the soemu | t ur al i nteraction, t hat i's agents
conditioning they find themselves entangled in. This interaction happens as agents act to try to
create change or stability in the cultural system. The need for change or no change is motived by

the positions, or roles and resources agents hold or possess and the contradictions or
compl ementaries within the CS. Facademectitaracy | e s
practices are motivated by their positions and resources they possess when they come into the
support programme. This will determine whether there will be change (morphogenesis) or
simply reproduction of the existing cultural system (pimstasis). According td/argaret

Archer (1996), CS at jldoes not determine the extent ofCY(T, and T), but rather it is the

agents who are constantly making andan@king culture as they pursue their interests by using

their emergent powers througlonsensus or confrontation. Thus, when ideas are internally
related (when there are necessary logical relations) within a CS, the existence of harmonious
relations promotes stability. This is because relations within the system signal correspondence,
which in turn promotes stability. Conversely, when the CS tries to contairs ithed are

conflictual, an environment for social change is created. As agents interact within the CS, they
can either change or maintain the status quo.

4.6.2Structural morphogenes

MargaretArcher (1995) distinguishes between social systems (SS) and social interaction (SI).
The relations between the mechanism within SS (and between the SS and CS) exert causal
influences on SI. In addition, causal relationships exist betweenduodig and groups at the Sl

level, and it is the interaction at the Sl level that leads to the conditioning or elaboration of SS

(Archer,M., 1995). This morphogenesis of structure is illustrated in figure 3.

Structuralconditioning(influence of SS on SI)
T1
Social cultural interactiofinteraction between groups and people-&)S
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T2 T3

Structural elaboratiorStructural system modifieahorphogenesis

Structural reproductiorSS reproducediorphotasis) 4

Figure3: The morphogenesis of structure ( Archer, M., 1995, p.157)

Again, as illustrated in figur8 structural morphogenesis begins atvhich represents structural
conditioning which is not of agents making but created by their predesesscher, M.,

explains this as follows:

Because of the prexistence of those structures which shape the situations in which we
find ourselves, they impinge upon us without our compliance, consent or complicity. The
structures into which we are borndathe cultures which we inherit mean that we are

involuntaristically situated beings. (1995, p.200)

This means that the SS we find ourselves in conditions our actions. In the case of my study,
students are conditioned by pEristing structures such as waisity rules and regulations,

policies regarding academic literacy, assignment writing, language policy, admission policies,

the faculty, school, the Education Studies course content or syllabus and rules and policies of
WURU. There are also structuresgide the university, school and WURU that exert powers on
students (agents) and not directly but through the university. For example, the legacy of
apartheid, the South African higher education landscape, the language policy, accessat ICT
shapethe t udent sé6 ability to take on academic ide
student actionMargaretArcher explains that, at;,T st ructures shape fithe
6generationsd of actors f i iousagerdisemtisddférentevssted i n ]
interests according to the positions they occ
the context of this study, students find themselves in situations that are not of their own
choosing, for instance theyveto write an assignment for them to pass. Thereforglaagaret
Archer (1995, p.200) expl ains, Alt i s the sit
because they condition (without determining) different courses of action for those dijferent

pl aced, by supplying different reasons to the
rules, regulatios and policies regarding assignmgnivriting and plagiarismThese do not

determine but condition how they respond to the situation. Stutternsare conditioned to act
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according to their position in this structur e
literacy practices or not.,lIT; as already indicated, is whMargaretAr cher t er ms 0
i nteracti ono, individualhvath thenstruetures antwhiach theydifd themselves.

As a result of this interaction, agents or actors can transform structures which might result in
morphogenesis which occurs aj dnd the beginning of the new morphogeneycle. As
studentsnteract with the structural conditioning in,Tif actor or agents choose not to change

and end up reinforcing or maintaining existing structures, it results inMdragaretArcher calls
morphostasis.

This implies that people always act based on stracturd cultural situations which their actions
essentially attempt to modify or sustain. As in the case of the structural morphogenetic cycle,
agents make choices from options (in this case ideational) which are not of their own creation but
arederived fom the achievements of past agents. Through agential interaction within ideational
circumstances over time, they alter the system, leading to cultural elaboratjpror(T
reinforcement of the status quo. Since the morphogenetic cycle is continuoak,taday

becomes Tof the next cycle of cultural morphogenetic action.

The implication of the culturainorphogenesis in this study is centred on identifying the ideas,
theories, beliefs and values that condition the situations that students as agentssdinacto
themselves in. This requires that | start abfithe cultural morphogenetic cycle to examine the

present (T). This examination helps to understand whatexisting cultural conditioning shape
studentsé academi c | ied éreaample, ipchaptesB,i6 and7swhichT hi s i
focus on examining cultural conditioning that students find themselves in as they try to develop
their academic literacy practices. The culturarphogenesis also enabled me to identify the

cultural emergentpowers (CEP}hate mer ged i n the programme to in

literacy practices.
4.6.3The morphogenesis of agency

Conditioning at T shapes but does not determine ageMargaretArcher argues that agency
follows similar morphogenetic ste@s the previous two morphogenetic cycles of culture and

structure. Earlier | mentioned that Archer argues that agents are not passive when they encounter
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social and cultural conditioning, but they are capable of transforming structures and culture
throughexercising their agency, and in the process are transformed themselves N39ayet

Archer refers to this as double morphogenesis (1995, p.34@jefers to agents who transform
Sstructures as corporates age n tofsheibvested imterestst h ey
rat her t h a Archef gvB sl99b, vpe2@0). Therefore, foMargaret Archer, it h e
morphogenetic perspective requires agency to be reflective, purposive, promotive and
innovative, if social interaction is indeed to operateh@smechanism responsible for stability

and changeo (1995, p:S2469)t.kaMgrR2dilkbgn zpa 1&2mBJd Isdta
agency and identity are part of emergent properties and interactions, they are unique to the
individuals involved inthe nt e r aMatgaretArched (1995, p.253) captures this well when

she states that

What is involved is the double morphogenesis, for thessetfe process by which people

bring about social transformation is simultaneously responsible for systemgatical
transforming agency. In other words, people collectively generate the elaboration of
structure and culture, but they themselves undergo elaboration as people at the same time.

The three phases of morphogenetic cycle of agency are illustrated in fipel@w

Agentid conditioning(situations conditioned by previous agents
T,

Interaction (interactionorporate agents and primary aggnts
T2 T3

elaboration #gencymodified/morphogenesis)

reproduction dgencyreproducedhorphotasis) 4

Figure4: The morphogenetic cycle of agency ( Archer, M., 1995, p.248)

Figure 4 above depicts the morphogenesis of agency which follows a similar pattern to the
morphogenesis of structure and cultuircher, M, 2004). As indicated previously,1 T
represents the socmultural circumstances in which primary agents are involuntarily positioned.
This phase is where agency is conditioned by SEP and CEP but not determinedyiargjatst
Archer, because agency has own emergent properties and powers (PEBsjne primary

agents, not alltransform into corporate agents with vested interests that they are able to
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articulate and work collectively towards for afkr€her, M, 2000, p.265). At FT3 the social
interadion between agency and structural and cultural properties takes place. Through this
interaction, the number of primary agents lessens, while the number of corporate agents
increases, representing a new emergent stratum which ®hiis, T, represents newmerging

social actors who take up different roles in the society and through a dialectical relationship with
structure change their personal identiargaret Archer refers to this emergence as triple
morphogenesis. Through social and cultural intevactihey develop their PEPs, leading to the
transformation of structure, culture and agen&rclier, M, 2004). Figure 5 below illustrates the

Social-cultural conditioning of groups

T1 (Corporate agency and Primary Agency)

Group interaction

T2 T3
(Between Corporate Agents and Primary Agents)

Group elaboration

T4

(Increase of Corporate Agents)
morphogenesis of corporate agency.

Figure5: The morphogenesis of corporate agef@rcher, M., 1995, p.248)

As already notedylargaretArcher (1995, p.260) explains that corporate agents are active rather
than O6épassived beings with vested interests.

articulate shared interests, organgifor collective action, organizing for social movements and
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exercising corporate influence for decisiora k i rAgheer, M., 1995, pp.25&859). Archer
concludes that the morphogenesis of agency occurs when conflict arises between corporate
agents as thegursue different vested interests at a sacilbural level. In the process of pursing
these interests, corporate agents then mobildi
groups with clearly defined goal#\richer, M., 1995, 1996, 2000, p.2R8This increases the
number of corporate agents causing a reduction of primary agents. The process in which
corporate agents expand is a result of inconsistency in group relations at structural and cultural
levels. Such inconsistency at a cultural levappens due to new external ideas that have the
potential to cause disagreements amongst actors and work to speed up the process of regrouping.
Corporate agents create an environment that is conducive for reshaping the context of primary
agents and modifyop the conditions in which they find themselves. This situation creates a
problem for corporate agents because they no longer work togethéhjsaresults in interplay

between primary and corporate agents. Hence, the morphogenesis of agency occurs.

In general, whether change or stability of agency occurs depends on the nature of the
relationships that exist between vested interest groups and how they interact within the structure.
If the relationships are marked by a harmonious environment, reprodustideely to occur.
Conversely, an environment that is marked by conflictual relationships promotes high group
integration and the likelihood for change to occur. Change is brought about as some primary
agents become conscious of their interests and jeicdhporate group, causing the elaboration

of corporate agency and reduction in primary agency.
4.7 Reflexivity and the role of the internal conversation in mediating structure and agency

As discussed in thishapterearlier on,MargaretArcher argues ttighe central PEP of people is

to deliberateanddecide on what is of most importance to them and take action when faced with
constraints and enablemengg¢her, M, 2003). Thisigheii nt er nal o gonffensat h a
di al ompichealiows people tomap out projects that will help them address constraints
(Archer, M, 2007, p.4).MargaretAr c her (2007, p.5) argues that
reflexivity mediate the role that objective structural or cultural powers play in influencing social

actionand are thus indispensable to explaining social outadmes
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When agents encounter structural constraints (or enablements), they use their internal
conversation to deliberate reflexively and come up with ideas on how to respond or react to
situations that r@ not of their own makingMargaretArcher (2003, p.103) defines internal

di alogue as the practice through which we #fr
clarifying our beliefs and inclinations, diagnosing our situations, deliberating about am@rieen

and defining o u MarganetArcher(20(3)e intérrealoconversation is a causal

power that can transform structure, culture and agency. Through internal conversation people
remain active throughout their lives, continually reflectingtbeir circumstances and acting

accordingly to improve their live®\(cher, M, 2003):

only if the dédinternal conversationdé can b
which is real and causally influential, can the exercise of its powers be cedsaiethe

missing mediatory mechanism that is needed to complete an adequate account of social
conditioning (2003, p.16).

Through this, reflexivity agents mediate structure and cultural conditioning. Reflexivity
Aperforms this me dheéattthat we delibdrage alioyt ouvselved inurelatianf

to social situations that we confront, certainly fallibly, certainly incompletely and necessarily
under our own descriptionso (2007, p. 42) . Th
c a n sighdamd determine their responses to the structured circumstances in which they find
themsel ves, i n | i ght of w h @&rchert M.,2007, p.El). Shenal | y

mediation of social structure and the cultural systenthsesstageprocess

1. Structural and cultural properties and powers shape the contexts that agents find
themselves in;

2. These structural and cultural properties and powers have the potential to enable or
constrain the projects of agents. They are activated or remain unedetesending on
agentsod6 subjective projects;

3. Agents, through the process of internal conversations (re)define and (re)configure their
projects in relation to the situations they confradxtcher,M., 2003).

To Margaret Archer the third stage is crucial irkmgaining what action agents take when

confronted with a situation or when pursuing projects identified through their concern (2003,
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p.133). This final stage is conducted through the internal conversation, combining agential

concerns, projects and pracsd@003, p.133).

MargaretArcher (2003) argues that as human beings we are all reflexive and through internal
conversations (deliberations) with ourselves about the situation we encounter, in relation to our
concerns, we develop courses of action. Howether way we exercise our reflexivity differs

from person to person (2003, 2007a, 2012). TheigaretArcher identifies four modes of
reflexivity in which people conduct their internal conversations, namely communicative,

autonomous, metand fracturedeflexives.

The frst one iscommunicative reflexivewho arepeople who have internal conversations and

then consult others before engaging in a particular course of action. In other words, agents who

fall in this category depend on others to make detssiohg s e ek ot her peopl ebs
opinion before deciding how to respond or react to the situation they encounter. Students are
often communicative, depending on their roles and how they are positioned in a given social

context. They tend to rely ofamily members, friends and relatives to make decisions. As

MargaretAr cher (200 3, p.167) puts it, communi cat. i
deci sionso with others about A & HFar tArcherp thed o h
communicativer ef | exi ve mode i mpedes peoplebdbs agenc)

depend on othetto pursue their projects.

The second isautonomous reflexivesho act in contrast to the communicative reflexives
because they are independent thinkers and not afrégtke a stand or make their own decisions.

They do not need to involve others to map o1
achievement o and act p ur Arohergvit, 2003, p-233). Margaretv e u p
Archer (2007) argues thautonomous reflexives do not simply join a social context but are

selective, evaluative and elective about the world they chose to join.

The third is made ofmetareflexives,critical thinkers whomMargaretAr c her descr i bes
wel | spri ngelfof i tsioaii-sefteryvésstdke b great deaf time critically

thinking about their own internal conversations and the course of action they intend to take.
MargaretArcher (2003, p.274) comments that people in this group do not allow sociallcontro

and are willing to pay the price for subversion or going astray. They are not settled and do not
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accept and settle for the way the society is but are always questioning, challenging and are in

constant motion seeking opportunities or ways to better #lgass

The fourth and last mode feactured reflexivesvho are confused and have great difficulty in
taking decisions. Though they have internal conversations, these cause them a lot of distress and
disorientation rather than yielding any purposeful seunf action (Archer, 2007, p.93).
MargaretArcher (2003) contends that

6fractured reflexivesd are passive agents
to the play of objective circumstances upon them. Their mental activities (whose
existence isot denied) perform no mediatory role for them; they permit no intentional
relationship between self and society. In short, they make no difference. (pR0@099

MargaretAr c her suggests that, as PEPs, t hese moc
practitioners and distinctive external conseq.!
MargaretArcher (2003) is that these modes of reflexivity should not be taken as fixed because
people can move from one mode of reflexivity to another. | visituss the modeseenamong

the participants ichaptes 8 and 9

By employingMargaretAr c her 6 s t heoreti cal f r aneeflexavityk i n t
as a distinct human power, this research treats students as active agents rather than passive
agents, who can make decisions concerning their lives and academic statgaretArched s

account of reflexivity as the mediating power between structure and agency is applied
understand how the participants in this study navigate structural andatdonditions that

sometimes, but not always, restrict possibilities for a better social reality.

I n the context of this study, the use of the
peopledbd (i.e., student s, r) greether objdctas bfcstrustyral gnd o gr a
cultural conditioning. Therefore, the value bfargaretAr c her 6s theory l i es

understand the relationship between structure
This was important in a studyach as this which aimed to gain insight into (a) the structural and
cultural conditions within the support that sheyget u d dterdcys [@ractices and (b) how

students responded or react to these structural and cultural conditions they experience in the

support. Thiswas donewith the view to understanding the kind of structural properties that
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shape the support programme, cultural properties (values, beliefs, ideas about academic literacy)
that exist and how agents (participants) used their agentialrpdevenegotiate and navigate

through and within the support to develop academic literacy practices.

Applying the morphogenetic approach in this study enabled me to unearth the structural and
cultural emergent properties that shape the situation studerdsthHemselves in when
participating in the supporAcher, M, 1995, p.196)The morphogenetic approach also helped

me to explairhow students and peer tutors using their internal conversation reflect and respond

to the structural and cultural conditiomentified in WURU. Lastly, the approach also offers
explanatory tools to explain whether there was changer(p hogenesi s) i n terr
academic literacy practices development or there was a reprodunbgphpstasis)Archer,M.,

1995) asareallt of their participation in the support programme.
4.8 Summary of the chapter

This chapter has provided the theoretical framework for the stddygaretAr c her 6 s s oc
realist theory as the theoretical framework for this research study was explacusing on her

argument around the importance of separating structure and agency in research. The emphasis in
the chapter was placed dmargaretA r ¢ h marphagenetic cyclbecause it provided tools to

examine the interaction between structure, cultnteagency. Therefore, it was important in this

studyto show how the notion of analytical dualism ahemorphogenetic approach was used as

an explanatory tool that enallme t o exami ne how WURU shapes st
practices. The focus ithe studywas toexamine how structuradr cultural conditions andr

agential opportunities lead to either change or reproduction. In the chapter, the discussion
showed that whether change or reproduction occurs depends on how groups interact within the
social system. The changes are made possible by the powers accorded to structure (structural
emergent properties), culture (cultural emergent properties) and agency (agential emergent
properties), which cannot be reduced to one another. Structural andloeitiergent properties

present agents with constraints and enablement in relation to their projects, prompting agents to

act in certain ways to pursue what matters to them. Agents also rely on their reflexivity to
determine a way to adb achieve their imate aims /projectsThe theoretical framework

shape the way the four empirical chapters that follow are conceweghnisedand discussed.

69



The chapter that follows outlines the research design of the study.
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CHAPTER FIVE: RESEARCH DESIGN

5.1Introd uction

Using a social realist theoretical lens as an analytic tool, this study examines the efficacy of an
embedded academic literacy intervention programme (WURU) to gain insight into the social and
cultural conditions that shaped first year B.Ed. stsléent acade mi c |l iteracy
particular, this study examines the enablers and constraints that shape participation and
engagement towards their academic sucddss social realist lens draws from the critical realist
ontology which is premisedondh assumpti on that research desig
2012, p.71).That means thathe research design is a real part of the meanings, motives and
understandings of the people involved and thus dunsequences for how the research is
conductedncluding its philosophical underpinnings. Given the assumptions and context of this
study, reality was assumed to be beyowasl t he
accessible primari | ysandhepresergatisrot tie@herlomendneAsés acc
result, the morphogetic approach was used as a tool to identify and uncover structural and
cultural conditions and their causal powers that enabled and constrained $tiedeniisg and
understanding of academic literac&s they engagyl in the WURU. The starting point was to
understand howthe participants viewd experiencd, and undersiod social reality (in this

instance, their experiences in relation to WURU).

Methodology arises from the choices we make about how to study thenpdremo or research
problem, methods of data gatheriagd theforms of data analysis when planning and executing

a research study. For Silverman (2000), methodology underpins an overall research strategy and
is necessarily influenced by the kind of reshaguestions a study is seeking to address.
Consequently, as Maxwell (2009, p.224) points out, choosing a research method is not a matter
of free choice because conducting a study that employssuitable method or theory is like
Atrying toyddemampdhiymgcpbb in clothes that do
doing the job well. Therefore, it was necessary for me to ensure that the methodology | chose
was well suited to the phenomenon under study. For this redsoegin this chapter with a
discussion of the research paradigm in which | provide the philosophical positioning of the
study. | follow with a discussion on the research approach and the overall research path this
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study followed. This includes the sampling procedure, decisions on sairg|elata generation

and analysis, ethical and verification considerations, and limitations of the study.
5.2Research paradigm

Guba and Lincoln (1994, p.105) define a rese
worldview that guides the investigat not only in choices of method but also in ontologically

and epistemologically fundament al wayso. Ber
paradigm entails a worldview that underpins the research study (2014, p.22). As such the
research questionsiunderpinned by a particular worldview which influences the nature,
approach and form of the research design (Bertram & Christiansen, 2014, p. 22). For Sayer
(1992) the objective of a study should correspond with the ontological, epistemological, and
metlodological stances of research. Creswell (2003) holds that ontology comprises of a theory
aboutthe nature of existencaboutwhat there is, why, and how. In this case, ontology is
concerned with human agent sd Myegaezrarehpquastonss o f
theoretical framework and the way | view reality point towards an interpretive research
paradigm. This is because | need ardé@pth understandingf the structural and cultural
conditions within WURU adedelopmatvof atatleenig litesdoya p e s
practices. This study assumes that structure, culture and agency all have their own independent
causal powers that exert influence on each other and either cause change or maintain the status
guo (Archer, M, 1996, 2000, 2003).

Theinterpretivist paradigm seeks to make meaning by making sense of human action. According
to Merriam (2002, p.38), an interpretative (¢
people interpret their experiences, (2) how they construct their wortd&awhat meaning they

attribute to their experience@sAn interpretive paradigm allows the examination of the
phenomenon in its natural settings and attempts to make sense of, or to interpret, the
phenomeaon in terms of the meanings people bring to thédenzin & Lincoln, 2000).
Therefore, applying an interpretive paradigm allows researchers to gain access to individual
points of view and how they represent reality; thus, it enables researchers to generate rich data or
ot hi ck descr i ptin Btake @000( 439 rot zuch aneaniagd. Furthermore,

interpretative qualitative research affords researchers the opportunity to gain insight into
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participantsd attitudes, behaviours, value sy
lifestylesand to make sense of the meaning they assign to each. The researcher then interprets
the phenomena with regards to the meanings that people bring to them (McMillan &
Schumacher, 2001)his provides the researcher with different views about reality fioen t

participantsd points of view.

A gqualitative approach was appropriate fiois study that examined the efficacy of academic

literacy supportprogramme in a specific contexto understand the phenomenon, the study
required an approach that would emabie to gain insight into the experiences, practices, and
structural, cultural conditions to respond to the key research question of this study. These are
best described rather than measured, which is consistent with a qualitative rd3earam.and

Lincol n (2005) define a qualitative research as
worldo (p. 3) and thus qualitative researcher
make sense of, or interpret, phenomena in terms oféghami ngs peopl e bring t
such qualitative research focuses on understanding and making meaning about a phenomenon in
context (Merriam 2009). This study examined the views and experiences of participants to
understand the efficacy of the gramme under study. Within a qualitative framework, the
sampl ed par sof ciegwpthlem vords in @ adturat setting and thus their reports are
central in such a research study and thus a qualitative approach was most appropriate for this
study because it enabled me to understand, aealgnd explain the structural and cultural
conditions within WURU that exerted influence

5.3 Case study research approach

There are a number of research approaches vitikimnterpretivist paradigm one has to choose
from depending on the research question. In this study, the research question required the
adoption of a social realist approach. For social realists, the perception of the world is fallible

and theoryladen (1 y e r 2000) . Therefore, it is throug
perceptions that we get to understand the world around us. Thus, to allow me to understand how
WURU shaped studentsd academic | iteracy a s«
activities.
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The study adopted a case study method because it aligns wedl gutilitative approachnd a

social realist framework and because of the nabfirhie phenomenon under study, a specific
academic support programme (WURU). Gillham (2001, p.f)idmes a case study
human activity embedded in the real world; which can only be studied or understood in context;
which exists in the here and now; and which merges with its context so that precise boundaries
are difficult to drawo In this gudy, | used the case study because the focus was on one case
which 1 s WURU. particulaa phenarseaon with a Yiewfto peoviding ardepth
account of events, rel ationshiops, experiences
(Denscombe, 2002, p.39)n otherwords, the case study approaetiowed me to investigate

WURU usingmultiple sources and described holistically through an iterative prggasson,

2010) Danemark et al. (2002) asserted that a case should be studiedadturtd setting since

that case tends to be defined and circumscribed by the context within which it occurs. In this
regard, the notion of "case" in a case study denotes a bounded entity (a persosatmngani
behavioural condition, event, or other sdg@henomenon) but usually the boundary between the

case and its contextual conditions that are dependent on spatial and temporal conditions is
blurred (Yin, 2009). For this reason, | decided to use multiple data collection methods to
understand thaWURU does not operate in isolation bist shaped and influenced by other
outside forces. A case study design is thus simultaneously limited (in scope) and extensive (in
depth and detail).

Easton (2010) argues that the case study is well suited to social nesdigrch such as this study
becauseit affords the researcher an opportunity to study a phenomenaepth and
comprehensively, in order to ascertdéiwhy t hi ngar @0 e ( Hosein, ITdrék )and

Kumar (2007)also agrees tha case study search design deals with research questions that
probe why, how and what. Yin (2003, p. 1) agr
when Ahowo and Awhyo questions are being pose
eventso. |l Wdd¥Fithomsalggests that the Ahowo and
linkages that need to be traced over time (2003a®Huberman and Miles (2002) and Gerring

(2007) putitt he Adynamicso of a phenomenon wiasehi n a
study design allows an exploration of an individual, org@ron, relationships, support and

community. These¢ypeof A howo and Awhyo questions about
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forces and effect depict exactly what WURU is about and thatniastimportant for me to study

it.

In this study, the case was WURU bounded by its context as Yin (2009) suggege. The
valueof a case study imy study isthat itenabled me to go deeper amuderstandow WURU
shapes st udent sracticasdlzedimmasdo slrface the SEP,YCERand PEP that
had that emerged during students participation in WURU and how these shaped their learning.
As a case study bestallows me to contribute tawide theoretical discussion around academic
developnent programmes. Therefore, WURU was selected as the case study and the focus of the

researctbecause it offerethea wide range ofmethodsf analysis Yin, 1999, p.32)

One of the most commdimitations of using a case study approach is that findingnathbe
generaléed to other contexts (Cohen et, @007 p.256).However,scholar such abklyvbjerg

(2011, p.109 andDanermark et al. (2002) argoeecangeneralise out of a case study research.
This research focuses on an academic literacy suppontapnoge and how it shapedt udent s 6
academic literacy practices. As will be demonstrated in chapteth& finding presentedould

be experienced elsewhetferoughout this countryMany of the experiences students and peer
tutors mention about academi@déng and writing are similar in other university contexts. The
challenges students garienced when engaging with disciplinary discourses are experienced by
students in other universities. Flyvbjerg (2011) argues that some cases lend themselves to
generabking and others not ardelieve given the nature of this study, firelings ®uld notbe
generalsed, however, the research carbe adapted to other contexthat focuson similar
phenomea

5.4Research site

The Wits School of Education wasurposivéy selected as the site for this research for its
geographical accessibility to the researcher (since the rese@ehstudent at the university)
(Yin, 2009). In addition to this, | was also part of the Writing Centre as a tutor when | started my
PhD and knew the WURUprogrammecoordinator. This position made it easy for me to have

access to the participants.
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5.5 Sampling participants

Thest udy used a purposive sampling technique w
when and from whom thd at a wi | | be collected based on t|
2008 as cited in Maxwell, 2012, p.94). If sampling is the procedure to select a subset from the
popul ation (Silverman, 2000, p.159), Rses t on (
on selecting information i ch cases whose study wil/l i1 umi
therefore used purposive sampling to select participants from among those involved in WURU to

take part in the study. The goal of this sampling was to fmtividuals who could provide

relevant information and insight related to the purpose of the study. As Neuman puts it,
purposive sampling uses fAthe judgment of an ¢
Asel ect uni que c asrmaivetNeantan 1897,ep.198y peaecBlaachd eyal i nf o
(2006) explain that with purposive sampling, research participants selected are oftentimes likely

to possess the necessary information for the study. Thus, given the purpose of this study, | chose
studentsand peer tutors and witla history of consistent involvement in WURU because they

could provide the information needed to answer the research question.
5.5.1Research participants

The study targeted the 2017 cohort of first year students enrolled in \WthRgeer tutors who
worked that year and the coordinator of the programme. Selected peer tutors and the coordinator
were invited to participate in the research studgrticipation was voluntary and could be
terminated by participants at any time. | eped the nature of my research and what would be
involved. The letter inviting the sampled peer tutors evatdinator to voluntarily participate in

this research was sent to them to request their permission (see Appamndix3. | will discuss

the stu@nts first, followed by the peer tutors and the coordinator.
5.5.2Student participants

Student participants who participated consistently in the support programmaeelected had
personal contact with the peer tutors and coordinator, and thesdhalp with selecting students
Students selected to take part in the study were therefore part of the larger group of students

involved in the support programme. The sampled students were invited to participate in the
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research study after | explained tipairticipation was voluntary and could be terminated at any
time. | also explained the nature of my research and what would be involved. The letter inviting
the sampled participants to participate in this research is included as Apgende initial
proposedsample of students was 12 but due to unforeseen circumstamgesevenstudents
eventually participated. Though all 12 students agreed to participate in thefstady, these
attended once or twice and then never came back again for the sds&tbowed up on these
students via emails and | phoned their cellphone numbers. All of them responded by promising
to come back but did not. | understood this to mean that students were not interested in
participating further, so | decided ¢tontinuewith the othesevenstudents for the rest of the data

collection period.
5.5.3Peer tutors and coordinator

As noted above, participanigere selected because theguld provide information relevant to

the study. The involvement of peer tutors @éimelcoodinator wasrequestedecause thewere

directly involved with WURU in different capacities, the former as facilitators and the latter as

the programme coordinator. Nine peer tutors and one coordinator volunteered to partake in the
study. This group of p#cipants provided insight into what enabled and constrained students as

they participatedn WURU. Their involvement in the research also kdlme totriangulate the

data. Additionally, a social realist framework as a lens allows multiple points of viewhe
object of study, so that its real nature cal
perception from one point of view. As mentioned, peer tutors are directly involved in WURU as
facilitators, so their voices addvalue and credibility talata for the study. Peer tutors facilithte

the group sessions and pdalya mediating role between students and learning during WURU
sessionsThe peer tutors scaffddis t udent sé | ear ni n gdtlzemdavigaten t he
the structural and cultat conditions students encourgdduring their participation in WURU.

The coordinator was involved in the study because she and the Head of School at that time
initiated theWURU and because sheas involved in selection of students and hiring of peer
tutors. She together with the Education Studies 1 course lectuneese responsible for
designing and developing the teaching and learning materials, tasks and activities used during the

group sessions (see AppendiXor materials, tasks, and activitieherefore, the coordinator
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was included because of her extensive knowledge about WURU, the peer tutors and the students

who participatd in the study.
5.6 Data generation

Because my study examuhéhe efficacy of an embedded academic literacy suppogramme

in shaping first year B. Ed. student sé academi
participantsdé views and experiences of this p
steps in collecting datamamely using multiple sourced evidence, creating a case study data

base and maintaining a chain of evidence. The use of multiple data collection methods is an
established practice in qualitative research and contributes to the depth of understanding gained
about the phenomenon umdgudy (Yin, 2003), and the rigor, breadth, depth, and richness of the
inquiry (Denzin & Lincoln, 2008; Flick, 2006). Therefore, the main data collection methods used

in this study were individual and focus group interviews with students supplementedusy f

group interviews with peer tutors aad individual interview with the coordinator, observations,

field notes, and document analysis of WURU Repdtisge assignmentger studentsand
studentsod reflective j our n adchosen becarise ¢heyball t | pl e
richer picture of whawas happening in WURUWuring the period of the studgnd how itwas
shaping studentsd academic | iteracyoleptionacti ce

methods in detail below.
5.6.1Document andysis

There werethreetypes of document analysisicludingthe programme (its structure), student

work (assignmemstand reflective journals) and field notesnadeduring observations. Bowen
(2009, p.27) def i nes documeeforresewmd or svalgtings a f
documents both printed and electronic (computer based and inttrmea n s mi t t ed mat er
with other methods in qualitative research, document analysis is undetbaken| i ci t meani
gain understanding and develop empi c a | knowl edgedo (Bowen, 20009
(2009, p.103) the most I mportant use of docu
evidence for other sourceso. Patton (2002, p .
a Nfbehb s nednes |l ook o at how a system operat e:

ficollection, review, interrogation and analysis of various forms of text as primary sources of
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datd ( O6Leary, 2004, p.177). Document sources
gualtative research as they are rich sources of information about the circulating ideas and
discourses in societyn this case these wenamely course hanrouts, worksheets used during

WURU group sessions, mission statements, faculty handbooks, EducatthesStourse pack
(reading material s), School of Education rul e
reflective journals, and student assignmentgese were collected to get a sense of why WURU

was established. It should be noted that notheke documents were eventually used in the
thesis.According to May (2001), the inclusion of both public and private documents has the
potential to provide insights into events themselves as well as how these are constructed and
perceived by participantso my selection included both public documents andstheu d e nt s 6

reflective journals.

My analysis of documents followed the practice of selecting what | saw as relevant and collated
this to identify sequences, patterns, and tendencies (Ericson 1991in (V& 2001, p.193).

Selected documenfseducati on Studies course pack, WURU
journals, and student assignmemtgye analysed to provide a big picture about the structural and
cultural conditions within WURU that enableor constrained students as they engaged in
WURU.

5.6.1.1Assignments

| chose three assignments from each participating student: the first assignment the \stotkent

for Education Studies 1 before they enrolled in WURU, the second assignasewritenin the

middle of the yearand the thirdwas writtenin the last quarter of the year. The last two
assignments were written when students were attending WURU. In total, | had 18 assignments
from sevenstudents. Two of the assignments werePsychologyof Education, one focused on

Piaget and the other on Vygotsky. The third and last assignment of the yeartivaSariology

of Education(seechapter6 for further details on these two assignmgrifhie assignments were
selected as documents because tmeydshow if therevasa s hi ft i n studentsé
also their development of academic literacy practi¢és. assignments wesnalysed based on

criteria used to assess B.Ed. Students' academic literacy ( see section 7.2.2.1 for the criteria). |

chose to focus on threscademic literacy skills areas which are separating the essentials from
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nonressentials, discourse relations and referencing ( see discussion of these in section 9.3.1, 9.3.2
and 9.3.3). | felt these aligned with what was being dsiestudents in the assessment criteria

(see appendigl).

Separating the essential from t Reader 6s capacity to see main i
non-essential examples; facts and opinions; propositions and their arguments; bee

to classify, categorise and label

Understanding discourse relatol Reader 6s capacity to see the st
between parts of the text argument, by paying attention, within and between paragraphs in te
transitiors in arguments, superordinate, and subordinate ideas; introdl

and conclusion; logical development

Reference R e a d eapadityg tdntextreference

Tablel: Criteriau s ed t o anal yse studentsOd assignments

5.6.1.2Student refledve journals

The documents chosen for analysis also includ
Connelly (1994, p. 421) explain that journal !
accounts of their ex p2606)iardCanéffé (2008 explaird tlrarjdumpal Ch i
writing is a useful tool for promoting critical reflection about experienicasked the students to

keep reflective journals to capture their learning experiences during their involvement with
WURU. They kep reflective journals from May 2017 to September 2017. These reflective
journals helped me to expl ore amdandexpaiencest and
of WURU. Hence,the reflective journals helped add strengththe studenté voices in tle

research. The journals were significant in triangulating the data gathered by means of the other
methods such abservations and interviews. The importance of this was to help with validity

of data through triangulation and the external validity of rémearch findings the study. The

journal entries are used in chapter 8 as a supplement to the interview data.
5.6.2Interviews

Interviews can provide new information about the natural setting that is not accessible through
observations anderify the acaracy of observations (Merriam 2009). According to Arksey and

Knight (1999, p . 34) qualitative interviews

)
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(and to | earn) about the informantsd perspect
enabk participants to explicitly make their perceptions, feelings, preferences, knowledge,
attitudes and understanding about reality or the world known more clearly to the interviewer
(Cohen, et al. 2007, Arksey and Knight 1999, p.34 quoted in Gray, 200 )iénts provide an
opportunity for the researcher to get to know people quite intimately, so that the researcher can
understand how participants think and feel (Terre Blanche & Durrheim, 1999). The meaning
created through interviews should, however, beogezed as constructed between the
interviewer and the interviewee (Terre Blanche & Durrheim, 1999).

Prior to the interview, | prepared the interview guide with questions. Thigedéheus the
interviews on key issues that neadito be explored (Ritchi& Lewis, 2003, p.136). | used semi
structured, irdepth interviews, which | conducted withe sevenselected students, nine peer
tutors and one coordinator. The interviews included both individual and focus group interviews

(see full discussion in the preeding sectiorb.6.2.1 5.6.2.2 5.6.2.3. The interviews were

designed to gather data which could complement observatimhsha document collection.
Before starting an interview, | firstly disceskthe informed consent form (Appendix2and 3
with participants, to make sure that they undmdgtwhat the interview enta&t and whatwas
required of them during the duratiaf the interview. | then explagd each aspect of the
research before commencing the interview so that participaats What their contributionvas
part of. After this explanation they sigmhthe informed consent form if they wisth to proceed
Only thendid the interview process begin. | legeach interview by thanking participants for

agreeing to participate in the research.

| conducted each interview with the aid of an interview schedule (see App8hdikhe

interviews were used tenableparticiparts to interact with me ant allow me to ask followup

or probing questions (Du Plooy, 2009, p.198). The interviews were based on particular aspects of
studentsé6é participation in the support progr e
how the spport programme shaped their academic literacy practices. By usingtseatured

interviews, in addition to the other data gathering methods, | was able to gain a deeper
understanding of studentsdé perceptiomses about

participating in the support programme.
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a) Students

Student interviews took place in three phases. The first phase was an individual interview that
focused on background (home, school, language spoken at home, language of teaching and
learningatsahol ) . This interview provided informati
Possessed before they took part i n WURU. Thu:s
prior literacy practices they entered the morphogenetic cycle with @e€ clapter 6 for more
details).The second phase of the interviews focused on the student perspective and experiences

of participating in WURU. The second interview aimed at uncovering structural and cultural
conditions that created enablements and constnaittign the interview programme that shaped

the student academic literacy practices. This interviews also focused on how students
experienced these structural and cultural constraints and enablement as they participated in
WURU. The second phase of the mviews happened after the students had enrolled in WURU.

In addition to the interview guide, assignments and reflective journals were used as prompts to

solicit student sé views about WURU.

The tird phase of interviews was a focus group discussion. Tt fgroup interview was held

to consolidate what was discussed in the second interview and in the reflective journal. This
provided an additional understanding of t he
WURU. | discuss the focus group intenvie in more detail$n section5.6.2.2 All interviews

lasted an average of 30 minutes to an hour. Although | designed the questions for the interviews,
| was open to responses from the participants that ledher,obut related, directions. All
interviews were tape recorded with the permission of the participants. Tape recording the
interviews allowed me to capture accurate conversatmth participants. This would help
making sure that data is not lost becacgturing everything participants are saying in written
form is impossible during the session. -McMi |l
recording ensures completeness of the verbal interactions and provides material for reliability
c h e c Althauigh | made some field notes during interviews, | relied more on the -audio
recordings which 1 later transcribeathd analged. The data derived from the interviews is
presented inchapterssix, seven, eightand nine given verbatim (words with spellingnd

grammar mistakes in the original text)

82



b) WURU staff
5.6.2.1Individual interview with coordinator

I n addition to studentsdé individual I nterview
the coordinator of the support programme. | uaegmistructured interview format since as

Gillham (2000) argues, seraiructured interviews are flexible with room for probing for more
information. The coordinator was also sampled (Cohen, et al, 2007; Patton, 2002) because she
was knowledgeable about WURUis history and guiding principles. For this reason, whe

able to provide rich information that would enable andepth analysis to illuminate the
phenomenon under study as (Cohen et al, 2007; Patton, 2002).

5.6.2.2Focus group interviews

Krugeraml Casey (2000, p . 12) explain that #Afocuc
perceptions, feelings and thinking about i ssu
provide naturalistic data and conversation among participants (Ge&dbaosk, Lundy Allen, &

Larson, 2004). Two separate focus group discussions were conducted one with students and one
with peer tutors. Focus group interviews probed how the particifetgiewed, undersbodthe

efficacy of an academic literacy supporogramme and how it shapes t udent s6 acad
literacy practices. Focus group interviegaveparticipants an opportunity to have an interaction

with each other and in the process, construct meaning. This interview set uallaeed

participants to listeto one another and share or compare views or perception they hold about the
topic. Furthermore, focus group interview discussions also etlahe participants to modify,

clarify or revise their initial responses based on the discussion with others.fddussgroups

interviewsallowedthe researcher to elicit a variety of responses.
5.6.2.3Focus group interview with students

Focus groups usually consist of 6 to 12 people who are selected using purposive sampling (Du
Plooy, 2009). | had one focus gminterview with the six student participants. The focus group
interview with students allowed me to capture their diverse views about the structural and
cultural conditions that either enabled or constrained their academic literacy practices they

participated in WURU. The aim was to interrogate students to reflect on their experience of
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participating in the programme, on how the programme has helped or not helped them in
developing academic literacy practices. The focus group interview also interrogatécesh t s 6
views about the value of the support programme. | was able to interrogate the questions that
emerged from the second round of interviews and clarify patterns emerging from observation
data and the first phase of data mining. This was also usefuladogulation purposes. At times

| found it challenging to facilitate the group discussion especially with dominant speaker and |

had to make sure everyone in the group had an opportunity to share their views.
5.6.2.4Focus group interview with peer tots

| decided to hold a focus group interview with the peer tutors because | wanted to gauge their
perceptions and experiences of the phenomena under study (Kruger & Casey, 2000). The peer
tutors play a crucial role in WURU and so they are in a goodiposa shed further light on the
efficacy of the programme and how it shapes s
tutors can provide their own perspectives of the structural and cultural conditions that enable or
constrain students as tharticipate in WURU. They also discussed their perceptions and
experiences of the studentsd participation [
participants, Yin (2003, p . 90) states that
investigator withinsights into a matter but also can suggest sources of corroboratory or contrary
evidencdand al so initiate the access to such sour
added meaning to the data derived from the individual interviews, obsesjatiod document

analysis as a form of triangulation. All peer tutors were approached to ask their willingness and
availability to take part in the focus group interviews. All nine agreed to participate in the focus
group interview. Like the individual iatviews, the focus group interviews were augioorded

and transcribed.

5.6.30bservations

Bel I (2010, p.191) explains that observation
what they say they do or behavementng ohthe way
advantages of observations, Cohen, et al . (2
research process. .. of fers an investigator t

occurring situationso. Ctygpesaf obsetvatiomd participaptOo 0 7 ) [
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observation and nonparticipant observation: participant observations allow the researcher to
actively participate in the same activities that they have set out observe. As researchers immerse
themselves in observatidrectivities, they become part of the group (Cohen et al., 2007). On the
other hand, a noeparticipant observer is not directly involved in the activities they are observing
(Cohen et al., 2007). Initially, 1 went in to observe as a-mpamicipant observe however,
occasionally the peer tutor would ask me to give my views on what was being discussed. | have
been a tutor in the Writing Centre and Education Studies Course myself, so they drew on me a
resource. My participation in the activities involvediigg some clarity on certain concepts

when asked by the peer tutor. Therefore, my role as the researcher changed from a non

participant tgoarticipant observer (Merriar2001; Cohen et al, 2010).

Each week for 5 weeks, | attended WURU group sessionsvaiigeall participants engage in

activities. | observed students engage in activities and respond to tasks which included reading,
discussions, question, and answers and writing. My observations focused on the facilitation
teaching and learning processeth cont ent covered during grou
interaction with each other during group discussions, their engagement with materials or
resources, tasks and activities, their responses to questions and their engagement with the peer
tutors. My roleentailed being actively involved in some activities as noted above, making field

notes to document the sessions, recording them. My observations also included the materials or
resources (human and materials) to understand how these enabled or constriaimed e nt s 0
development of academic literacy practices.

My observations allowed me an opportunitysieethe interactions amongst the students and
their peer tutors. | could then compare the observations with their descriptions in the interview as
an altermtive source of data for triangulation. Through observation, | was able to see the
participants in action, as distinct from their report on what they do. This provided an opportunity
for me to look more directly at what was taking place in situ (Coherl, 2040, p.397).
McMillan and Schumacher (2001) agree that observations reveal characteristics and elicit data
that is nearly impossible to gather with other means or approaches. Observations enabled me to
gather data concerning the nature of WURU groegsi®ns and the forms of participation in

activities, information which | could not collect through document collection. My history as tutor
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and M.Ed. student equipped me with the theoretical and experience based framework needed to

construct meaning frorie observations.

In observations, particularly if they are recorded, there is always the potential risk of what
Denscombe (2007) calls observer effect, which could affect the validity and reliability of the

data. This effect arises when participants beecaware of being observed causing them to

change their behaviour (Denscombe, 2007, p.69). This according Denscombe (2007, p.69)
results in getting embarrassed; and in the process disguise their normal practice/be defensive. For
researchers to avoid the sasver effect, Denscombe (2007, p.69) suggests two things they 1)
Aspend time on site, so that the researcher b
interaction with those being obsergeds highlighted earlier on, being a tutor in the Whifi

Centre and Education studies helped minimize the observe d&ifestwas | was friends with

most of the peer tutors which made it possible to have access to the groups.

Besidewriting down what | was observing, | also had ethical clearance (Appd@iifkom the
school this allowed me to get consent from the coordinator, peer tutors and students to video

record during observations.
5.6.3.1Field notes

As a participant observer, | compiled notes of my observations accounts in my field work
notebook. Thse were compiled from May 2017 to September 2017. Field notes allow the
researcher to write down what is being observed (De Vos et al, 2005). During the observation
and the interview period, | would take field notes during and immediately after eacieiter
observations to keep a record of my observations and impressions (Flick, 2006). Field notes
allowed me to describe and analyze the group sessions as space in which students learn new
academic literacy practices. Andlyn g t h e s e s & which stuilents enggaged ihdlpede s |
me to understand the nature of teaching and learning within WURU which enable or constrain
the studentsé devel opment of academic |iterac
approaches, materials or resourcegd) mediating methods used by peer tutors and other
important items | considered helpful in explaining the structural and cultural conditions within

WURU as an academic support programme.
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Observations and field notes can be timoasuming and subjectivEéhey are subjective because

they are prone to observer biases (Akbayrak, 2000; Simpson & Tucson, 2003). However, field
notes are invaluable as aids to the researche
phasesin addition, theuse of othemethods (interviews; focus groups, reflective journals) helps
mitigate possible bias that might arise during observationtdence, the chosenresearch

procedures for this studys discussed aboweork together to build trustworthiness of the study.
5.7 Data analysis

Data analysis is an egoing process thadtarts at the initial stages of the study aodtinues
throughout the researclBgrnard & Ryan, 2010; Gray, 2009; Litchman, 2010). Henle¢a
gatheringand analysis arsointerlinkedthat ane camot work with them separatelyhis aligns

with Maxwell 6s (2013) view that qualitative r
with the datageneration process becausentbleghe researcher to focus thata collectioron

the themeshat energe and to test emerging conclusiofiserefore, data generation process and
analysis shouladoncurrentlybecauseas Maxwell (2013) argueshey influence each otheln

this study, | tried to followMa x we | | 6 s ( 2 makKnhy sure thgt glass ayaisstart

during data collection periaab this helgedfocus the research.

Since the studyvas underpinned by a social realist framew@ikcher, M., 1996, 2000)this
guided the process afata collection and analysi¥he data analysis processtartedoff by
getting emersed in the dd@miliarising myself with the data (Emersdfretz, & Shaw, 1995).
This process required me tead all field notes, documents, and transcribed intervigws.

procesgyave mdnsightinto how to manage data.

The next dep of the data analysis procesass coding. Coding involves breaking down of data

into manageable segments (Schwandt, 2008 process enabled me to diss#ata into small
segmentg$or easyexamiration, compare and contraite identified codes witthe aim of finding
answers to my researcjuestionsAt this stage of coding | appliedaxwelld §€2012: 111113)

three distinctive categoriesiamely organisational, theoretical and substantiiénese three
categories served am organsing tool for the cdesidentified from the data. Organisational
categoriesarefbroad areas and issues that maydeatified prior to the generation of data and
can be wunder s sodingdhe dasa fofiforthar analysi§ ¢ Nud e L85 In 202
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this study, therganisation categori@scludedthe structure of WURU, Educati@tudies course

1, peer tutorsand academic literacy practices. The theoretiaédgoryinvolves aligning data to
the theoretical frameworkunderpinning the studyvhich in this case wassodal realism
(Nudelman, 2021). In thisase the identified codeswere sorted according to the three concepts
of structure, culture and agendythusbegan examining and looking for information related to
structure, culture and agency and enablements @mtraints which were raised by participants.
This data is presented in chapters 6, 7, 8 and & ddtegory also helpeéstablish theT;.
Studentinterviews were coded to establisk Tz and T4 of the morphogenetic cycle (Nudelman,
2021). The last categp which is substantive deals with any information from the diasd
describes patrticiparGigonceps and beliefs (Maxwell, 2012s cited in Nudelman, 2021Jhis

led to the gradual refinement of the categories used to interpret the data.

The data analyswas takerfurther byalso wsing Miles andHubermad €1994, p.10Yhreesteps

which are data reductiondata display, andonclusionyerification. The first step which is

reduction allowed me to reduce the data by selecting relevant information framarikeripts,

documents and fieldotes and aligntt o Maxwel | 6s (20137YThesecoglani s at
step was display which involvezhtegorsing codeddata under different theoretical conceass

discussed abovand lastly was the verification stephich involvedreading and reeading,

reviewing and making conclusiato ensuretherewas no misepreserdtion of the data The

outlined theoretical framework elements guide the organisation and presentation of data as
indicated in chapters 6,7,8 and 9.

5.8 Ethical issues

Ethics are an important consideration in research for the protection of the rights and integrity of
all the participants and for ensuring a sense of responsibility and accountability on the part of the
researcher. According to Oates, Ktkowski and Coulthard (2010), research ethacs the

moral principles guiding research from its inception through to completion and publication of
results. Therefore, before any data was collected, permission was sought from the School of
Education to onduct the research. The purpagehis was to negotiate issues of accessibility
with the people involved in the support prograensuch as the coordinator, peer tutors and

students and to familim@ myself with the environment and research participaefore
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embarking on the research process (Denzin & Lincoln, 2008; Yin, 2009). This relationship was
partly enabled by my role as a peer tutor in the Writing @garior to and during the study.

Burns and Grove (2003) contend that participants in reseaush bve respected as autonomous
beings who should make their own sound decisions. The ethical measures that were taken are

discussed below.
5.9 My positionality as a researcher

Positionality fAreflects the poshinagwvenreseareht t he
st udy 0-Bafled &vMajor, 2013p.71). This according to Rowe (2014) influences the
direction of the research and the end resAkd. mentionedn the previous sectioh was part of

the Writing Centreas a peer tutor for postgnaate studest What this means is thatwas not
directly involved in WURU.However,| acknowledge that my position aspaer tutor in the
Writing Centremight have influencegarticipant®openness towardee and my researdtudy
Therefore, bing a peertutor in the Writing Centrénad its advantage and disadvantabiee
advantagevasthat | had easyto access to WURU, documents and participants. This rirede

data collection process easier because | was familiar with the context and | had a good working
relationship with the peer tu®and the coordinator of WURWellow peer tutors understood

that | hada research to do and were quite happy to accommodateitimell that | needed for

my researchThis relationship came in handy when selecting studentdhe study (see section

As a peer tutor for postgraduastudies my relationship with the studengsarticipating in
WURU was slightly different to that of the peer tutors who worked closely with .theterms

of accessing students, this watso relatively uncomplicatetbecause peer tutors and the
coordinatorhelped meto identify studentsthey considered suitable for the stu@ge section
5.5.2in this chapter)Thus,| hada sufficientnumber of tudents whovolunteeed to participate

As a senior tutor in Writing Centre, knew that my positiorhad a major influence on the
researchparticipants.This could alsccreatebias which is a common tigism often labelled
agairst qualitative researcfMerriam, 1995) | was conscious ofhe biases that crped up
during the research and tried to teflexive This made me also aware that my role as a tutor

coloured my perspective and judgemeartid thishadimplications for the research design and the
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reseach processAs result, it was important for me to remain at a necessary distance and not to
impose my prior experiences on the ddta.overcomethe challenges | tried tmaintain some

objectivity by establishing some distance between myself anghttieipants
5.10Trustworthiness of the research findings

The trustworthiness of the research finding dependsfos ound r esearch design
p.5) which | have discussed throughout this chapter. | made sure that the data generation
methods are if i ne wi th Lincoln and Gubabds (1985) t
research that achieves the outlined criteria of credibility, transferability, dependability, and
confirmability. Lincoln and Guba (1985) argue that ensuring credibility is one sff img@ortant

factors in establishing trustworthiness. There are several steps a researcher can take to increase
the credibility of a studynamely: ensuring correct description of participants (Holloway, 2005);
Aearly familiarityi pwaittihn gt hoer gcawlitziartd omfs 0 p dretf ioc
data for the first time (Shenton, 2004, p.64); triangulation (Denscombe, 2010) and peer and

supervisor consultations (Lincoln & Guba 1985).

In this study | made a considerable effort to ensure thatow the steps mentioned abofsee

details in sections 58.5, 5.5.1and5.52). In addition, nultiple data collection methods were

used to develop ficonverging |lines of inquiry,
2009, p.115).Deriving information from multiple data sources is crucial for presenting
Aconvincing and accurateo findings (Yin, 200 ¢
(interviews, observations and documents) were used to examisirU and how itshape

s t u d ecademidliteracy practices. This allowed opportunities for triangulation, described by
Cohen et al. (2007, p.233) as effort to map out and explain fully the richness and complexity

of human behaviour by studying it from more than one standpoint. Fudhe, member

checking was used to verify the accuracy of responses from participants. Member checking was
done to improve the accuracy, credibility, and validity of the study. Participants were allowed to
check a draft of the transcribed interviews foroes and make clarifications to avoid

misinterpretations and misrepresentations of their views (Maxwell, 2005).

Transferability is also a technique used to ensure the trustworthy of the research study which

focuses on the applicability of the findmtp other contexts (Lincoln and Guba, 1985, p.36).
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Lincoln and Guba (1985, p.36) argue that fAson
descriptiond is available about both the senc
j udgement. Thewfers, iitbid enportant to give a clear description of what the
phenomenon is and the context of the research so that other people may judge if the findings are
applicable to their situations and enable them to compare the cases of the phenomeihel desc

in the research report with those emerging in their situations (Lincoln &,A98&ascited in

Shenton, 2004). To achieve this, the site, participants involved in this study are clearly described

in section5.5 and 5.6. Additionally, the methods taken to collect data are also clearly defined.

All the participants involved in the study provided valuable information about the study. In terms

of rich and thick descriptions, thivas accomplished by transcribing interviews verbatim and by

including direct quotations of participantso
5.11Informed consent

Before carrying out research, a researcher must obtain the consent of the participants and the
institutions involvel in the research (Denscombe, 2010). Letters of request and consent forms
were sent to respective participants inviting them to engage in the research [ss&ess
Appendix1, 2, 3 and4, 5, 6). The consent documentation contained brief information aheut
research project and the research expectations. According to Kent (1996) when it comes to

informed consent, aspects that need to be considered are:

1 giving information that is relevant to the subjéatiecision about whether or not to
participate,

1 ensuing the participants understand that information,

1 ensuring that participation is voluntary, and

1 acquiring parental consent when working with children.
Efforts were made to ensure confidentiality of the data and to protect the privacy and anonymity
of all participants. Names of participants were changed and substituted with pseudonyms. All
participants were accorded the right to withdraw from the research project at any time iftthey fel
so inclined. Throughout the data collection procdssjed to respecthe integrity of the
participants by ensuringthatnohawes done t o t he m, Aincluding av
in the studyo (Yin, 2009, p.73). Clandinin an
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participants to carefully think abouutfire implications arising from decisions concerning
anonymity. The researcher tried t o al so pr o
participants to ensure that they are not put in undesirable positions at the time when the study is
being conduct (Yin, 2009, p.73). | also made sure that interviewese held in a private space

so that participantsould speak freelyFurther, participants were informed that data collected

will only be shared between the researcher and her supervisors. Additidhallyarticipants

were also informed that data collected will be destraféel five years after completion of the

study.
5.12Summary of the chapter

This chapter provided an outline of the research paradigm, research methodologies and the
research degn used in the research procedures, participants, data collection instruments, how
the data was collected and analysed and ethical considerations. Drawing on a social realist
framework that was presented in chagtearr, it is argued and concluded that iallerpretations

derived from the data analysis are subjective and this demands a high level of credibility,
consistency, transparency and reflection to ensure a high research quality. The chapter further
described how qualitative data was generated (@noguhow | negotiated access to the research
sites and what research methods were used), how data was managed, and finally how data was
analysed through the theoretical lenses of morphogenesis. The chapter concluded with a
discussion on the ethical consrdtions of the study and described steps taken to ensure validity
and trustworthiness of the data and research findings. The next chapter paesamisxtual

profile of studentdoregrounding the structural and cultural conditions that shsape u d griart s 6

literacy practices before their participation in WURU
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CHAPTER SIX: CONTEXTUAL PROFI LE OF STUD|
LITERACY PRACTICES

6.1Introduction

This is thefirst of the two contextual profile chapters and provides a brief description of the
student participantsdé I|ife stories with a fo
therefore, focuses on answering the following sub question of the res@érahare the B. Ed
studentso6é | iteracy pract i ene fitergoy suppart progpammpe®r t i c i
By usingMargaretAr cher 6 s mor phogenet i a«chaftardatimsechapterk , as
examines the structural, cul tural, dteracy agent
practices. In doing so, the chapter shows what literacy practices students possess when they
transition into university and these influence their knowledge of and engagement with academic
literacy practices in a university settinhus, this chpter shows what students enter the
morphogenetic cycle with at; before WURU.

The chapter begins with brief student life stories. Then | proceed to describe their literacy
practices as told by student participants in the first individual interviewssifagwon what

enabled or constrained the Given the nature of the study, my aiwas to understand the
studentsé6é prior |iteracy practices and how th

practices once they had enrolled at university.
6.2Introducing the students

I n these brief vignettes (see bel ow) o f t he
where the students grew up, whom they lived with, what language/s they speak at home, and
their schooling experiences, focusing on theglemge of teaching and learning at primary and
secondary schooMargaretArcher emphases the role of context because that is where human
interaction takes place; the context therefore forms the structural and cultural properties that
enable or constrailmuman action and by implication their engagement in literacy practices
(Archer, M., 2003). All names of the student participants have been changed to adhere to the

ethical requiremestas set out in the methodology chapserction5.8.
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6.2.1Student profiles
Sisanda

Sisanda comes from Krugersdorp on the East Rand of Johannesburg in the Gauteng Province.
She lives with her father, stepmother, and siblings. She is multilingual, speaking Tsonga, Swati,
and English. Sisandaentioned that she speaks Siswati at home because of her stepmother who
is Siswati. The language of teaching and learning at both her primary and secondary school was
a combination of Tsonga and English. Sisanda matriculated in 2014, but because she had to
upgrade some of her matric marks, she was only accepifivaatersrandn 2016 to study a

BSc in Geology. Due to financial challenges, she struggled with attending class and keeping up
with lectures and tests. She had applied for the National Studentdial Scheme (NSFAS) but

by the time she was awarded a grant, the academic year was too far advanced. Sisanda felt she
could not continue with her BSc degree. In 2017, she decided to change from the Science Faculty

to Humanities and that is how she endpedloing a B.Ed.
Sizwe

Sizwe is originally from Mpumalanga Province where his parents still live. He currently stays in
one of the university residences. His home language is SiSwati. He matriculated in 2016 and was
admitted for a B.Ed in 2017 ®¥itwatersrandUniversity. Sizwe wanted to study medicine but he

mentioned that he did not apply in time and that is why he opted to do a degree in education. The

| anguages of teaching and | earning at Sizweds

Siswat and English, with heavy use of ceditching. In the interview, Sizwe described his
experience of being taught in this way as
academic English and therefore struggled more when he arrived at univehsgtg, tve lectures

are in English. He also commented that his lack of English made it hard for him to communicate
with nonSwati peers at universitysizwe therefore felt that the use of his home languages at
school disadvantaged him because it did not mtite secondary discourses he had to acquire in

the university setting.
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Dudu

Dudu hails from Daveyton, a township on the East Rand of Johannesburg which is part of the
Ekurhuleni Metropolitan Municipality in Gauteng Province. She currently stays ettlomn
university residences to avoid commuting back and forth. She went to a public school in the
township where she matriculated in 2016. Her home language is IsiZulu and the language of
learning and teaching at school was English, with «déching usd to some degree and

IsiZulu offered as a home language
Nceba

Nceba is from KwaZulNatal Province. She stays with her mother, aunt, and siblings. Her father

stays in a different place. She registered for the B.EtheaUniversity of Witwatersrandin

2017, and currently lives in a student residence in Braamfontein. She was schooled in KwaZulu
Natal where she matriculated in 2016. Ncebads

school in IsiZulu and English.
John

John is from Limpopo where he &d with his parents before moving to Gauteng to attend
university. He resided in one of the student residents in Braamfontein at the time of the study.
John went to school in Limpopo and matriculated in 2016. He speaks Sepedi as his home
language, and theOLT at his primary and high schools was a combination of English as
additional language and Setswana. John explained in the interview that using the two languages
at school from a young age made it easy for him to master them both

Dube

Dube is from Tzaren, Bolobedu South in Limpopo Province. He lives with his mother and
siblings. He went to school in Tzaneen and matriculated in 2016 and then moved to
Johannesburg to pursue his B.Ed. studies. In the interview, Dube mentioned that he started
primaryschoollate, and so is 21 in his first year at university. Dube speaks Sepedi at home. The
LOLT at both his primary and high schools was English but with heavy-swidehing to

Sepedi. In his interview, Dube was critical of this cs#atching, particularly forteaching
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English as a subject. He also noted the difference between formal academic Sepedi used at

school and the informal Sepedi he uses at home.
Sibanda

Sibanda grew up in Alexandra Township in Johannesburg, in Gauteng Province, where he lives
with his parents and his young sister. Sibanda speaks Tsitsonga and IsiZulu at home. He went to
a Soweto public school where the LOLTs were IsiZulu and English. Rather than feeling
challenged by not being able to study in Tsitsonga at scBdmnda is positive aut being
multilingual, and enjoyed using IsiZulu and English at school

6.2.2Summary of the student profiles

For studentsn this study English is either a second or third language in which they do not have

high academic proficiency, although it was tbfficial LOLT at their schools and both the

official and actual LOLT aWitwatersrand English as LOLT therefore acts as a constraint for

some of these students, impeding their epistemicaqeess t i cul arl y at univer
experienceiscanonant with the complex status of Engl
2010), which carries enormous cultural capital but at the same time creates barriers to access,
which leads to social exclusion of those whose proficiency in the language is(Jeadds,

2010). What the profiles also highlight is that the students have some awareness of this
predicament; they are not satisfied with either how English was taught as a subject or how it was
used as the medium of instruction. Nearly all participantghlight codeswitching as

detri mental to their | earning of English. The
chapters 1 and 2 about the dominant use of English as medium of instruction and how this shapes
studentsbé epistetnd & eaxpEersisen clense astt udemo o | al s
development of academic literacy practices at university, which depend on a high level of
academic English. As highlighted phaptes 1 and 3students tend tdind it challenging to

transition from school literacies to academic literacy which was the case for participants in this
study. Hencetheir placement in an intervention programme to support their development of
academic literacy practicegas necessaryhe next section discusses the literacy practices of the
student research participants before enrolling in the support programme, as revealed in their first

interviews.
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6.3St ructur al and cul tur al conditions that shap
6.3.1School s as structure that conditioned stude

Schools can either constrain or enabl e a st
schooling system can be described as dysfunctional because of its failure to adegepées/ p

learners for university. This holds particularly true in terms of academic literacy prasgees

CHE, 2010; Eybers, 2018; Scott, 2017a, Yeld, 2018,)}this study, evidence from the data

reveals that schools played a significant role in shapundest® literacy practicesln the first

interviews students indicated that these reading and writing practices were suited for
6school workoé6. This finding affirms what has b
the powerful school literacy ée Parry, 2010; Street & Lefstein, 2007; Street, 1995). While
school literacy is dominant, it tends to be considered inadequate in univerbeiese
positioning students as underprepared. Students in this study were also aware of differences
between thei primary and secondargchool experiences of literacy, and university literacy
practices. This section, therefore, focuses on their schooling context and how these shaped

students6 |literacy practices.
6.3.1.1Influence in primary and secondary schooling

As discussed above, school as context provides conditions which can enable or constrain
studentbés | iteracy practices. dieracy praciicesarer om t
mainly shaped within the schooling context because they providee sppad resources for

students to engage in various literacy practices. All structural influences, in this case the powers

of SEP, condition the contexts that people find themselves in. One of the questions posed to
students was to comment on the opportesithey had to read, speak, and write at school.
Students indicated various ways in which both their primary and secondary schools supported
their reading, writing and speaking skills. Evidence from the data showed that participants had
opportunities to rkgage in literacy practices like reading and writing at schiéat. instance,

Sisanda mentioned that it was in primary school that she was encouraged to read but not so much

in high schoolIn her narrative, she explainédéthey encouraged us to read; mgsprimary

they did encourage us to read ot hegindivilduaoks tt

interview May 2017)Sisanda continued to make a comparison between her primary school and
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high school experiences with reading, commenting th&tu t h seshoadh they didn't dwell

much on that. They onl ¥indiddua intendesv Mayn201@).uVwhens ¢ h o o |
asked what she used to read in primary school, she commented as:féllB\vimary those

books and the ki dos highhschooyrmvels butyhetsnost of thedime; soilmeo o k s
of t h e (individualeirgebview, May 2017)Recalling what she used to read in primary,
Sisanda went telaborate thai Yy ] a we wer e reading novels some
book® (individual interview May 2017)Si mi | ar | y, John also cites t
school I n encouraging him to read. He comment
A P]pportunities yes, they were because aah at Primary school if | remember thereimas a t

we were taken to the school library to read. We would go maybe twice a week to read things
rel at ed (ndividsatihtervielw,May 2017)Si zwe shared similar s
emphasis on his primary ¢ ¢ B¢taitk.l léafnhmose reading wh a t
in primady i dual I n.tSe rz wredldsnhis privhary sctibdl hs/the space

which enabled him to learn basic reading. In the interviewed he commented as:follow

It i s where | |l earntey ot pugmMioums et mer eower
how to join those vowel s. Yah those sort
word. As | went the higher you go the mor

combine the words t hey faorem we ap@irlma dvraasp dhtu aal

intervi ew, May 2017) .

Sizweds comments show that he had acquired de
yet university equire more than decoding texts Wh a t I's also clear 1 n Si
he has an autonomous understanding of liter&aythis case, Sizwe understands being literate

involves knowing the alphabets and vowels.

From studentsd comments as presented above, 1
shaped their literacy pracéis. The primary school context created enabling conditions that
allowed student to engage in reading for example, access to the library and teacher involvement

as indicated above. Thus, primary schools provided students with ample opportunities to engage

in literacy practices. However, basic school reading was understood in a fairly limited way. For

example, John made a remark that they were takénte ad t hi ngs r el ated to
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While students credit their primary schools as spaces that createchgraiiditions to engage

in reading practices, they felt differently about their secondary schools. Students felt that in high
school, the focus was more on what sonrer of th
examplesxplained that literacy praces such as reading required individual agency because the
school did not dwell much on it. She explained this as fotléwsu would read if you wanted to

alone. If you are a reading type you would read. If you are not a reading type then you would not
because they did not r e(iadividual infewviewy May 201Mituic h wi t
interesting to note that Sisanda saw reading as happening outside school and did not consider
schoolwork to also involve reading. In this case, Sisanda saw hesdfigbl context as creating
constraining conditions when it came to engaging reading because there is no support or
motivation provided. Her comments also reflect what Gee (2011, p.103) refers to as situated
meanings which he def ignvwwsls aad phraseshtake anpnespecifici ¢ m
contexts of wuseo. For Sisanda as mentioned ab
comments are the opposite to what Parry (2010) observed in a Ugandan community where she
had helped set up a communitiriry, pointing out that people in this community associated
reading with studyingn So ¢l ose iIis the association betwee
Ugandans use O6readingd as a synonym for d&éstuc
was discgsed in chapter 2 about the complexity around the concept of literacy and how different
meaning are attached to it depending on people, time, and contexts. When students transition into
universities, they Dbring dif fSevhichwil infldencethe ur s es

S-C of their engagement with academic literacy at university.

Dudu also shared the same sentiment when she pointed out that in high school there was already

an expectation that you should know how to read and write. Therfssegmphasis was placed

on these literacy practices. Dudu had thisto 8ay:A] | ready when you c¢ome
expecting you to know how to read, to write f
s ame, so they dtomdtdopds hc @maitwaipdwal iitmt ervi ew
Dudu was more critical about the way her school dealt sgdilding and writing practices and the

impact it had on her. She commented as folloiwv§lhe problem with our high school, the

teachers ardocusing mainly on the academics. They do not care about other things that would
build th@ nilde airninmtegadwi e w.LikeNbsgndaR 0 dd@dds comment s st

her high school created a constr aliandkiygp fromtt e x
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and encouragememwthefnr om ftchenes ¢ looloulesaud icrogh cfl aurd e |
AThat 6s why | say the | ovekl Iwheedn florgowr ittoion gs:
because nobodyi cdirwvidd eaMbwita0&7yi e®Wududs comme
the CS of the school did not align with her p
t hus, acted as a constrai ntMargaRtAu ddretr s (Ad@®@MHe n t

explain tihtay dift hageamtd to respond to enabl em

interests that are vested in the positions th
instance, access to materi al resourMamgaet and
Archer (1995) argues that structure has inde|]
constraining or enabling their actions in rel

strucoémdieDudoéd | ove fop,r amredddelgat iwrga@ted) ec:
as comwhtemaiint came to reading.

F o John, his experience is different and contradicts what the other two participants have said.

He commends his school for encouraging him to read for academics as Vi@l pdsasure
sayingin Ok | can say at school they encouraged wu
pl easure and to relondi Viodualc aideme tpont éastkedr 0 Ma y
guestioning, however, he said he felt high school did not pedpan for university when it came

to reading and writing:

| can say partly because we were not especially in high school; we were not influenced to
read. If you do not want to read it is up to you. So, we were not influenced at least in
primary school wevere even forced to go to the local library and register to get cards

for us such that when you want some reading you can go there and takg thechi v i d u al
intervi ew, May 2017)

Johnds narrative was echoed al moragemerattolreadp ar t i
only because of schoolwork. In the subsequent comments, John also highlights the difficulties he

has encounter in his first year when it came to academic reading. He comments:

Some of the things we are encountering here they were ndittatigchool. Like the

issue of reading, we were not taught and some of us are not used to reading because it
was not reinforced at school. And here it is something that we muéihdiwidual
interview, May 2017).
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Johnds narrative @&onesmsatchs meeveen theoknowledgen and dkilks thath
students bring to university (Scott 2018, p.10) and the expected competence university requires.

In MargaretAr cher 6s ter ms, his comments point to ¢t
defined in schdoCS compared to academic literacy practices as defined in the university CS.

John patrticularly singled out vocabulary, referencing and how to write what he called the
fiargumentative essay. He further highlighted teblehadssue

in dealing with it. He said

AFirstly, itds the referencing thtimee. Secoao
you do not cut and paste. Thirdly at high school it is more like you can even write
something you do not understand because must just cram that thing and apply it in

the paper. Nobody cares you do not know it. But then here you must understand, you
cannot write something you do not understand. You must understand the thing. And then

it is challenging hmgya ca éng yowrbed confused lhowada e  wr
appl y t h(ngividudlinternge®&,dMay 2017)

Agai n, Johnds comments show the difference I
practices he mentions and his simplistic understanding of reading afirdeotentioned on the

page 146The section also highlighted something interesting which is the use of literacy as a tool
for |l earning (lvani| et . al, 20009, p.77). Thi's
studentso Il iteracy pract i c e dudentdVin ghis stwdg slid al s o
acknowledge literacy practices acquired from schooling experiencaotionatch what is

expected of them. For example, Bongani had this to say:

| think it is very problematic to compare high school writing with this writing. Matyise
the main thing which made me fail dismally the first assignment. Because with writing
here it is very different éHere it is acad
t hi nYps Kave to employee new ways of dealing with these things wiyereloan
paraphrase. All these things they were very confusing. Like, we basically see the errors
after moving to therfindividual interview, May 2017)
The above excerpt confirms what research says d@heaballenges first year students encounter
as thg transition into highereducation. Students such as participants in this study find
AUniversity writing is a new discourse that d

in high school 06 (Daniels & Ri cibchaptrsand seiodsl , p .
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7.3.2 and 7.3 As highlighted in chapter 1, this problem is blamed on poor schooling which
creates what has been referred to as the articulation gap (see Bell and Santamaria, 2018; Case,
Marshall, Grayson, 2013; DoE 1997; CHE,130 DHET, 2012; KellyLaubscher, Paxton,
Majombozi and Mashele, 2018; Maldoni, 2017; Pather & Dorasamy, 2018; Scott, 2018, for more
details on this). What the evidence also indisasethat students do come to university with
literacy practiceshowever,as Namakula and Prozesky (2019, p.42) and Scott (2017), éingue
problem is not -préparedhess’ huurdtteena misimatahn dhetween discourses
from both the students' personal secidgtural histories (poor schooling, languagsc. as
indicated previously in chapter), and thistory of theuniversities (as colonial institutions with a

set of dominant discourses). | do agree that students do come to university with different ways of
knowing and literacy skills acquired throughout their scimgolHowever, these tend to be in
conflict with university practices andways of knowing (Lea& Stierer 2000) as evidence
indicates in chapte? (see sections.3.1, 7.3.2 and7.3.3). Hence most students suahk
participants in this study require academipportin theform of WURUt o fAiempower stu
from nondominant cultures by acting as a bridge to sctesled funds of knowledge and
discoursed ( Namakul a & P rso asdadrikige the gap (3e@ also phapteiand

8 for more details).
6.3.1.2Influence of the curriculum

The SEPs of school such as the curriculum include literacy practices thablaesl and
privileged 1 n .28 p.20)This aigswa n h| wédtat a(@00% ma0) et &
point out t h astcertdimpfarrsiotrgading and wiitihgewhieh were established as

the correct ones to be taught within the cont
this section demonstr at econclwde aghafitis thenrbecomesaand hi
driver for the perceived success or failure of the education system and individual ®@achers
(ibid). Thus, evidence indicates that the school curriculum as a structure created enabling
conditions which shaped studeitditeracy practices ina particular diretion which
simultaneously constrained their development of agency. During the interviewsnmostd e nt s
mentioned engaging in school |l iteracy practic
Studekindsnasi der these uwuts ilnsteeaad yr epfrearcrtea dc etso bt
or Aschool wor ko. This reaffirms Lillis (2006)
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comment that reading and writing as core acti
assessmentitht wedet hampowmertmgnmutstofi nacdeamdcyer ec
in this case in primary and high school . St uc
curriculum as a structure in that thdyheused
Curriculum and tsastees@iPe®nt (WAoddisdgscri be their
suggests the extent to whiCchftheaeSS|afsstriope mCA
or e neahlr & exagnple, when students were asked if they padrtunities to read and

write at schogl Bongani commented that they used to read novels as part of the IsiZulu and

English language syllabus:

In IsiZulu | read novels because there are 3 pajjgoaper 1, paper 2, paper 3. Paper 1

is on language and wiing. Paper 2 poems and novels. Paper 3 focused on creative
writing for example, letter writing, advertisement etc. So, in IsiZulu we read novels,
poems, advertisements. Things like the climax all the categories... In English we were
dealing with short soi es we woul d read themé Somet i
tomorrow what is this saying and you will be embarrassed if you do not know if you

did not read your short story bieYeswwe he c
is the main character doinguch things. Then we were doing poems and literature. Then
languagei its figures of speech, all the other parts of language in Englisthividual

interview, May 2017).

The structuring power of assessment of learning is evideheiwords of the follwing student

In writing, we are writingclasswork We do t ests whereby examine

taught us. The novels themsel ves, the poer
guestions, answering questions based on what we havdlreiddual interview, May
2017)

Jabu clearly stated th&They were part of the curriculum. They were books we were supposed to
read and t hen (idwidual mervieavcMay 200L7)El eb or at i ng on t hi
|l iteracy practicedabe ahgagedednt he bahgobhge

We were writing speeches, essays... They would give you a topic and go prepare. We
were doing both unprepared speech and prepared speech. When we were doing prepared
speech, you would come with your own topic of ehdilnprepared speech the teacher
would just call you go to the front and give you the topic and then you present it yourself
(Individual interview, May 2017 emphasis added).

The students also reported literacies taught in isolation from meaning or cdataxtdescribed

what he used to do at school when it came to writing:
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You know in terms of writing our teachers what they used to do there was a day our
teacher told us that today is the day of spelling. We are dealing with spelling. She would

just callthose words then you write that. So, after all of us write then we would exchange
books. Then after she would invite one learner to come in front and write that first word

on the board and the teacher would say this is correct or incorrect. If the woodrect

the teacher would tell vy o (ndmaual ktertidweMay o o k o
2017).

Sizwe describes how literacies were taught without support for language difficulties:

| remember the essays that we would write. It was difficult ttevam essay and letter,

literature it was difficult for me because, you know what to write, you know in your mind
that this question saysé write a review or
write it. You just know in your own language to writkestand this. But to write it!
eéSometimes you do not khodoi whduawordsetuwovie

Sizwe wherdiscussinghow he was taught to structure an essay he also used these terms:

Ahow to write an i nt riondWedidihe topjc semtence, Howtowr i t
write a conclusion in a paragraph. We also did speech when we were doing unprepared
speech or prepared speech, they would also teach us how to do that it is almost like an
essa | ndi vi dual interview, May 2017)

The end result of these constraining factors is that many participants remain primary agents.
Their reflection reveals them to remain below the level of seftaction constrained by the
vocabulary of CAPS from critiquing their learning in any meaningful wagspite these
constraints, however, some students did become actors inhabiting the role of the learner and
using school literacies for their own projects to achieve good marks (see chapter 8 for details).
John described how he used writing saying:

| would read and highlight some important points. Sometimes | would write a summary

for myself. Because they used to ask what the topic was about. It was easy for me to
explain. It would depend on what we are focusingonndi vi dual i ntervi e
e mp h adsdiesd ) a

Or activities would focus on the very basic literacy skills such as pronunciisteba saidfin
high school the teacher used to give us section to read. She or he would say from this part until

this part you have to read. And you stand in framd read. She will check how you pronouace
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(I'ndi vidual i n .t Duduy simelarly, mévitoged Ro®& hégotiating the multiple

language of the classroom impeded the teaching of literacies:

Yes, with the summary. N o rtomead dng puttithneygur wo u | d
own words. So, I do not think it iI's a sum
|l anguage. We were not using point but para
would write the summary in point form like 1, 2, 3, 4. Theyld/say read and translate

that paragraph. Change that paragraph into your ownwdrdsn di vi du al inter
2017) .

The influence of the <curr i c uhotusorprising. Etucationsd t uden
institutions such as schaolcreate e ci a l contexts whi ch power fu
engagement with literacy practicedargaretArcher (2000) states that the circumstances in

which individuals or agents find themselves impinge on them and compel them to act in certain
ways. In this stugl both primary and secondary schools offered spaces in which students had
opportunities to engage in literacy practices. HoweMargaretArcher (1995) would classify

these studentsdé as primary agents beangeutese t he
the structural and cultural systems of the school or the South African education $§atgaret
Archer explains that as primary agents they
because they | iter al [Thedatashusesuggests tisattlyoogh ¢tuiend 6id p .
engage in multiple literacy practices, these were mostly confined to classroom work and shaped

by the structures of CAPs. The evidence also shows how their literacy practices are
over whel mi n-difecgedd f t( ¢ & @am.g 2009, ept77) avith students portraying
themselves as taking little to no initiative when it comes to their own literacy practices.

6.3.1.3T e a ¢ hrdluersc®

The previous two section$.3.1.1 and 6.3.2.2)ave already noted in passingtheachers as

part of the school setting and mediators of
engagement with literacy practices. This section, therefore, looks at the role teachers played in
shaping the student 9 lathis stuly, feachets see lilerady spongarsy pr
to use Brandtés (2001) ter m, particularly in
act as agents who enable, support, and teach literacy to students. In the interviews, students
acknowledgedeachers who helped them to read, particularly in primary school. While some

participants like Sisanda praised their teadhierolvement in their literacy practices, others like
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Dudu felt their teachers did not offer support in helping them with thenatly practices. As
mentioned in the previous section, schools as structures create enabling and constraining
conditions for students to engage in different literacy practices. Thus, teachers as part of the
school can be enabling factors or constraintsar®la credits her teachers and the role they
played in shaping her reading practices albeit with an exclusive focus on schoolwork and the

requiremerg of the curriculum

My teachers would encourage us to read sin
textbook to read from this page to this pe
you have to read a text there. On the poem
answer questions an¢@lodmei doatl apsewei dw, t

Sisanda, specifically, described her English
The teacher for English was the best teach
essay you should not write | ong meaknda eynaers
paragraph very | ong yah the same thing as

(Indi vidual i2rotle’r vi e w, May

Sisanda notices that this teacher taught her literacies that are valued in the academic domain.
This enabled her to engageliteracy practices. Nceba also praised her English teacher but for a
di fferent r §Vihs reading owgr aeacher gused t make us pick articles from
newspapers or magazines you come and read it to the class and then explain to the class what it
is about (Individual interview, May 2017)Here Nceba described pedagogy that gave the

learners greater agency.

Another thing it was to do an interview as a group or you can choose three members, or
you can choose and then you can write your interview on thkgterson is going to say

and then you go in front of the class and present what you were writing. Another it was
also speeches whereby you start preparing at home by writing and then you practice
them by reading and then you come to the class readith&ont (Individual interview,

May 2017).

I n the same conver satigom,d NvwSeehad thiptoisayamutheer s e |

writing:

Hmmm writing | can say | was a good writer but then you know this thing in schools
where the teacher camgt write on the board, | was able to do that, but | was hiding it
because | did not want to it because | was
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She commented that being a good writer and reader madefhér@ a ¢ h e bebasse thee t 0

teacher would lavays select her to read in front of the class which made her reluctant:

My English teacher used to select me to read but | did not want to do it. But then | was
tired because all the time when she comes to class, she would choose me all the time.
That iswhy | never wanted to do it all the tinfghe laughs) (Individual interview, May
2017)

While participants such as Sisanda, Sibanda and Nceba credit their teachers for creating enabling
conditions that allowed them to engage in literacy pragtiother @rticipants like Dudwand

Bongani had different experiences. In the interview, Dudu expressed her desire to write but felt
there was not enough support t olhmestlyiwanteettte her
write a story. | was very intereste i n wr i ti ng, but I think | d
(Individual interview, May 2017)She explained how there was no encouragement from the

school or the teachers:

Li ke atwecHobodh't have that encouragement .
debate but when | go to debate somewhere,
or there was no tédoaldewvi doal monalr supmwor Ma

She further mentioned that her interest in reading and writing had been destroyed at school
emphassi ng her poi nt byt huesyi nwge rtelirefividha irtergiehvobtalyo
2017)

Il n soci al realist ter ms, Dududés | ove for writ
teachers because they failed to offer her the supponnatigiation, she needed to engage with

literacy practices such as reading, writing, and debating even though these formed part of her
personal project. IMargaretAr c her 6s (2012, p.99) terms Dudu
as motivation and support frothe teachers. Thus, in this case teachers and school created
conditions that functioned as constraining mechanisms. In the interview, Duduisaid, t h e
teachers didn't see the need for it. Everybody was focusing on schoolwork; I might as well do
thatto | ndi vi dual i nter vi eewd tMaayt 2tOhle7 )t. e aSchhee resndp
omcademic work rather than br odaheproblehmwitheur acy p
high school, the teachers are focusing mainly on the academics thegt @are about other

things that woulldnbuvidutheihéarnmweessp May 201
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Evidence presented in this section indisdteat teachedriven practices form a major part of
enabling studentsd cl| assr oo whatMargaetAeclier (082, Th e
p. 99) refers t o, thesencéuragement, imotimaidn ang cuppod Gtudents
received from their teachers with some of this enabling only school relevant literacy, other with

more profound effects on agency.
6.3.2Schools as structures: conclusion

Two overarching themes are evident in the data with reference to the particpantsiteracy
practices. Firstschool s mai nly focus on "school wor ko
euphemism for "the work that will gehé students to pass the exams". In other words, the

teaches | ob i s t o it each to the test Gr ades
foregrounded in schools rather than the stude
emphasis is placed onaking sure the prescribed curriculum requirements are met. Some
participants show the beginning of megdlection about thisike Bongani For example,

Bongani explicitly talked about how teachers are not teaching to equip learners for university but

rather focus on the curriculum

Perhaps the most powerful eviderioeemerge fronthe assessment and curriculisrthe way

students, who are first year B.Estludentsand so are not familiar with CAR8se all the CAPS
terminology- "prepared speech”, "friehdletter”, "paper 1" etc. This metalanguage has been
acquired from their teachers at school and shows the influence the curriculum has in shaping
teachersdé classroom talk and the I|literacy pra
students hw to read and write as an ongoing empowering practice, but rather teaching them to
write only the required text types for the exams. This is a very restricted understanding of
literacy, and the curriculunand the CAPS policy and the exam mechanistings present
themselves as constraining structures that create this restricted understdriténgcy; which

prevents the morphogenesis of agency.

The second overarching theme is the signiteemf t he t e a cehidencé gresented e . T
above indicateshaat individual teachers have identifiable influemeestudent literacy practices.
This is because they are in a good position to enable or constrain the development of different

types of literacy practices within the school setting. Some teachers esalnledts by providing
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support, encouragement and accésgesources, while others constrained students by not
supporting or taking interest in studentso6 |
in Aschool wor ko | i theeforraat éxams whilehothers apened mboneests ferd 1 n
wider exposure to out afchool literacies, or taught university relevant literacies. Now that |

have discussed schools as contexts in which literacies can be enabled and constrained, the next
section focuse on homes as structures and how they enabl®wand constrain stude

practices
6.33Home as a structur al condition for student s

According to Margaret Archer (2000), the context in which interaction occurs has been
conditioned for agents by structural and cultural properties. In this section, the home is explored

to understand how it shaped the student part:.
the students engaged in literacy practices at home, but theted tém be dominated by the

school literaest h a't students referred to as Asashool w
notedin the previous sectiorschool literacy practices are often dominant (see Parry, 2010;

Street & Lefstein, 2007)Sisanda recldd that she and her fellow classmates would prepare for

school activities at home:

My teachers would encourage us to read since obviously we were given homework in the
textbook this page to this page. So, maybe there is a text in English maybe yomu have t
read a text there. On the poems paper 2 and all that. So, we have to read and answer
guestions and come to class we do {hadividual interview, May 2017)

Similarly, John commented as follows:So met i mes it was a book, and
can g0 home and prepare chapter one, read and tomorrow you are going to be given an activity

o n t(mdividaal interview, May 2017)In similar vein, Sizwe explained in his interview that
teachersusedto givethdmar t i cl es t o r ead taEndishmmddgoaga,@s at h
wel | as pr escr i b(dvidnabintesview, Mayr2@il7)Booganimssnilarly said

AThey give us activity to go home and prepare
dictionaries to look for words that a o n f u (ndividgad interview, May 2017)Sizwe also

shared saying:

In our home language and English, they would say, go home and find an article and

read, or prepare the reading. Someti mes ma
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select your own frm a magazine or newspaper and come read in front of the classroom.

(Individual interview, May 2017)

Overall then the evidence speaks to what Street and Lefstein (2007) refer to as the
Apedagogi zationo of | it er acy red overwtimer ttdraciessc h o o |
Johnds cofmtenhtomeralt di dnét have the opportuni i
|l earning usually takes places at sdaepiasaHis, t her
kind of thinkingin which students do natonsider the literacy practices they engage in at home

and school as intertwined. This evidence <con
domi nance and seniority accor eehdol literacies laveo o | I
come to be seeas inferior attempts at the real thing, to be compensated for by enhanced
schoolingo. As t he eyitappearctieat aff theessudents readl simalds o v e
experiences regarding the literacy practices they engaged in at home. Additisnally,d e nt s 6
responses also indicate that Al i teracy pract
specifically school (Street, 1995, p.109).

6.3.3.1Parental influence

Like teachers, parents by virtue of the roles they play and the positionsaldey the home,

shape studentsdé | iter acyMapgaretArcher2060) inflilemcesuct ur
human action through shaping the conditions in which humans find themselves (see chapter 4 for
more details on this). Parents have powers throlgiposition they hold in the family as a social
structure and this enables them to make deci
Evidence in this study shows parents taking t
a s 0 a gcalmrtdstant, toncrete or abstract, who enable, support, teach, model, as well as
recruit, regulate, suppress, or withhold lite@@nd gai n advantage by it
p.19). They pr ovi dteedgtudéntseatheddrm o supplot, nptivatichsand t o
provision of resources. Heath (1983) and Rose (2004, as cited in Thomson, 2008) explain the

i mportance of parents in enabling their chilc
that when children see their parents read oerwparents read and talk to their children, and
engage in conversation about what they are re

for education. Sisanda credited her father for encouraging her to read. She talked about how her
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father wouldii s h oat eioto read everything and would also engage in reading activities with

her. She describes this as follows:

[M]y dad has always told me | have to read so | can improve my reading skills, talking

and writing. So, he said, "you should know howtr ead ever ythi ngo. | f
on the street written there, just read. Read the newspaper, read everything. So, he would
always, like, be there on top of me, all the time, for us to read. So, | was lazy in the
beginning 0coz rkaddnddsonetimesk wauld redd ovith himda | don't
know a word, he would shout at (Imdeidualy ou st
interview, May 2017)

Si sanda went on pos B bheytgdeddagave hereahe impedus o etaddu i
poghantly spoke about her mo t h educatedtemoogh sadhred de s
who dropped out of schodbut nevertheless encouradjher daughter to read. She explairzed

follows:
H: Is there anyone at home or at school encouraging you to read?

R: My mom used to at home. That is why | became interested in reading. She told me that

if | read, | will increase my level of English, so | started from a young age because |
started reading in grade 5. My level of interest in reading started at that(tinmed i vi du all
intervi ew, May 2017)

| asked Dudu if her mom told her:fiiNashewoald or r
not read to me. My mom is not very literate. She dropped out of school at a very young age

because of issues in the pastsste al ways encour(algredi vuisd utad dont
May 2Dadyubébs comments above sdtohve tihmp o rhtean cneo t anf
in general, and |iteracy in English specifica

shwo the complexity that comes with being a |

i mportance of | iteracy but;i osajtseheetl equicweal riatg etso t
find and develop it from ot her esxoaumpclees .o fDuhdauw
agent can act in spite of constraining factor

Further, evidence indicates that in addition to support, motivation and encouragement, parents
also provided resources to their children to enable them to engagedoylifeactices. Students
mentioned how their parents provided newspapers, magazines and novels. Dudu described her
father bringing newspapers home:
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[M]y dad buys the newspapers for himself and sometimes if he did not, | ask him to buy
them for me. So, heade it an everyday thing to buy the newspapers because he knows it

is not only for himself but for met¢ol ndi vi dual intervi ew, May

Her wofdshefi didnot , I w0 U Ishibws enewkreading ad bexomb uy f
important to her, so she exm®s her agency by asking her dad to buy the newspagain,

parental influence in studeltgeracy practices was also evident in Nceba's literacy practices at

home. Nceba mentioned that her mother also bought magazines and newspapers. She had this to
say A[ M]y mother bought t hem, and | deci ded ¢
May 2017)

Both Dudu and Nceba show agency by choosing to read resources provided by their parents.
However, Dudu extends her agency by also using the publicylitBae took the initiative to get
a library card that allowed her to have access to books and other resources such as magazines:

There is a public |ibrary. It is very far
register with your ID and then yoctan borrow books for a limited time and then you
bring thEmeyalk&¥e all the currenté books f
like. The librarian will direct you to the books you wafihdividual interview May

2017)

Dududs c¢comme n transitionetd & social actorhteking a@dvantage of the limited
structural provision of the public library services, though she remains a primary agent. John also

mentioned that he read magazines his parents bought:

| would read any magazines like You, Drurased to read Daily Sun because it was the

one that was bought at home. My Parents would buy them for themselves. After they
would buy them, read them and they would just throw them away. So, | used to take them
and read before they would throw them gw@ndividual interview, May 2017)

Unl i ke Dudu and Sisandaébés parents who encour
played a less active role as his comments above indicate. Sizwe had an evdiffitudtetime

when it came to parental supporte explained thafi é | di dnot get much he
because my parents are uneduc a(ldididual miterview, was |
May 2017)
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John and Si zwebs comment s show that parents
engagement n | i teracy practices. Studentsdéd commen
which some parents are active and positive, and others inadvertently involved with their
childrendéds | iteracy practices. I n Ncefora and
themselves, and the children have the agency to read them after the parents are finished with

them. In this case, parents as literacy sponsors create enabling corajtioraking available

reading material s. Thus, sirriruashce Preétosiu®s (2016, pRH ns e s
point out, that I|iteracy is part of dan ecol o
and the broader cultureo. As noted earlier o

a source of support, enaagement and motivation and prositresources students needed to

engage in literacy practices. The parental influence also ewegaretAr c her 6 s (1995)
of social actors who are known to exercise power by virtue of the roles and positions they
ocaupy in society. In this case parents used their position to support, encourage and provide

which enabled their children to engage in literacy practices.
6.4 Cultural condition sthe shaped the student literacy practices

6.4.1The role of resources as cultaf tools at school and home

As noted in the previous two sections, resoul
engagement in |iteracy practices. This sectio
the availabil irteysoafr cersd rad¢dhess tthan the speci
most i mportant role in studentsO engagement i
availability or | ack of resources afforded t
pactices. Students in this study <cited wvariou
magazines, novels, and spiritual books as res

pracamadet hese are discussed bel ow.
6.4.2Access to newspers

Almost all participants indicated having access to newspapers bought by their parents. Thus,
participants used newspapers to engage in literacy practice such as reading or writing or

preparing for school speeches. For example, Sisanda mentionetyreadispapers at home but
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not often. She commentedfollows:iva, t her e wer e newspapersébut
a | @ndividoial interview, May 2017)Dudu also acknowledged having access to newspapers
bought by her father. She mentioned that shpyed reading @opular tabloid newspaper,

s a y iQOk,d read Daily Sun because it has gossip so | read that dndividual interview,

May 2017) Sizwe also indicated that he reads his local newspapers in histispar@nd for

academic work. Inthenit er vi ew di scu®diuan,f ome mex mihaimye & i fi
newspapers <called Nkomazi . |t c o n t(ladividuald t he
interview, May 2017)His parents bought this newspaper and magazine as dis¢usssxtion

6.3.31Si zwe comment &g pamersts used tolbwywhe newspapers, the Nkomazi
newspaper almost every day since it was published every day, but | only read it when | was

b o r glddividual interview, May 2017)Despite having access to the newspap®rs,z we 6 s
reading thus also depended on his level of motivatibhc e ba comment ey as f ¢
mot her bought magazines and newspagdedvidual and |
interview, May 2017)Sizwe,Nceba and Sibanda also used newspaperacidemic purposes.

John shared similar experiences Loolyréadthingpr evi o
|l i ke é newspapersé | would read any magazines
which is Daily Sun because it was the onethat s b o u g h (Indiadual ihterviee,May

2017).

What stands out frothes t udent sd responses i s the domi nanct
homes and schools that they or their family members buy (see ségtidh Students mostly

have access 0o Apul po or d@Atabl oi do news goaapeasure, awhi ch
literacy practice that has an impact on their academic literacies. What is also interesting to note is
that in the era of Information Communication Technologies (ICTs)estadhardly mention

using technologiesto engage in literacy practices. This bringsthie fore the issue of class
associated with socieconomic status and how it affects affordability and accessibility of
reading materials (including online resourcesbm@dT devi ces) and thus | im
to physical copies only. However, this is not surprising in South Africa, where the minority with
higher socieeconomic status have access to ICTs,theanajority who are poor do not, as one
studentindicaed ( Kaj ee & Bal f aurave d 0ppdrtynity toSsaskZowhelp,s a i d :
especially those words. We are not exposed to technology we do not know cellphones we are
used to cell phone may draividudlieterview,eMaya201€) i n Gr ade
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In the excerpt above, Sizwe raises an interesting point about digital access and the role it could
play in enabling student® have access to resources but also help in developing research skills
which i1s i mportant f or u nalse see the kack of exposureSto z we 0
computers at home and school can constrain stulaotess to resources hence limiting their
engagement in literacy practices. This has implicatifor students because universities
nowadays expect students to Ifenultiliterated. According to Carstens (2012, p.12) being

Amul tiliterated involves Ahaving the capacity
switch practices between one setting and another, to deploy a repertoire of linguistic practices
appropriated each setting, to handle the social meanings and identities that each evokes, and to
make meaning for different audienceso. When

struggle academically.

Studies in South Africa show that lack of resoulises significant problem in schools and homes

(see Fleisch, 2008; Pretorius & Ribbens, 200&)dénts from low soci@conomic backgrounds

often Astruggle to decode the academic conve
struggle to produce accem bl e wr i tt en w,®R00k as cifed in Clarance 2081, Tur n
p.103). In this case, students from seetmnomically disadvantaged households such as
participants in this study whose parents are not highly educated or sophisticated and the availabl
reading materials are not academic, tend to find difficulties when they get to university. Cope

and Kalantzis (2000) argue that our social class shapes our identity including our engagement
with literacy practices. Thus, access to resourcesléep impl cat i ons f or student

in different literacy practices.
6.4.2.1Access to magazines

Besi des reading newspapers, Thamentcii pmaend s r @d d
magazines at home amwodrésipug pobes Boarc hs@d e @lr e
debates, and ot her cl assroomilacltove tmaga z iFnoers
magazines and t he(ndwaabipdrvew, May@?Ql7). SBandartetked about
having access to the magazines which she loved to Yéheln | asked her what exactly she
reads in these magazines, Sisanda had this t@ilgaigk the interesting parts where | feel for me

it is interestingeé | go to the celebrity side
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real-life stories are ¢ e @ndividual interview, May 2017). Like Sisanda, Sizwe also read
magazines in his spare tinfendi vi dual i nt 8rzwewgcoMmgn2€domiji.y

read it when | am boredo.

Simil ar ewepeerdteanrceeds by Nceba and mhglarzi wkese ah
enjoyed reading t hem. For e x ampl emotMeeab ab oac
magazi nes, and | d eci dé@ndividoah intanyew, Meyn201y d o me ad t
el aborated on the type of magamamgeasi hesr aad
popul ar gossli pwonuel wds praepaedr :a nily ma(glanzdiinveisd ulailk ei nYtc
May 2Whehp. | qgui zzed him further, how he beca
newspapers, Joihn craens pscanyd gi(@| etrthiaoty druemd dii nt er vi e\
From studentsd responsesamdoepablitng stacltelein
|l iteracy practices just because they are ther
the magazinesbanhdt hewspiepkusbemhepgptadent heesp
indicate that i f resources were not avail abl e
boredom or interest). Thus, this shows the si
t hascordstsé udpptoosteunngiatgye i n reading for pleas

di sposal pushed them to read.
6.4.2.2Access to novels and school textbooks

Schools and honsehad an influence on studed#ngagement in literacy practg;eproviding

spaces in whiclthey engaged in literacy practices anthderesources such as newspapers and
magazines accessible ttem In terms of access to novels, however, these were mostly read as
part of the curriculum. The data indicates that schemse the major sources of access to
textbools and novels. This is not surprising because evidence suggests that étlideaty
practices were mainly shaped by schooling as discusssection6.3.1 The students read
prescribed novels for home lang@@asubjects such as IsiZulu, SiSwati and Enghshpresented

in the previous sectigrBonganimentioned héhad to read IsiZulu novelsee section 6.3.1)

Dudu also mentioned reading novels as part of the curriculum and these were provided by the

school:
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fiBut there were also those novels that we would read as part of the curriculum. Like in
grade 11, we had "Only the Pot Knows How }
then grade 12 al so. Those were t(haddouwally na
intervi ew, May 2017)

Sizwe share similar sentiments about reading novels only $ohoolwork He commented as

f ol | dhere is thi§ paper 2 about reading novels and books and what that is when they
expect you to read a book and come and presefinglish if it is in Englisk 0 (Individual
interview, May 2017)All the students made similar comments about reading novels as part of

the curriculum.

Some st ud eSmsanda asdiDadu engaged in reading novels for pleasure. For example,
Sisandaindicated that she lodereading novels and got them from people who lived in her

backyard. She had this to say

I |l ove reading novelséJdJa maybe because t hc
giving us at the yard where | am staying at. They have baod#sstuff, so they give us
books to readé The people that we are stay
them somewhere else, so they just give us when they are done reading them. Those
people, we are not family, but we have been living with ithedividual interview, May

2017)

Dudu al so expressed hlem]intestee in feading, I levardadinggl s ay i
read everything fr o(m nndeiwsipdaupael r si nttldker BisandapM, s oMa y
Dudu expressed her love forroman ¢ novel s pa@hilcul akéyr emgnaog:
interesting. I al so | ove(lfncitvioduyall iikretnetrhvei enny
the interview, Dudu indicated that she had limited access to books at home but managed to buy
some novels for herself NoPBhei tommendéeédpast fof
mine that | bought for myselfindividual interview, May 2017) Si sanda and Dudubd
indicate that besides schools, family/friends and social circles playeat in shaping their
engagement in literacy practices. Their comments also indicate thalvéheyable to exercise

their agency by making an effort to look for books to read for pleasure turning them into social

actors.
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6.4.2.3Access to a library

Evidence suggests that some student participants had access to alibnayer, the utibation

of the library as a resource to enhance their literacy practices differed at school level. For
example, those who used the library mentioned using it mostiigair primary school years.

l vani | et al . (20009, p. 83) assert t hat APrac
physical behaviour like going to the library, but also making linguistic and discoursal cboices

The data in this study suppottisis statement. For example, students commented on having
libraries in their schools and communities but in some cases these were either not functional or
utilised as a resource for literacy development. Participants such as Dudu mentioned that they
used public libraries in their communities as discussed abdel d u 6 s comme nt r
commitment and motivation to read. This indicates the role of student agency in enabling
engagement in |iteracy practices. A agencyurri ng
for instanceasking her father to buy newspapers and signing up for the library. Like Dafuiu,

also shared that he had access to the library during his primary school years as discussed above.
What is different between John and Dudu is thatphimary school teacher encouraged him to

use the library For John it was théeachersvhower e t he enabling factor

reading practices.

I n contrast to Dudu and J cSkandasveaerd gneekamglenod e s 0 f
constraning conditiors associated with the library usag@hementioned that the library books in

her school l'i brary wer e A qlIodividualinteryiéw, May 20b07) d u st ,
Shealso i tes her per sdnalonfodeleisrkged | daoyiartg:l ifke t h
libraryo (Individual interview, May 2017)Si sand a6 s fi fj @ ae tsupgeststsieeis

uneasy and feels out of place because she is not familiar with the library and its practices. Hence,
she chose to use thetemet to access information. In this case,ittternet became what Gee

(2014) calls asocial good that enabled Sisanda to fulfil multiple literacy practices such as
research for schoolwork. It is also not surprising that Sisanda chose to use the iméeradtof

going to the library because technology, particularly the availability of mobile phoeesnade

access to information easy for peopBrdwn, 2015, p.228). To quote Parry (201f)ibraries

are certainly not the only institutional structurésough which these literacies can be
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encouraged and promotéed The i nternet has transformed th

reading because people like Sisanda have access to information at their fingertips.

Thandohad a different experience from theepious participants. He commented that he and his
classmatesverei f o r toegd t the local library and register by their teacHerdividual

interview, May 2017)Again, the teacher as a literacy sponsor is evidemhand®@ s c o mment .
This also suggés the importance of the teachers in cultivating library use as a positive practice
without this role, the availability of the library does not enable literacy in and of iiseifh n 6 s

high school experience supports this observation. Although thera Vilasry at school it was

never used because the teachers never required or encouraged the learners to visit it. As he put it

i n hi s iltnstup to ydu eviaether fiou read or ndindividual interview, May 2017)

Nceba recounted a situation at fsec h o o | where the room call ed 1
longer contained books, but instead functioned as a meeting room forfe@emr conferences.

The books were kept in a different room, where they got dusty from lack dfingigidual
interview,May 2017). John and Ncebabs narratives br
which acts as a constraining factor and has r
the library is no longer actually structurally present to enableetted ner s6 | i t er aci e
| v a(d997, p.83) argue that the tefpracticedenote the plural nature of literacy and as such

literacy practices would encompass not just linguistic and discoursal choices, but also physically
entering a library. Yetthe narratives presented in this section indicate that some literacy
practices are valued and privileged over oth&arton and Hamilton, 2012)The discussion

above foregroursitwo discourses. The first is around the necessary contradiction in the CS of
schooling in South Africa. The second is thahile schools must have libraries, information

literacies are not valued #sedata presented above indicates.
6.4.3Influence of spirituality

Barton and Hami |l t on (2012, tpiter&cles aaseciaed Wwith t h a't
di fferent domains of l'ifed and that Al iterac
power relationships, and some literacies become more dominant, visible and influential than

ot her s op.1l¢12)0 Aszyvidengdas indicated in this chapter, students engage in literacy
practices in different domainéccording to Barton and Hamilton (2000, pt8)s denotes the
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idea of |iteracy as a soci al practice because

particular areas of their |ives, which they se

Outside the school domain, some students in this study engaged in literacy practices as part of
their religion. In this case reading and writing are important for participatiohurch services,

Bible study, preaching and fellowshiphandoand Sisanda identify themselves as born again
Christians and their commitment to their faith enables them to read and write. For example,
Thandocommented that he enjoys reading spiritual Isosich as th8ible because they are
available in his language:

So outside school | used to read maybe spiritual books. | like spiritual books a lot. Things
like the bible and all that. | would read in my own language but now because there are
different vesions of the bible, | choose the one that suits me. | would read on my own and
in both Sepedi and English. So right now, there are a lot of bibles around. | can choose
the one that | know this one suits (fredividual interview, May 2017).

As discussedni earlier sections, the availability of resources enabled students to engage in
reading practices and the same can be said’i@ndoas indicated in the comment above.

Another situation linked to his Christian faith that enabldéndoto engage in readinand

writing is his involvement in different activities such as preaching and being the secretary of the
youth ministry at his church. Being part of the youth ministry compdiied to engage in
reading spiritual bookslreadh ¢helme f oo mBénti sd i as Kk
part of the youth ministry, we used to choose one Friday in every month to discuss our
understanding of certain chapter of tBéle. We would read the chapter and every one of us
explain their und e(@ndiidaahitearviewy, Mayf2017)\What iseViderpin e r 0
Thand@ s narrative i s that b eanengbling situation forf himttch e ¢ h
engage in reading and writing practices. In this ctee data showed that religion created an
enabling condition that exerted influence octhandoand Si sandaés engageme
practices such as reading tB#le or preaching. In this case, as Papen (2005) argues, religion
motivated students such &sandoto read spiritual books.

Another enabling faor associated with spirituality is the availability and accessibility of
religious resources such as books and bil#\esnoted earlier on, easy access to resources was

also an enabling for students to engage in readingndohad a literacy sponsor wipyovided

120



him with books.He commentedil read spiritual books because my pastor would share them

with me. | read them to know more about Christianity and faith and some | read them just to be

i nspired ainddidual pnterviéwt, May @017)Thandoalso mentioned that he read

spiritual books because they were the only books he had access to saying that the reason for
reading only spiritual books ihati é at t hat ti me spiritual books
access t o bec autslsoashd meniipnediratsetcantments that he read them to

access religious informatiofi | read them for Christian knowl e
2017). As indicated in the previous sections, access to resources such as books, newspapers,
magazines, antlbraries played a meaningful role in enabling students to engage in literacy
practices both at home and school. Thu§hand® s case having access to
social good as Gee (2014) asserts which shaped his engagement in literacgspsaciic as

reading and by implication writing.

Part of the enabling effect that religion broughtTorndois a literacy sponsor ithe form of his

pastor who provided books and motivated him to read as indicated in this cofihentc an s ay
my pastor madene read them Thand® s narrative demonstrates t|
sponsors played i n shapi ngThandg Sidaada talsodidertifies e r a c
herselfas astaunch borragain Christian. She mentioned that she and her family atpogular

Pentecostal church based in Sandton, where she also asamesisher. On top of that she and

her family also attend Bible study group (commonly referred to as cell or connect group) once

a week forBible study. During this session, the groempgages imBible reading and discussion

which entails sharing their thoughts and ideas about scripture readings. Sisanda says:

But now | read the bible a lot at my church we are encouraged to read the bible and we

also have cell groups, so we meet a gwdlednesday and talk about what we have read.

It helps us know God because | am a bagain Christian. Our pastor tells us to read

the bible every Sunday when we attend chur
at church it is part of serving but wad a lot of bible reading and fellowshipping with

other believers so jafindividual interview, May 2017)

The narrative presented in this section of the chapter affirms the importance of literacy sponsors
and the availabilityf resources such as bookgwspapers and magazines as enabling factors in
studenté engagement in literacy practices. For students suchihasdoand Sisanda their

identityagas nAldirn sti anod cr e aaldedthemeto angdge ing s i t
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specific literacy practice for example, reading and interpreting Biele, preaching, discussions

of Bible versesetc. In this instance, being part of a church forms part of their identity which
required them to take on literacies associated with that identity, and vice thatsthe more

they engaged with the literacies, the strongeir tigentity grows. These spiritualiynked
literacies and the other literacy practices discussed in previous sections provide insight into what
literacies the student participants in thiadst possess which could either enable or constrain

themas they engagkwith academic discourses at the university level.
6.5 Students expectations abouWURU

The previous sections in this chapter presented the literacy practices stadartsthe
morptogenetic cycle with atsTThi s section focuses on student s
they signed up for WURU .MargaretArcher (2003, p.103) contends that as human beings we

use our internal dialogue t o A markyiagourpeligdssur mi n
and inclinations, diagnosing our situations, deliberating about our concerns and defining our own
projectso. This internal di al ogue happens thr
on their circumstances, and this in tutmages their course of action (Archer, 2003, p.16).
MargaretArcher (2003, p.167) claims that

Everybody is a reflexive being. This means we deliberate about our circumstances in
relation to ourselves and, in the light of these deliberations, we deteoumewn
personal courses of action in society. Nevertheless, we do not all exercise our reflexivity

in the same way.

In this case, students had to engage in internal conversatordeliberate about their
circumstance (i.e., failing their first assignmeand this situation created a situation logic that
shaped their decision to sign up MWURU. Therefore, it felt right to include this section to
showcase what concerned students the most and how these concerns motivated them to
participate in WURU. As nted in chapter 6, students were invited to participate in WURU
project because of their poor performance on the first assignment in Edud&itidies 1.
However, it should also be noted that students had a choice to either agree to participate in the
progamme or not. Thus, this section was necessary to give an indication of what these students
deliberated about the moshenthey signed up for WURU.
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All students had concerns about their education because they had performed poorly in the first
assignmentBongani saidfiWell that time was the most critical time of my life. | was bitter about

my first assignment that | got 30%.(Secondindividual interview, October 2017). Sizwe also
shared similar sentiments saying that:

For me it was that difficult buwhen | saw my marks, | did not know what was wrong. So,

| went to my tutor who marked to explain why | got 42 and he did not explain clearly
why. | also went to my course coordinator who said | did not mention some points but 42
is too low maybe 60 sometlyi. So, yal{Second Individual interview, October 2017).

In the same vein, Nceba also commented as fstlow

Ok so | felt so sad, and | felt like | am failure. And | cannot cope with university | felt so
d e pr e s(Seexhcladividual interview, Octobef27).

(2007) argues when human beings engage in internal conversation, they use emotions
throughout. These emotignsccording to Margaret Archer (2000:193) express what is

important to us and help us to arrive atraque modus vivendia s eti cods ¢p rtalcat f a
what matters most to the agent and takes cognisance of what cannot be.aMmidegh our

emotions we take action becapasArcher, M.,(2007) explainsi our emoti ons (as d
moods) are commentaries on our concerns, whiphpsl y t he &éshoving power ¢
(or the resistance resulting in inactiaan) o. S
emotions to describe how they feel after the failing an assignment. In other words, the situational
logic that energed because of failing the first assignment motivated them to sign up for WURU.

Il n this case, the situational |l ogic is not d
1995, p.229) agentso6 interpret dctcontexts-iathid act i ¢
study, students (Archer, 1995, p.214).

Given studentsconcerns described above, their main personal project in term of this study was
to pass. Thus, they were appreciative of being invited to take part in WURU because they would

gethelp, and this is evidenced in the comments. Bongani had this to say:

| thought she (lecturer) is the one who hooked me up with the people of WURU to send
me an email. Then | said ok fine | think this is a fresh start to be resilient and | felt like
sendng a reply, but | could not because thenail was not for reply. Then a few days
later | heard my friend say she also got thmail, and we went to WURU to sign up for
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our specific time. Yah | felt as if it is sort of a chance given to me to actuailyliowe to
do things in varsitySecond Individual interview, October 2017)

Bongani 6 s mo v eosioushand coraneunicateureflexivity. For example, he talks
about beingi r e s i His wWdtimateproject as indicated in the comment above is to leawn h
todofit hi ngs i nAlthough heeloes not glabarate thet h i,rnitgssclear that he
understansl thatfor him to succeed he needs to know how the university operates. Dudu also

shared her thoughts saying:

umm the amail. | was actually reliesd because | thought | will not go to school this
year. So, it was a break. | was really happy. It was a relief, and | was very happy. After
getting my first assignment | was very stressed. | just thought maybe varsity is not for me.
That | am not copingrad maybe | should just deregister. So, me getting-thaikthat |

should go to the writing center was a stress reliever. Because | get to get someone to help
me since | was really struggling with academic writing. So, | was not disappointed with
the emal however | was very pleasé8econdndividual interview, October 2017)

Dudu had multiple ultimate concerns which ranged from being worried about deregistering from
university but alscabout academic writing. As she indicates the comments failing tfs fi
assignment had created a situational logic which motivated her to sign up for WURU with the

hope of getting help. Sisanda had this to say:

| was very happy because | knew it would help me improve in terms of writing essays,
English and referencing lbause my first was so bad in referencing. | just did not know
anything. Yah | was happy that | was going to get some help and | knew it would improve
my markgSecond Individual interview, October 2017)
Sisanda also had several consaanging from writhg essaysindreferencingand addressing
these would enable her to achieve her project which is improving her marks. John and Sizwe also
had shared that they felt good because they were getting help. John commented sgifollonf e | t
good because | knew was going to be hel f(secand ladivduali mpr o\

interview, October 20173izwe also shared similar sentiments saying that:

| can say | received thatma i | , and | didndét take into corl
but Christinatoldne t hat ur i because she attended tw
they help you with explaining assignments explaining some of the concepts and stuff like

that and then | decided to come for that. | felt gd&dcond Individual interview,

October 2Q7).

Nceba also felt that signing up for WURU was going to be:help
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| was like maybe this was going to be helpful. Because yes truly speaking | cannot like
other modules are hard for me maybe it is going to help somewhere somehow. Then |
went thergSecomwl Individual interview, October 2017)

As the evidence presented above indgate st udent s6 wul ti mate concer
marks, learn how to write academic essagd for some it was to learn how to reference. In

other words, students desire #oxial capital, the place in the SS that the degree will give them.
6.6 Summary of the chapter

This chapter presented data on studentsod pri
intervention programme. The aim was to show what literacy practiee students possessed

when they joined WURU and the implication these have for academic literacy practices at
university level. The chapter explored the structural and cultural conditioning that shaped the
student s6 engage menthsmewmndtsdinool Rintirgs iadcate thatrsadents ¢ e s
did engage in different literacy practices but most prominent were those associated with school.
The influence of CAPS and the culture of fitea
students to mgage in reading and writing only in specific ways. But there were other enabling
conditions such as individual paremesgency Despite challenging socieconomic and class
circumstances, some still managed to be powerfully positive literacy sponsorsasvio¢hers

remaired passive under adversity. Tlohapteralso presented studeétsoncerns and projects

which motivated them to sign up for WURU. While this chapter indicates that students engaged

in literacy practices at home and school, the evidencepted in the next two chapters gives a
different picture. In the next chaptéherefore, | preserihe second of the conceptual chapters.

This chapter provides a contextual profile of WURU examining stmactural and cultural
conditioningwhich createcenablements aror constraintghat shaped t udent sdé | ear ni
their participation in WURUTherefore this chapter presents thmorphogenetic cycle ;iwhich

created conditioning situations for students.
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CHAPTER SEVEN: CONTEXTUAL PROFILE OF PROJECT WRITE UP
READ UP (WURU)

7.1 Introduction

This is the second of the two contextual chapters and provides a detailed description of the
academic literacy intervention programme (WURU). Margaret Archer (1995, 1996) foregrounds

the importance ofhie context in which people are involuntarily placed but which nonetheless
conditions their l i ves by acting as enabl er
morphogenetic approach, which | presented in chapter 4, my focus in this chapter is to present

the structural and cultural conditions af that students encountered as they participated in
WURU. This intervention programme does not operate in isolation but is influenced and shaped

by broader structural and cultural conditions at national and uitivéesels. | therefore begin

this chapter with a brief discussion of the University of Witwatersrand, locating the intervention
within the universityos broader context. I 1
established, its aims and objectives, tkherall structure of the programme, and its teaching and
learning approach. | finally describe the Education Studies 1 course giving insight into its two
modules and the peer tutors who are key players in WURU. Data for this was primarily derived

from the 2017 Education Studies course documentation which included:

1 course outlines,
assessment tasks,

reading resources in the form of articles,

1

1

1 WURU tutorial resource materials and formal reports,

1 individual interview with the coordinator, focus group miews with peer tutors, and
1

observations.
7.2 Structural conditioning at T;. before WURU
7.2.1The University of thewWitwatersrand(Wits)

Archer, S. (2017:1) argues that universities in South Africa serve two core functiangely the

first order functon which is research and teachirajnd the second order function which is
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redressing the injustices of the past. In other wordbli@ universities in South Africa have to
contribute to research and teaching because they are sitwétad global structues of
academiaTheyalsohave to contribute to the national interests becthesgare also situated in

the national structures of government and business and thus are expected to contribute to each of
those entities. On top of thaouth African publicuniversities also have an obligation to the
institutional structures of academic freedom and the emergent properties that result from
relationship between theseéAs a research intensive universityhe University of the
Witwatersranduses different avenseo fulfil the roles described above. Through initiagisach

as WURU, the university getto contribute towards the national interebts ensuring that
students finistand graduate ithe prescribedime. Thus, it was imperative to locate WURU in

this lroad context with the aim of understanding the morphogenetic cycle of T

The discussions presented in chapfeand 2 provided some insight into what is happening in
universities regarding student enrolment, access, completionpdtoptes, attritiongraduation

and throughput. Thgovernmentrelies on institutions such as universities to carry out their
planned agendas through policies to address issues of equity, inclusion and transformation. These
policies influence the way in which universities mgie, the kinds of students their structure
envisage, and the kind of academic support therefore needed to help students succeed.
Consequently, it is important for me to give a brief account of Wits to shed light on the context

in which the interventionnppgramme operates.
7211Br i ef history of studeWWitwatérsrandr ol ment demog

Wits was one of the first historically white liberal (English medium) universities to admit a small
number of black students in the 1980s and the first to miaaademic support programmes to
support these student¥dlbrecht & Boughey, 2004) (see detailed discussion on academic
support in chapter 3)For this reason, the university prides itseif being one of the first
institutiors to open its doors to prewisly excluded groups of people and provide access to those
who were denied admissiam higher educatiorfTeaching & Learning Review, 2019). The
national political change in 1994 brought necessary incompatibility into the university system
such as studentfrom different backgroundsThis meant there would a situational logic

containment and compromiselhe opening of universities to students from different

127



background can be viewed as a compromise intended to fulfil the-ppattheid agend#®ost

1994 hasseen an increase in the number of black students from working class and rural
backgrounds enrolling at the institution, creating a much more diverse student body (CHE,
2010).

Statistics show that there has been significant growth in student enrolmergraumkhe past

19 years by almost 50% (TeachingL&arning Review Report, 2019, p.6); in 2000 the student
numbers were just under POO, and in 2009 just over 29 000. Numbers contthtee rise in
2018 to a total of 3953 students, with blacktudents cmprising 82.94% of the student
population, while their white counterparts aeaup 16.93% (University of th&Vitwatersrand
2018, Annual Report)’he Teaching and Learning Review report (2019) indicated th@0G8
students were enrolled at the university2i9, slightly lower than the number for 2018, and
that a third of these were postgraduatdhe increase in student enrolments is attributed to
Witwatewsrand2009- 2013 Teaching and Learning Plan and Enrolment Plan whieplaged a
significant role inaccelerating access to higher education (Teaching & Learning Review Report,
2019, p.6).

Despite these positive achievements in access, there are still challenges when it comes to
undergraduate studentoés gr aduatsdgionnForresammes ( S ee€
statistics show thaf the cohort of students who enrolled between 2012 and 2013, only 37%
managed to graduate in minimum time by 2016 for tyese qualifications and 43% for four

year qualifications (De Klerk, Masango, Maleswena|MdDenewade, & Spark2019). As a

result, Wits is committed through various avenuesluding the Learning and Teaching Plan
(2015 - 2019) to provide not just formal access to students but also appropriate academic
support to enable students to succdéhere are changes in the current Learning and Teaching
Plan of 202e2024. For example, the university intends to dawn on the number of
undergraduatstudentsand increaséhe postgraduat@umbers There is also a commitment to
continue with researchdiversify assessment practices, make the curriculum relevant and
responsive to the local and international neeffgr what it terms holistic support for student
learning create spaces and resources that promote learning and provide different modes of

learning opportunities (p.8).
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7.2.1.2Admission policy of the university

The change ithe student demographic profile @itwatersranccan be attributed to the changes

in the wuniversityos admi ssia®ckP ip @ tesponge. iheT he ac
situationallogic created by the 1994 transition to democracy which invdivedtuational logic

of compromig and containment (Nuryatno & Dobson, 2015his means that radical change

like what happened in 1994 miglgad tonegative repercussionsrfall, which results in the

need for coexistence through compromises.

The discourse of transformation and equrtythe cultural system (CS) of South Africa as a
country is strongly reflected in the qudbelow indicating how important these are and the

uni versityds move to ensure these are realize

The University of the Witwatersrand actively advocates the principle of diversity in its
student body. It believes that the student body should reflect diversity of race, gender,
sociceconomic background, rban and rural geographic origin, culture, ethnicity,
disability, religion, sexual orientation, national origin [this is not, of course, an exhaustive
list]. Consequently, its admissions procedures will try to ensure that diversity in the
student body is mintained and further developed, with the eventual goal of mirroring the
demographic profile of the wider Gauteng region. (University of the Witwatersrand
Website)

As such, the statisscas presented in chaptegilre a clear picture of how diverse thedsnt

popul ation has become which is reflective of
national agenda as stipulated in Section 2.14 of the 1997 White Paper on Higher Education that

Athe composition of t he stheudeéreographidoreatitigs optheo gr e s
broader societyo. Wits also explicitly , states
thatis A Equi ty I s valued and requires strategic s
soughtintheraceandmgel er composition of the student bo

(University of the Witwatersrand Website). The policy continues:

The University recognizes that a process of fair discrimination in the admissions policy
will be required for at least éh next decade. It therefore commits itself to the
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development of access principles that do not rely entirely on success in-lecvod
examinations (as reflected in matriculation points rating), for identifying potential
candidates from scholasticallysddvantaged groups and sceiconomically deprived
backgroundgUniversity of the Witwatersrand Website)

Thequote above illustrates how the university negotiates the structural conditions created by the
poor schooling system by providing alternative agbian policies. This is evidenten the

language used in the quotation which shows how much emphasis Wits places on addressing
issues of equity by using alternative ways to provide access to higher education for students from

all background, races, and g@ndes. The Teaching and Learning Review (2019, p.8) also
specifies that Awhil e emphasis is stildl on mi
guintile and the background of the applicant
university aims to ensure that all relevant factors are considered when admitting students. The
same sentiments are reiterated in the Admiss
admi ssion of students must b e ihceple of equity@nds houl
diversity not forgetting the continued recogr
2017, p.2). Again, these ideals are reflective of what South Africa as a country aims to achieve in

terms of making higher education accbksand equitable for all.

In these various documents, Wits acknowledges the challenges brought by the South African
schooling system and its failure to provide equal educational opportunities to all. | have
discussed irsection 1.2 how the dysfunction8buth African schooling system has led to many
students entering university undaepared academically (see Butler, 2013; CHE Report, 2013;
Eybers, 2018; Mkhize & Balfour, 2017; Scott, 2@L7This placeshesestudents at a significant
disadvantage whetiey enter university. The demographic profile of students as shown in the
discussion and statistiés section 1.2also reflects a great diversity in terms of language. Wits
commits itself to providing academic support to all students stipulating thigsimmo as one of

its roles. The role of language in academic performance and academic support must therefore be

di scussed. The next section addresses the uni
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7.2.1.3Language policy (language of teaching and learning)

As discussé in chapter 1 and 2, students enter higher education institutions with diverse
languages and literacy practices. This has implicationtHferdevelopnent of their academic

literacy which is key to enabling them to engage in academic discourses. As Higghlig

chapter 1, students who are second/@nthird language speakers of English, which is the
dominant language ofearning and teaching(LOLT) at South African universities, are

di sadvantaged because they fAmay ode®or cuhusal e e a s
practices of the academic communitieso ( McKe

Aepi stemol ogi cal accesso (CHE Report, 2016 ; E
2007) . Mk hi ze and Bal f our higherCeducation [evelle&®adgmica s s e r
|l iteracy requirements in English remain chall

Scouller et al. (2008, p.168) agree asserting that issues such as language, along with motivation
and course expectationic onebitho cause deficits Emglisha c a d e m

language as LOLT does affect studéatsademic literacy practices.

While the South African Constitution and the Higher Education Language Policy accord every
South African citizen a right to rea@ their education in any official language of their choice,

this is not the case in practice as English is still dominant as the medium of instruction (CHE,
2016). Wits Teaching and Learning Revieeport of 2012 019 (201 9, p.15) f ol
than h# of the first year UG students were not taught in their home language in high school.

The highest percentage was recorded in 2018 at 59% of thgefsstudent population

The university documents emphsesthe importance of linguistic diversity amdhat it brings to

the university, city and country at large. Sitlbe University ofthe Witwatersrands situated in

one of the most culturally and linguistically diverse cities in the country, it aims to reflect this
diversity on its campus. As a formativersity document approved by the senate and council, the
University of theWitwatersrand_anguage Policy is informed by the South African Constitution

(Act No. 108 of 1996) which mandates institutionsighereducation to have language policies

thata e transformative and reflect the countryo

university website states that:
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e [i]n its mission to offer education with
University of the Witwatersrand recogek that learning the languages of South Africa is

not only an important means of enhancing understanding of one another, but also an
imperative in producing multilingual graduate&/n{versity of the Witwatersrand
LanguagdPolicy, 2014)

Yet, though the university acknowledges the importance of multilingualism as a way of
representing t he lyamaulturaly ydvesse population, las staged aldove,
English is still predominantly the medium of instruction. ThisAioher, M.p s | a,crgates g e

a necessary incompatibility because on the one hand at the CS level multilingualism is valued
and promoted, but at theGlevel on the other handEnglish ispragmaticallypreferred as the
LOLT. A study conduct ed nngDivsiorein 2018ishowed thatt y 6 s
English was the preferred language of communication at the university (Strategic Planning
Division, 2014), followed by IsiZuluand it was advocated that IsiZulu be used in parallel with
English as an official language obmmunication (Strategic Planning Division, 2014). Though

the university is aware that using English as the medium of instruction constrains many students,
those applying to the university are required to be proficient in English. Sectiono#.thé

Humanities and School of Education Rules and Syllabuses Booklet states that:

All applicantsfor admissioné t o  eumigulum leading to aqualification must have
passed English as a first or second language (higher gradetrtulation or passed
English hane language or first additional language in the NS®GIGr(V) or at a level
considered equivalent by ti$&=nateor deemed to be equivalent by legislation (Rules and

Syllabuses; 2019, p.18mphasis imriginal text)

Therefore, while the university througts admission and language policies acknowledges the
importance of multilingualism, inclusivity, and diversity, its rules as indicated above do not
always reflect this. The fact that proficiency in English is a prerequisite for admission into the
universiy s refl ective of the uni verwhichNabakulai nf | e x
and Prozesky (2019, p.41) point out are themselves remnants of the colonial ideologies that still
shape university practices in South Africa. However, we cannot tfahge the university

operatsin a globalsed world and coloniality shapes the globadi world, so if we are to prepare
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students for livelihoods in this world, we also have to give them access to dominant ideologies

and forms of knowledge and communicati. Janks (2004) refers to t
to which she argues that providing people wit
perpetuating and increasing iits dominanceo &
| angua g etesfiheiemapgiedlisateon in a society that continues to recognise this language

as a mark of di stinctiono hence denying them
language; resources which have developed as a consequence of the languaga'sh domio

(Janks, 2004, p.33).

What Janks illustrates in the quote above is that universities find themselves stuck in an
impossible situation. On the one hand, using English as medium of instruction inhibits some
students by constraining their engagement vatademic discourses hence denying them
epistemologicalaccess. On the other hand, the university has to produce graduates who are
capable of communicating in a global language that is dominant such as English. Global
discourses and structures as discusseadhapter 3 thus play a major role in influencing
university policies on access, language, curriculum, and technology use. As noted previously, the
university does acknowledge that using English as a medium of instruction acts as a constraint
for the graup of students who are second language English speakers. For example, it is stated on
the university website under the admission p
tertiary language of instruction disadvantages setamguage English learnérg-or education
students, there are additional requirements with regards to lan@exgi®n 2.10.2 states that

Student 6s competence to wuse, as a medi um
otherwise permitted by the senate, at least one otherabf$outh African language or

another approved by the senate shall be reflected on as an endorsement on the degree
certificate (Rules and Syllabuses Humanitghication, 2019, p.60)

The issue of language as presented aboae@tentious one and hasplications for the way
academic literacy support is conceptualised and presented to students. For esj\faxsaring
English is commmentary with their other aims of the corporate university if chasing global
rankings, pr odu c i nggadudieg Thede aims can &lso e fosnd tiea s
University of the Witwatersrand documentation as shown above and indicates that
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Witwatersrandresponds to this situational logic protection. However, the language policy as
discussion places students in tlagegory of primary agents with their PEP beltrgglish second
language speakees their defining feature. Language in this study came up as a constraint to
students. Despite mentioning that thegre taught in English at high school, student felt they
coud not participate in discussions during WURU sessimecause they were not confident in
speaking EnglishBoth peer tutors and students cited the English language as a constraint which
prevented students from contributing towards the discussians.pee tutorsexplained most

students struggle to express themselves in English:

A lot of time they struggle to express themselves in a language which is not their
language(FGI* with peer tutors, 2017).

The comments above indicate studémissition as seconthnguage speaker of English which
forces them to remain primary agents because of their inability to use the language. Similarly,
another peer tutor also commented on how the language as the medium of instruction limits the

students6 abidity to communicat

WURU session should not only help academically only because | had one student who
was very emotional the first day, she came she even cried the first time she came and
because | could not communicate with her in language, she could communicate
everything in her language. Even her writing was weak, but she could not say what she
wanted to say because she does not know how to d@-tetvith peer tutors, 2017).

In the comment above, the peer tutor is witnessing the erdatiem reflexivity of the stuah
which also indicates that the studentds inte
sees no way out of this quandary with Englifhandoshared his experiences commenting on

how he felt challenged participating in WURU because of languitgsaid

Participating in WURU was challenging for me because of language, in order to
participate | had to speak English of whic
comfortable speaking any language other than my home language Sépeigidud

second interview2017.

In the same manner John and Sizwe also explained that language was the biggest problem during
participation in WURU. John explained that language restrained him from engaging in group

work:

*Focus group interviews
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English was the big problem during tkheration of the program and especially at the
beginning. | was not able to participate effectively during lectures and tutorials and
group work(Individual second interview, 2017).

Si zwe ds wo% dhe coestrginh that language can be for students e@therwise
understand the work.

Speaking English was the problem, because if | want to explain a concept or discuss like
sociological imagination and show kuti how you understand this concept, but it is
difficult because | am not good in English. It makes feel not so confident in myself.
Sometimes | know things, but | cannot say them. \{lalllividual second interview
2017).
When | asked one peer tutor what she does if students are not participating in the discussion, she
explained that she allows hstudents to use their home language during group discussions and

then later she comes in to assist and interpret what has been discussed and guide them:

| get them to write in their home language and share with others and once they have done
that, they tanslate it in English and then we look and see how we can make it look more
academic so to spedkGI with peer tutors, 2017).

The peer tutor 6s c¢ o mmallyarising freenftie aecdssary toetradsciion u a t i
due to the peer tutor findingaysinthe 8C t o A uni f gfénddf knewledge withh then t s
universityds valued practice of academic writ
group sessianThe peer tutor would ask students to use their mother language to explain the
concept before translatingiiito English. She also often used to ask students if they understood
IsiZulu and usé IsiZulu to explain (Observation, June 2017). The next section discusses
academic support dhe University ofthe Witwatersrand In a conalision, the discussions on

| anguage in this secti on thehevelofpriraaytagersttanddhesnt s 6
is evidencd in how they feel discouragedvhich prohibits themfrom proceethg in their

personal projects of participating in WURand also doing better in their studies.
7.2.1.4Academic support athe University of the Witwatersrand

I n chapter 1, | discussed the impact the Sout
rates, and the implicatisrthis has for studendgarticipation, completion, and graduation in
higher educatioyparticularly when it comes to black students who are affected most severely. In

sectionl.2 of chapter 1 anth chapter3 respectively, | presentelkbbates around issues of access
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and the implications for the kinds of academic support provided in South Africa universities

includingWits.

As noted onsectionl1.4 of chapter 1, the university is determined that ewndent who is

admitted is provided with appropriate academic support to enable them to succeed.
Witwatersrandacknowledges the challenges that come widéimsitioning from high school to

higher educatiorparticularly for students who come from cultubalckgrounds that are different

from the university culture and practicéidhe importance of academic support to completion

rates is also reflective of the national ageddaussedibove. Academic support programmes

such as WURU thus play an extremely #igant role inreabi ng t he universit
around student access asutcess. In Archerian language, the introduction of academic support
indicates a necessary contradiction between CS and SS because schools are expected to prepare
students for uniersity. Yet, in reality at the-§ level students arrive underpreparéence
compelling the university to respond to that challenge which indicates a compromise and

containment by the university.

Universities as structures set the structural and culoaraditions in which first year students

find themselves and as primary agents studsotsetimesare not in a position to challenge
expectations placed on them (Archer, 1998argaretArcher says of primargagents thafit h e

kind of agents that they stayut being, without any choice, due to parentage and social context,
profoundly influences what type of actor they can choose to beé&camed t hat ncer
opportunities and information are open to the privileged and closed to tqgnanv i | egedo, v
meens that t hough Aoptions are not deter mi nec
stacked very differently for the two grougprivileged and noprivilegedp ( Ar cher , 20
p.285). Some students &dargaret Archer describes are not privileged anckréfore find

themselves constrained by the structural and cultural conslitigthin the university which

arises from diachronic historical forces (cokation, ongoing globalisation) and local histories
(apartheid). They need support that will enablenthi® navigate the structural and cultural
conditions within the university. The university is obligated to provide such support to all
students admitted, so that they have fair and equal access not only to the campus but more
importantly to academic suceedJniversity documentation reflects awareness of this obligation

and of the important role academic support plays in ensuring student retention and success
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Once a student is admitted to the University, the University undertakes to provide
whatever educainal support may be reasonably expected for him or her to have equal
access to academic success. With this in mind, we will also attempt to foster a richly
inclusive and welcoming institutional culture, and to conduct regular reviews of

curricula, programmes, and pedagogy, to make sure that these to take account of the

diversity we wish to foster (Universityf WitwatersrandAdmission Policy, 2017)

The policy wording in the quote above reflects contradictions between the cultural discourses in
theunivesi t y6 CS and it s 0rS&.IThid also begswhe gubstiahtheerolec ount r
of the university to make ufor the failure of the schooling system and also between social

justice and the discourses of efficiency associated with the third fihaseitional development

phase) discussed in chapter 3

Universities are under pressure to respond tditifa@sformation imperative(MitoumbaTindy,

2017, p. 69) and academic support is integral to this. The samatives around academic
supported ee visible in the Review of Teaching and Learning Plan 2PQ%59 which states a
Acommit ment from t hesrandmanagemeni ang académicsMo twarla t e r
proactively with students to ensure they are given the appropriate support and persoral attent

to facilitate their succeesThe narrati ve developed in the uni
i ssues of transformation in higher educati on
who are identified as in need of academic suppe@rtpaovided with this support in appropriate

form. These discourses around student access and success suggest that the university would do
whatever is necessary to help students to fit into its smdiaral context, but not that the
university will changdahese same social and cultural practices that can act as barriers to student
learning. The documents also highlight the pressure universities in South Africa are under to
ensure formal access translates into success to ensure throughput (Andrianajgs6R04 $ull

account of the different or various academic support structures provided to students is beyond the
scope of this study. Having set out a brief survey of the discourses around academic support at
Witwatersrangd| now describe the specific soprt programmewhich is the focus of my study,

WURU.
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7.2.2WURU academic support programme

The previous section set up the university as operating at the intersection of contradictory
discourses and historical trends and this marmseT; and within thiscontext WURU emerged.
As | discuss above, according to thniversity of the Witwatersrandadmission policy,

Witwatersrand

ecommits itself to the devel opment of acc
success in schodtaving examinations (asflected in matriculation points rating), for
identifying potential candidates from scholastically disadvantaged groups and socio
economically deprived backgrounds (University WitwatersrandAdmission Policy,

2017)

WURU (Write Up Read Up) was establishm 2014at theWitwatersrandSchool of Education

as an academic support programme for-fpesir Education students consonant with the spirit of

this commitment. The programme was initiated after the university decided to incréagsdits
first-year irtake by 250 students in 2014. These were students admitted with Matric points below
the university cutoff point who nonetheless showed potential to succeed as the quote above
indicates. This increase in student numsbiarsed concerns regarding the acaderaadiness of

all first-year Education students. The tHesad of the School of Education together with the
Writing Centre coordinator decided that all figgar students should be tested in academic
literacy for two main reasons: 1) to assess the extenthich these students were prepared to
cope with the typical academic demands of tertiary studied 2) to highlight the kinds of
teaching and learning approaches that might be considered by the School to enable students to
better cope with these a@dic demandsWURU Report, 2014). This is what the coordinator

commented:

el thought, wel |, to i dentify those student
validated, it is reliable, and it is not a test that relies heavily on what studentsédwawe in

school , so it |l ooks at the potential. ewhat

the NBTs, we would pay them to do an analysis of our students, the literacy levels, to get a
sense of what are the main areas of their weakness, howecammthat into an intervention
for students that is productivémhdividual interview with the coordinator, June 2017)
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The School of Education (WSOE) commissioned the University of Cape Town to administer the

Academic Literacy component of the NatioBa&nchmark TestNBTSs) to all first years.
7.2.2.1Academicliteracy (AL) portion of NBTs

The NBT hasthree core areas, Academic Literacy (AL), Quantitative Literacy (QL) and
Mathematics (MAT); in this instance oncademicLiteracy was administered. Tliest cohort

of students was tested in 2014 with a total of 689 B.Ed. students taking the test. Of the 689
students, 120 who scored below 40% were invited to participate in the support programme.
Similar steps were followed in 201A total of 600 studestwrote the test and of that number,

again, 120 students who scored below 45% were selected to participate in WURU. Table 2
below indicates the academic literacy skills assessed in the NBTs AL component for the School

of Education. These skills areas regmet the CEPf the discourses of academic literacy that
charactese t he wuniversitydos CS. They appear for di

problem that needs to be described, quantified, and taught.

Table2:Criteriaused to assess B.Ed. students' Academic literacy (Source 2014 WURU Report)

AL skills area Explanation of skills area

Separating the essential from the remsential Readerds capacity to s
detail, statements, and examples; faatsl opinions;
propositions and their arguments; being able
classify, categose and label

Extrapolation, application and inferencing Reader 0s capacity to o
insights either on the basis of what is stated in the

® The NBTSs were established 2005 by Higher Education South Africa (HESA), currently known as Universities
South Africa (USA). The objective behind this test is to assess the readiness of potential prospective students
applying to universities. Students are assessed in three casendnieh include Academic Literacy (AL),
Quantitative Literacy (QL) and Mathematics (MAT) (see Du Plessis and Gerber, 2012). Du Plessis and Gerber
(2012, p.84) state that the overall intention behind the NBTs was to:
1 provide institutions with informatiorhat is additional and complementary to school leaving results that will
assist them in the admission and placement of students in appropriate HE curricula and in programme provision.
1 assess the enttgvel academic and quantitative literacy and mathemptficiency of students
9 assess the relationship between efamel proficiency and schodével exit outcomes.
1 provide information to assist in the placement of students in appropriate curricular routes (e.g., regular,
augmented, extended, bridgingoufa d at i on programmes); and to studentsbd
1 inform the development of curriculum for higher education programmes.

® They are cultural because they represent theory, norms, values and practices that held about reading.and writing
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or impliedby these texts

Understanding discourse relations between part
the text

Reader és capacity to se
of discourse and argument, by paying attention, wi

and between paragraphs texts, to transitions ir
arguments, superdinate and subordinate ideg
introduction and conclusion; logical development

Reader 0s abilities t o
meanings from context

Vocabulary

Reader 0s abilities to
metaphor in languagdhis includes their capacity t
perceive language connotation, word play, ambigt
idiomatic expressions, and so on

Metaphorical expression

Perceiving and understanding cohesion in text Reader 6s abilities to
cataphoric links in texts to the angglents or wha
follows

Understanding communicative function of sentenc Reader 6s abilities to

discourse define other parts; or are examples of id
or are supports for arguments, or attempts to persu

Reader 6s abilities t o
purpose in writing, including an ability to understa
text register (formality/informality) and tone (didact
informative/ persuasive/etc.)

Understandingext genre

Table 3 below offers a summary of results from thest NBT test for the 2014 cohort. This
summary highlights student performance, indicating the number of students per level and

percentage for each category.

Table3: Number of students under the benchmark level and percentagehrcategory (Source
WURU Report, 2017)

Benchmark level

Numbers of students

Percentage cohort

Basic (lowest level) 95 14%
Intermediate lower 218 32%
Intermediate Upper 288 42%
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Proficient (most advanced) | 85 12%

As the table shows, of the 2014 cohoirstudents 95 students, that is, 14% of the total number
performed at the lowest or basic level. The largest percentage of students fell into the
intermediate upper level, that is, 288 or 42% of the class. Coming in second was the intermediate
lower caegory with 218 students, 32% percent of the students who wrote. Only 85 students, or
12%, performed at the level of proficient, which is the highest level in the test. As noted by the
WURU coordinatorthe programme was established to support stedemsdered at risk after

taking the NBTswhowould need support to academically succeed.

According to the WURU report, the following were the key issues revealed by analysis of the
AL test. Firstly, students who performed at the basic and intermediatestevggled mostly

with identifying the main ideas in the paragraph, making extrapolations and inferences, and
building an argument. The analysis also showed that all students including those who performed
at the proficiency level had limited vocabulary. Ookethe key difficulties identified with
vocabulary was identifying antonyms. The coordinator commented that:

évocabulary is an issue. Now you and | mi
dictionary for every word. Weesaniwodbesun
A | practice my soccer o0, it is a writing p

work it out. So that inference is something that | do not think they are taught at school. |

think vocabulary is an enormous issue. And it @ BEnglish. | know first language

English students whose vocabulary is weak. You know they do not have a repertoire of
wor ds. That is why the WURU is exposing s
their vocabulary and working out this vocabulary and reueing their dictionary

(Individual interview with the coordinator, June 2017)

When in 2015, the same test was administered to all first year B.Ed. sfualehts 600 who

wrote the test, 120 students who scored below 45% were selected and inyigeticipate in

WURU. Similar problems were identified. The coordinator commented as follow:

They are the same challenges and issues each year. | think there were four main
chall enges that were i1 dentified by ltishe NBT
the inferences, how do you read between th
value. You work out the meaning of words in confgdividual interview with the
coordinator, June 2017).
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The coordinatas comments above illustrate thelcol si on and the contradic
literacy practices and teeexpected practices in the university,@#ich brings out thePEP of
under preparednessSimilarly, peer tutors commented on the challenges student encounter

highlighting reading ash vocabulary. One said:

I think everything is bad. el t I's very tol
pack and see there is so much they need to read and that discourages them already. And

as soon as they start reading and come across wordsdineyt understand, that also

causes them to leave the whole thing. They just opt for waiting for lectures or WURU
sessions or someone to just explain to them. So, | think, yah shame their reading, is so

bad because you can see even in the tutorial yothask questions about things that are

in the reading they do not know because they have not done the reading. Or they just wait

to come to you and hear what you have to say and just walk §a@¥.interview with

peer tutors, 2017

Peer tutorScommentsbhov e ar e r ef | falareé to gxercise Agenshdithis &keepss 0
them atthe level ofprimary agent because they wait for WUR& resolve their struggles
However, the commentiso raise questions about studéhisme and school background and
how these contribute to their passivitifor example, have students beaaghtas most middle
class students are, to ask questions and challenge received knowldumee they had
experiences of looking for and finding help? Chaptaffers insight intothese questionsot

just to help them acquire academic literacies,absdthrough group work and tutoring to show

them how to become more agential

Anot her peer tufiobrasswotltsnwetde English | ang
words we use are very difficalt(FG1 interview with peer tutors, 2017).

In 2016, there was some changes and drourse test designed by the coordinator and one senior
academic staff member was used instead of the NBT (Teaching and Learning Review, 2019,
p.100). The reason for this was the high costhefNBT test. In 2017, students were selected to
participate in WURU by analysing their first EducatiStudies assignments rather than either

the inhouse or NBT. This was made necessary by the disruptioseddy Fees Must Fall
protests that took place from February to May 2017, which caused a delay in starting WURU.
Students who attained below 50% in the assignment were sent an email inviting them to

participate in WURU. These are the students who aregbatis study. Although the initial
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intention of the programme was to serve and support students consi@eresko the

coordinator pointed out that

[Weldi d

already been collabating with tutors in Education Studies 1 and | had decided that was

not want

WURU

t o

j ust

be another

sup

the subject where the support should be embedded, and the Head of the School felt
strongly that we had to take that support into Education Studies and thdd wetjust
keep it with thos students struggling, becauss ih o u | d edefit thpse few students
who are weak but all studentsdividual interview with the coordinator, June 2017)

The comments above from the coordinanalicate structuraglaboration that happened in whic

WURU moved from being an academic support programme &alected few to all students.

This structural elaboration also created a cultural elaboration in terms of deepening a sense of

academic literacy teaching and development as a social practideskudants and not remedial
60 at Consefuéntlysin 20H8etimetdecisian wasymade to extdoRU to

for t he

all first-year Education students. In the interview, the coordirsgtinifurther.

Students are coming to the University of Wiwatersrand and their literacy practices
do not match with that of the university environment and even students who do well in the
test have certain issues and challenges and they need supbpdictidual interview with

the coordinator, June 20117

Thesechanges in the method of selection have led to an increase in the number of students
attending?URU as indicatedn the table below.

Year | Selectioncriteria No. of | No. of | No. of WURU weeks
students WURU
groups
2014 | NBT academic literacy 120 17 11
test (UQT)
2015| NBT academic literacy 120 16 15
test (UCT)
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2016 | In-house comprehensid 116 17 14
test

2017 | First Education | essal 90 12 8*
assignment mark

2018| Voluntary/marketing 240 27 19

2019| Voluntary 300 30 10*

Total number of weeks attended since 2014 assuming 100% attendance*

Table4:Number of students who have participated in WURU since its inception in 2014

Table 3 above shows how student numbers have significantly changed 208, due to
changes in the selection process as described earlier on. Enrolment numbers are also affected by
a second intake of students into WURU after the June exams, which targets students who fail
two or more subjects in the exams. The number oflestts attending WURU in 2017 was
affected by the restructuring of the academic year necessitated by the student protests. This
meant a reduction in the number of contact weeks for WURU students and limited engagement

and exposure for those who enrolledlime because they had just three weeks of contact.
7.2.2.2The nature and structure of WURU

This section describes the nature and structure of WittRéXplore the structural and cultural
conditioning within WURU that may haveeither constraied or enabld students as they
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participated in the activities of the intervention programme. In line M#rgaretAr c her 6 s
(1996) analytical dualism, this section separates structural, cultural and agential conditions to
all ow me to expl ai n mihgamas eaabldd ohoongtrained withiea the s 6 |

programme.

WURU is under the management of théts School of Education Writing Centre. The Writing

Centre directgr who is also the coordinator for WURU, oversees its implementation in
collaboration with the Ediation Studies 1 course lecturers geér tutors. WURU is embedded

in the Education Studies 1 course. The drive to integrate WURUthet&ducation Studies

course is underpinned by the notion that academic literacy is a social practice (as discussed in
chapter 2) that #Adevelops over ti me, and withi
meanings and knowledges are producWdRUasess deba
Education Studies content to facilitate studéatsademic literacy paiices because these are

Ai nfused with certain values and shaped by pa
students have to learn and adhere to when writing. The following are the initial core aims and
objectives oMWURU:

1.l mpr ov e aatingefeciericss 6 r

2.l mprove studentsdé writing efficiency.

3. Build on and extend their disciplinary vocabulary.
Further to develop to achieve the above aim, WURU tutorial sessions focus on a variety of
activities that help students consolidate what they lear@t in the main lecture and involves:

x going through readings

X going over readings for assignments

x discussing essay topics, planning and drafting essays

x learning to structure the paragraphs, introduction and conclusion
x discussing referencing and plagsm

X exam preparatigretc.

The above list is not exhaustive of wetJRU does but all the listed aspects above are geared
towards introducing and orientating students into the ways of being and ddahBducation
Studies 1 course, hence the abovease around the disciplinary content. These generic skills
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focus ontheEducati on Studies 1 course but end up

practices.
7.2.2.3The Education Studies 1 course

Education Studies s the first of the four Educatiotudies core compulsory courses offered
from 15 to 4" year in the B.Ed. The course focuses on four fundamental discipliaeely
Philosophy, Psychology, Sociology and History of Education. First year B.Ed. students take
EducationStudieslcourse as thetore course alongside the other courses suited to their phase
and subject speciation. The course is highly formal and academic literdisgourses arthose

of philosophy and argument not empirical subjects such as methodologgeocoming a
Teached (BAT). TheHead of School and the coordinator felt that it was important WatRU

be embedded in Education Studies 1 because it is the core .condde@dual interview with

coordinator, June 2017)

Both the coordinator and peer tutors also revealetl ahatrong culture of sociocultural
understandingjof literadesshape WURU. For example, the coordinator explained that the core

Education Studies course was also chosen becausditefr&siesfocus:

Because teachers, whatever subject they are goitgach, they need to be aware of the

l iteracy é in their disciplines and academ
think there is an added kind of layer...It is not just developing their academic literacy
practices as students, but also fasure teachers they need to be aware consciously of

those basis. They know how to integrate different aspects of literacy into their
curriculum. (Individual interview with coordinator, June 2017)

The peer tutors also talked about how embedtliigRU into the Education Studies 1 course
was beneficial to students because this embed

specific literacy requirements. For example, one of the peer tutors had this to say

Lea and Street talk about writing, how ead and write in a discipline. For me, when

you are talking about academic literacy, it is about reading and writing yes but
embedded within the discipline. So, it is not just any general skills. And | think, if you
take it back to WURU, that is exactlyha& we are doing. We are working within in
Education Studieseéeit is in education and
education conten{FGI with peer tutors, November 2017)
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This particular tutor was doihemgresdaeh fochkadsoner 6 s
academic support at the time of the interview. In her comments she quotes New Literacies
Studiesscholars Lea and Street (1998) who advocate for the embeddedness of academic support
programmes such a#/URU into disciplines becausecademic literacy practices cannot be

taught outside the discipline. Other peer tutors commented on how using the EdBSuaties

content helped students especially with writamgd developingacademic literaciethat students

could then apply in other bjects. Below are some of extract from focus group interviews with

peer tutors:

Il think the fact that it is infused in edu
the heart of what WURU aims to do is to help students write academically. &b, | fe

l' i keé it benefits them in every other subj
required to write academicall yéAnd that [
structure is differenteéYah but I feel [
academically even if it is done in the context of education studies. | feel like the focus is

on t he .(@6Gliwithipeegtétors, November 2017)

| do believe that for starters it is using the Education studies disciplinary content,

concepts, practiceskills, assumptions and so on to develop their academic literacies

and competences which | think is good in my vig&Il with peer tutors, November

2017)
In the extract from the focus group discussion as presented gis@retutors acknowledge the
importance of embeddingVURU in Education Studies and using its content to facilitate
studentsé academic |iteracy practices particu
that an embedded intervention is taken more seriously by students becaussetiteyalue in
immediate support for particular assessment tasks and thus come when it aligns with their

personal projects. The coordinator had this to say:

| do not believe generic courses are very
not valie them. | think that the way forward for me has always been to work in the
di sci plineéeBecause instead of having two s

issues is, we actually embedded reading and writ{hgdividual interview with the
coordinabr, 2017)

The coordinator draws a distinction between viewing academic support as generic hence viewing
AL as a skill making it a problem of the individual studesmid embeddedness of academic

support which is valued because AL is discipline specificcamtext bound.
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While peer tutors and coordinator felt embedding WURU into Education Studies 1 was a good
idea and beneficial to students, there were mixed views from students. For example, some
students were not happy with the way the Education courserdowas woven int&VURU.

Students felt that the focus on literacy rather than the course content especially when writing

their assignments constrained them. For example, Bosgahi

I think | have some questionsébatedanse t he
focusing on how to structure an essay is boring sometimes. | have some serious problems

of understanding the concept and you are still going to lecture me on how to write an
introduction whereas | do not have the content. | find it problemiti@uld rather use

my 45 minutes to consult BZ and other lecturers so this thing of going to WURU and they

tell how to write something whereas you do not have the content is problematic and that

is why some people are not attendifies| with students, Ne@mber 2017)

Bongani 6s comments show how studentsd expect:
academic support programmes suchMd$RU. The very same comments also show that WURU
someti mes does not agree wit the murse.digreeingwith per s ¢

Bongani,Thandoand Nceba also commented as fokow

| have the same point with my brother hpeinting at Bongani¥ Wh at | have no
is that they are not helping with content. They are not teaching but helping with how to
witeél am that kind of a person, i f 1 am |
way and | understand it this way, when someone tries to explain it in a different way | get

l ost . .. It is hard for me to chawgRUIt he i1
thought even if DR M can teach us URU is going to explain. Only to find out that they do

not explain they just help you with how to write an essay. But there is an improvement,
when | check my first and second assignment as you saw my marks. i§ ren
improvement(FGI with students, November 2017).

What they are saying is true. | can just say sometimes you do not understand the content
WURU does not help you with that of which you have to write. | wish they could change
that and give the conté (FGI with students, November 2017)

These comments show student disappointment in WURU not giving input on course content
especially when they were writing assignmenfse comments also indicate that perhaps
students have a misunderstanding what WURUor or about. WURU is designed with the
content/subject lecturers as discusgedviously In Archerian language, the two comments
above show contradiction CdeveharrdMURUD A €15t ad de S
Other students, however, wergpg with the way WURU is structured. This is what they had to

say:
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WURU i s helping us how to write an essay
With WURU itself, we actually dwell on the essay, on the topic that is given and our
tutors show us usindné content that we are supposed to know. The problem here is, we
need to go there while we have read the article and we have understood the lecture,
because they do not deal with anything that we are not doing in the lecture. So, you need
to concentrate irthe lecture and when you get to the WURU session and she asks the

guestion fAwhat do you want us to do?0o0 y ou
done already for the topic ... It is not like they are only helping you with how to write an
essay howa f | ow, how to use the synonym and |

you with what you have read alreadlfGl with students, November 2017)

| would say a WURU session helps you write your essays, but it does not write the essays
for you. But it hgds you understand that content from the theories that you are given.
They do not just say, it is important they give you the proof of it. They give us things that
we are supposed to use.., and you can also see the change and how it helps you when you
get your marks (FGI with students, November 2017).

Wel | , eif | -yeaa studemteledn just say WWRJthelps you how to write

your essay, how to structure your essay. They do not help you with content. They do not
tell you what you are supposed toiter They give you an idea of how to write. They can
make an exampl e, but they cannot give you
going there, they are expecting to be given answers. | would strongly advise, they do not
give you answers they just agk you(FGI with students, November 2017).

The first commenshows that WUREG gedagogical practices position studeasscorporate

agents. For example, students have to know what they want and work taw&adsinstance

they do the readings becauskey want to pass which in this case could lead to double
morphogenesis (see chapter 8 for details on stad@atible morphogenesis). The comments

al so reveal t hat by participating inTWmURU st
second comment skwvs how in WURU the CS is made explicit for students affording them the
opportunity to resolve any contradict®ro that they can be incorporated into the Education
Studies SS and CS. The last comment reveals that the student is expected to becomédwn acto
themselves. But the comments also reveal that students have a different understanding of the
parameters of WURUGs role in their devel opmer
also highlight the studeriidack of agency, their ability to takeesponsibility for their own

writing. This lack of agency could also be attributed to their weak academic writing \@Bich,
Esambe and Mkonto (2017, p . 1 4-lhguiste kanditianifraom fio f t
secondary school to higher educatafficult to manage As indicated earlier, the coordinator

together with the lecturerplans, designs and structures weekly teaching and learning resources
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in the form of worksheets with tasks and activities that use the Education Studies 1 content.
These follow along with each topic covered in the Education Studies main kectaréhe
Archerianlanguagethis allows for the cultural conditioning Education Studies 1 course to be
made explicit for students in WURU sessions. Thus, in this case-@pr&uces real cultural
elaboration to the studeBtacademic literacy practices in that area. The benefits of embedding
academic literacy support in disciplinessigpportedoy Wingate and Dreiss (2009, p.15) who
argue that students get the opportunitgngage in constructive and experiential learning.

For example, in the interview, the coordinator spoke about how she and one of the lecturers for
Sociology of Education collaborated to design activities for students (see App@nidix

example of activies)

So, | sat with that lecturer every week and worked on the material and in fact the tutor
welcomed it. Because instead of having two sets of questions like what private and public
issues is, we actually embedded reading and writing. So, we took lékéeto use and
analysed the paragraph like what is the main claim and then took an example like
Vuwani and then tackled it. How does it relate to the Sociological imagination and take
the concepts and make them quite...? | think it was quite trandformae i n t hat éw
using the tutorial space to develop reading and writing (Individual interview with the
support coordinator, 2017).

The Education Studies 1 course is further divided into two modedgshology andsociology

of Education and each is stgibed belowThis description of the modules gives an insight into

how the modules are structur@hdwhat is required and expected of students.
7.2.2.4Peer tutors

WURU is administered and implemented by peer tutors because they run the tutomassessi
These are Education students selected from third year to post graduate (PGQEs Hiasters

and PhD). In terms of selection, some peer tutors apply directly to the Writing Centre and others
are recommended by lecturefi$ey are selected based dmetr performance in their academic
work, their writing proficiency, their confidence, and experience working with students, their
availability and commitment to the programme. The coordinator of WURU commented as

follows:

The biggest t tumbygeeréitoss. That ia somebody whe went through
similar issues. Some of the peer tutors are undergraduates. They get 75% and they are
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good students but... | want to see even if they get 92 that they are reflective, that they
have been through and gsu know some of the people, | select started off very shaky,
they did not know the discourse, they were not reflective. And they did not have all the
answers, they had to learn a whole lot of it. They struggled and through their struggles
and talking abotutheir struggle | think they are fantastic role models for the students.
Much better than | would do. | sometimes consult with the students privately and | know
they get a great deal with their peers. | mean | might pick up a few more things because |
ammore experienced, so | might just pick up that their comprehension, coherence or is
problematic. That is not the issue it is about building that relationship that you identify
with someone beyond race and gender issues. It does not matter who it tisatttigey
struggled with their writing. It is sometimes important because some of the Peer tutors
have said they have come from those schools where they were taught very little in terms
of preparation for university and so it is very helpful for them trelthose stories with
students. I think it is brilliant. And t h
level, sociologically and all sorts of levels. How does it feel to be a student, what does it
mean to be a student? Yes, and for me it isiak@sponsibility. | really would like one of

main goal is to make students independent that they can judge for then{setir@slual
interview with the coordinator, 2017)

Added to the above, successful candidates are subjected to a thorough inteemswréotheir
suitability. Once appointed, they are taken through training before they are assigned a group of
students. This training outlines what is required of them. Before they commence their assigned
duties, peer tutors are encouraged and recommeidskadow experienced peer tutors for a

week or two observing how they carry out their duties.

Once all the interviews and training are done, selected peer tutors are assigned a group of
students to facilitate, scaffold learning and offer support foreise of the year. Groups meet

once a week and students engage withdbieirecontent of that week artflis allows students to
consolidate their engagement with the course materials. This schedule can change if both peer
tutors and students agree. In @idth to their duties, peer tutors are also required to attend a
weekly meeting at the Writing Centre. This meeting often involves reflection on their group
sessions. They reflect on what is working and what is not working and often get suggestions
from fdlow peer tutors about different ways they could address some of the challenges they
encounter. This process also positions peer tutors as corporate agents because they work together

to achieve a common goal of helping students acquire the valued acéitbraty practices.

Additionally, this weekly meeting is also when the lecturer and the coordinator brief peer tutors

about the activities designed for the week and how they can be used to help students understand
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what is required by their disciplines. g this briefing, peer tutors get to ask the lecturer
guestions about the content and clarify what the lecturer expects students taridartmere the

emphasis should be. Peer tutors can also ask questions about the assignment task, assessment
criterig the activities, and materials, discuss possible strategies to use during the sessions. In
addition to the training they receive after being appointed and the weekly meetings, peer tutors
are also provided with continuous support and training usually diyea visiting lecturer or the

main Writing Centre director from central campus. These training sessions are aimed at
extending peer tutod&knowledge on how to facilitate, scaffold and assess academic writing and

provide appropriate feedback to studeetgrding academic literacy practices.

The evidence suggests that having gedrsessions allows the firgear students at WURU to
ask questions and actively participate without feeling intimidated or afraid as they would be if it

was a lecturerAnothe peer tutor commented as follow:

There is a lot of hostility towards students instead of generally embracing them. The idea
that they need help or assistance. A lot of lecturers are hostile. Students find it easy to ask
people who can help even if it issj reassurance about asking a question. | think that is
why WURU is useful at the moment. Because it is peers it is dealing with peers and
another student and they are more approach@b(@l interview with Peer tutors, 2017).

In the roleof the lecturerand the PEP of hostility arisingeer tutors find themselves having to
do remedial work they do see as part of their job. Having peer tutors who are in the same field is
an enabling factor to students because they are more knowledgbabtehe BHucation Studies

course and understand the course rules and processes.

7.3 Cultural conditioning at T ;. before WURU

T1: CULTURAL SYSTEM OF WSoE IN TERMS OF ACADEMIC
LITERACY
Cultural system of the academic literacy required of them

A Academic reading
A Essay gere
A Academic writing

Student agency:
A Before arriving at university
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This section of the chapter focuses on the cultural conditioning students encountered before
WURU as they engaged in academic literacy pecastimainly their first assignment. The
comments in this section primarily focus on s

will focus on academic reading, the essay genre, and the academic writing.
7.3.1Academic reading

Reading is emphasad in the Educatiostudies 1 course, and students are encouraged to read
beyond the prescribed primary readings. It is also stipulated in the assessment criteria that
students have to engage with multiple readings to score higher marks (see Agggrfeaxt of
WURUG6s job is to ensure that students engage
materials provided to them in Education Studies 1. The coordinator commented on how reading

is scaffolded during WURU sessions and mentioned some of thegstisaused to help student

with their reading:

To give you an example students have to read a particular text and it lends itself to pre
reading or SQ3R (Survey, Read, Reétte v i elwnpan ¢he pedagogical principles are

activity based. It is really gabg students thinking, and working, writing, free writing, and
paragraph writing. It is using the language. It is discussion, clarifying concepts and working
coll aboratively. | am a firm believer in groc
That is why | try to build that in and then it just takes them to level of thindimgjvidual

interview with the coordinator, 2017)

According tothe comment above, students are given a langiexdféestand in the procedhere
is building of corpora agencyand confidence athey work collaboratively doing and talking
about academic literacy.

As mentioned earlier, students receive what [
contains the coursautline,and all the primary readings studemieed for the semester for each

module. Student are provided with a list of additional reading to supplement the primary
readings. In this, as noted earlier, emphasis is placed reading and students are encouraged to

read. For example, in the 2018 Psyclyylof Education course outline, it is stipulated that

The texts contained i n your Areading pack
component of Education 1, however, these are not the only texts you should read, and it

is expected that you alsmmsult and read some of the additional suggested readings
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listed in the relevant sections of this outline. In this regard it is important to note that
written essays which rely only on the primary texts will generally not receive a high mark
while essays Wch include and demonstrate an understanding of additional readings will
be rewarded accordingly. (Course outline and primary readings: Psychology of Education
2018, p.4)

In the same vein, in the course outline for Sociology of Education 1, studentscanef@med

of the importance of readings

You are provided with a fAReading Packo whi
is essential, and will help you better understand the material provided in the lectures

(Course outline and primary readin@aciology of Education 2018, p.2)

As shown in the two extract above, reading is thus an essential task student have to do to enable
them to engage with content and also write their assignments. These sections of the course pack
mediatethe component of theCS for the studentsthe dispositionsbehaviours, literacies that

are valued in the course, the university, and the global acadéfeiavitness in them the-G
interaction where the lecturer induetsd socialses students into those literacies, pragjand

identities However,the use ohigher academic Englisim the text could act aa constraint to

somestudentdecause of the level of English used

While students are encouraged to read widely, they are also cautioned about using sources such
as Wikipedia. However,no explanatiorprovided inthe course paclexplainsto studentswvhy

they are notacceptable academic sour@esich indicate that the CS and tBEPs of authority

on the part of the lectureenacted in the texs not really helpful.This could be because the
shared understanding of the veracity of Wikipedia as an academic source is assumed to be
shared, rather than seen as needing to be explained. Assumptions like this are part of why so
much work on academic literacy development exigtactically and in research.

However, from studentsd and peer tutorsd conm
contributed to why students struggled with writing their first assignment. Students mentioned
different reasons associated with readitnit constrained them when writing their first

assignment and this includéae amount of reading, not reading enough due to time constraints,
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poor reading skills, struggle with comprehension and vocabulary and the English language. This
affected the wayhey approached the assignmeis. stated aboveahe amount of readings they
had to get through constrained them and this affected the way they apprtecassignment.

Sizwe said:

Like in the first block, I did not read my course pack that much. ljusisscanning. |

realized that when it comes to writing an essay, | did not have that much information, so |

had to go back and read so the second block | made sure that if they give us a course
pack | read and make my notdixividua intemyiewoo wn un
October 2017)

When | asked him why he did not read yet he had all the readings on time, he said:

when it comes to reading, reading like from Grade 12 they teach us to be lazy because
they just give us the summary. Here you havgotdook for information, link it and in
high school we did not do thg6econd individual interview, October 2017)

Dudu also acknowledged that she did not engage with the reading for the first assighment

relied on lecture notes. She commented deviol

Ok when you go to the class you have lecture slides. Normally | would just take what they
are giving me in the slides ¢é | did not
interacted with reading was because | was given the assignment, becauael hatkto
reference, and | cannot reference the | ect
plus the course readings. It was too much. That is why | was saying | just picked and
picked and combined. As | ong asdindividumhade s ¢
interview, October 2017)

Other students tried to use YouTuhdeos rather than reaSisandafor example, explained that

not reading propelled her to use YouTube videos to write the assignment. She said:

S0, when | had to write my assignnm@most of the time, | was using YouTube videos. And

| did not know that they were bad to use because you cannot even reference them. | was
using them for examples to write examples because they told us you need to write more
exampl es of o adividwMnteview, Qc®bec 20170 i

Like Sisanda, Sizwe and Thando also mentioned that they reli&bwhube videos to write

theirassignmentTheysaid:

Al was struggling to read the course pack. But what | did | just read and read and then
wrote what lunderstand not having that much knowledge. | also i decided to google some
vi deos o n(Fodus grobpimtesview with students 2017).
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Like right now at university | have access to the internet, so | use the internet and go on
YouTube. They are mucimpler because they compare the reading that | read with
another reading. When they use comparison that is when it becomes easy for me but if
they just explain the reading and it is lecture teaching then aah | do not understand.
(Focus group interview witetudents 2017)

Sisanda acknowledged that if she had done more readings perhaps she could have performed
better . |cuUldehave got 76 maylie if | did work more on the readings and | understood

t hem (Secorel ndividual interview, October 2Q1%tudentérecourse to YouTube videos

could beaboutthemavoidingr eadi ng (because iitds hard; becau
register;time consuming etgThis could beperhapsiue tolack of awarenessf how academic

reading functions differgly as a way to access knowledge and build ingidispositions

However, students resorting to YouTulsbow how theyexercisedtheir agency seeking
alternative ways toaccess knowledge andisciplinary discourses.St udent s6 wor ds
struggling with eading were corroborated by peer tutors who reported that students struggle for

the first few months of transition into university with the academic demands of reading. This

peer tutor said:

Most of them struggle with first year especially reading therge material. The size of
the course park.

Like yoh it is very tough | think for as soon as they open that course pack and see there is
so much they need to read and that discourages them already.

You can see even in the tutorial you ask them questibast things that are in the
reading they do not know because they have not done the re@€Bigwith peer tutors,
November 2018)

The evidence presented above indicates how the CS exerted influence of tbeeding a

situation logic of contradictioh or st udents to which they had t
situational logic as data shows is different and is based on their mode of reflexivity. Archer
(2003) contends that everyone is a refilrexive
circumstance in relation to ourselves and, in the light of these deliberations, we determine our
own personal courses of action in societyo (p
Studies 1 course created constraining contradictions fiolests, and they acted on them by
evading them. Thus, studentsd projects are ad

conditions that emerge through the pursuit of their projects.
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Another challenge associated with academic reading that asteconstraint for students was
comprehension and vocabulary. Duduor e x ampl e, Se, yqulread itnhghlight h at :
and finish so that it is clear you went through it but not because you understand what you are
highlighting. If somebody waste&k you why you highl i ¢Sedored , t he
individual interview, October 2017Y.hando, had similar experiences with comprehension. He

commented that:

| tried to read them and the other one confused me to an extent | said that | will no
longper read ébecause | read it and | do not
of the words you have to check in the dictionary, and it is time consuming, and you want
to finish the book and understand it (laughs). You have to read and understand and
maybe you can also summarise the book. So, for me sometimes | read, and | do not
understand. | read and there is nothing | can grab out of that reading so that is difficult.
Sometimes you read and you come across the word you do not understand, antbyou go
the dictionary and you find the explanation, but you do not understand deeply the
sentence. You just read but in your mind, you do not process it to extent where it makes
sense(Second individual interview, October 2017)

John also shared his expekee wi t h reading saying that: A Fi
chall enging and also there were some words

individual interview, October 2017). This is also shared by Nceba and Bongani who said:

It was cheaddwesngidhigf you were not raised sp
construct a sentence or something that is
have to think on how | can put thiséThe wo
| osme swords and then when it comes t o spe€E
pronounce and so when you choose a word vy«
correct position in a senten(c®ec dmod sipredil v ir
intervierw,2@®kt)b

| was not prepared (she laughs) because what | am getting is not what | expected. There

is a lot of readings, it has a lot of big words. It is like they are giving me | can say at
university they are giving me a lot of information which end kpeli conf ulsi ng m
struggled very much it was my first assignment... | only did one reading if I can
remember clearl yé | could not even under st
up not writing it in one day. Every time | would start, | would getlsand go back to the

readi ng (Sewmndrindiaddad interview, October 2017)

This is not surprising because as discussed in se¢tih@.] comprehension andocabulary
were identified as the biggest challenges for students in the 2014 and 201tedils. This

was also affirmed by the coordinator in the interview when she pointed out that students are
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chall enged by compr e hreenpse rotno i a redStudérasvi&elohismi.t e d
mentioned that they are challenged by reading becauseeofbthi g w whictd snade it
di fficult for hi m t o un Hiestrreadiragntiee . whold epackcveas t i n u ¢
challenging and also there were some words that were difficult to undesstand Th e s a me
sentimentswere shared by Thando who also expéarihat thefi w o r deyedthe challenge

when it comes to academic reading. He said:

The words. Sometimes when | am reading | come up to that word which will totally make
me forget what | was reading about that time. But then | end up eish. When | search the
dictionary sometimes | do not have the time to search for word in psychology. When |
check it in the dictionary it does not match that one, but it is the same thing. But they did
not put in psychology it is just bas{&econd individual interview, Octobe®27).

Studentsd words were corroborated by peer tut
transition into university with the academic demands of reading. For example, rexsgeer

tutors had this to say:

Most of them struggle with first ge especially reading the course material. Having to
interpret everything and reading in such a way that it makes sense and be able to put in

the assignment i s qui t e(F@lwithfderctuiorstNovembert h e f
2018).
| thinkeverytrhg i s badé As soon as they start rea

not understand that also causes them to leave the whole thing. They just opt for waiting
for lectures or WURU sessions or someone to just explain to them. So, | think yah shame
their reading is so bad.(FGI with peer tutors, November 2018)

| definitely agree with the reading because | think initially that is what they struggle with
mostly. Because they do not know how to read. They do know how to read but not those
big chapter readingand academic reading. They never got the opportunity to interact
with this academic language. | find that is a big barrier for th@aG| with peer tutors,
November 2018)

The data presented above shows thatadcdamident s
readi ng. For exampl e, t he amount ahdirmadi ng
constraints all dwhesne wadtta ch gad head nirsadditianisatt e s s a
that students also cited the challenge of reading in Engbaticularly when it comes to
comprehension and vocabulary. Bongani séiRemember English is not our mother tongue so

some other words in English you cannot understand them but then if you can understand them by

the context of your home language then you wi b e abl e ($econdiindivicualr el a't
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interview, October 2017)Again, Bongani uses his reflexive ability to identify and recognise
English as a constraint. Similarly, Nceba and Thando also pointed out that reading in English is a

challenge saying:

| come from a rural area, so we spoke IsiZulu. Another disadvantage is that we in rural
areas they sympathize with wus and teach wu
know English, so it becomes hard when we come here whereby only English is used.
Whenever you read you come across words which we do not know their meanings, so you
have to sit here with a dictionary. (Second individual interview, October 2017)

They teach us English in Sepedi éThat iI's s
speak Englis only when you present or write an essay and it is hard to write an essay
while you are not used to speaking that | a

essays those essays are not effective. Because our English (he laughs) we just write our
Englishwe do not speak {Second individual interview, October 2017)

Duduy, despite having exposure to English from-pehool as she indicated, also felt constrained

saying:
I have been readi-ssghomnl Englumsthi Isimgehipglk s
much problem but when | reac h( laatuigthhsé)e ¢ a me e
so difficult. It i's not i ke it became di
words whi ch | we¢scond mdividdalimerview, @atob281i7)t h

Studentsd narratives preshepted tbbbDUydss o rchy
mention that part of the reason students are challewgh reading is because of the English

language:

I also think the Engliyhdil fafnigwwlgteé téhf eo r wa rhd
very difficult. Like you find them using them in every context. Like someone saying |
developed this theory (laughs) because you find out they just want to use the word and
they end up using them in a wrong context.

It is very intimidating to come into an environment like this... a lot of our students
English is not their first language. So, to move from there to an academic language.
Some of the readings are not easy. | have been here 6 years and | still struggle.

Especialy that sense of second language, third language for some is a major difficult. |
mean | just tend to think of people who have done Afrikaans and being told do it... Are
there academic papers in that language? There is also that issue that just the gheesp of
medium of instructionFGI with peer tutors, November 2018)
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Student and peer tutorsd commentsqg 6arfdf7aboun what

the dominance of English as powerful social capital. Thus, data, shows complexity associated
with English as a medium of instruction which position students as second languagessyeaker
English forcing them to remain primary agents. As highlightedection 7.2.1.,3nglish as the

LOLT creates a necessary incompatibility becauskile at the CSlevel, the university
acknowledges the importance of multilingualjdmt as indicated in chapter 6, at th&€ Jevel,

English is preferred as the LOLT. Hence, this leads to the situation logic created by structures

and culture which forces compromise aehtainment.

Furthermore, students mentioned poor reading skills. Some students like John explained that they
hadnoi f or noufl ahbow t o approach acade ®meofthethings ng .
we are encountering here they were not tauglgcabol. Like the issue of reading, we were not
taught and some of us are not used to reading because it was not reinforced ab4&emind

individual interview, October 2017dudu also had this to say about the approach to reading:

| think maybe the ay you approach it. Maye how you approach it especially when you
do not understand the word. You know when you are reading and you come across a
word you do not understand, you get frustrated and then you think you do not understand
the full passage. Buf maybe we approached on how to deal with words you do not
understand, how to get through that, then | would have been better at my reading
(Second individual interview, October 2017)

Peer tutors and the coordinator also acknowledge that part of thigatotssstudents encounter

with academic reading is that:

| definitely agree with the reading...they do not know how to read. They do know how to
read but not those big chapter reading and academic reading. They never got the
opportunity to interact withnis academic language. | find that is a big barrier for them.
(FGI with peer tutors, November 2018).

With regards to the reading skills that students come ,Withink they come with their
basic reading school from high school and then when they aretlheyeare exposed to
different ways of reading all those steps and acronym and then they actually start using
those techniques of readin@ Gl with peer tutors, November 2018)

So, itis reading | mean peer tutors tell me they sit with students and thagptateading.

| mean they do read, and it is not because there is nothing wrong or because they are not
clever enough. They do not how to see the picture and to read between the lines and
understand what the meani ng deadingl Theyyarear e
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not reading critically and analytically seeing the connectiof&sI| with peer tutors,
November 2018).

Students also mentioned time managememta@mstraint to their reading and that is why some
of them ended taking short cuts like ngsi YouTube videos. Failure to manage time had
implications for their reading andhusaffected how they responded to their first assignniant.
one of her reflectivgournalentries, Dudu wrote that she always leaves thiagke last minute

and that isvhatshe did for her first assignment. This is what she wrote
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Sisanda indicated that she did not have ample time to read all the articles assigned to them which
affected the number of pages she had to write. This in the end disadvantaged her wherat ca

writing their assignment. She said:

I did not read Pagetds theory. I did not
terms of readi ngé So, Itwasimy fitst essaydin nyovholer e a d
cour seél t hink we vbpages axdu protelsse ltbcatisel ddwnatt e 4
read enough. I d i. econd individualanterviewh @ctoleer 2017 | e s 0
However, some peer tutors had different views about students not reading. For example, one peer

tutor said:

In my view the sidents need to understand one thing that there is no way out. You have
to read. All of them they are trying to find the easiest way to understand (they all laugh).
Secondly when students think the reading is hard it is only hard for them only it is not
hard for other students as well, so they give up. They need to understand that you cannot
read once you have to read it twice and even three times to even understand it. | think
they need not necessarily workshops but reading sessions where they hawowmsit
and just read then have to sit down and summarise or whatever they have to do. You can
tell them that you have two articles to read and by the end of the week you two summaries
to submit. Or whatever you want from your students. So that is bidinglasrey will
not do if it is not binding. There must be away to tell students that it is compulsory to do
the reading(FGI with peer tutors, November 2018)
The data presented above shows that students found academic tedmagconstraint to their
persoml projects whichare writing and passing the assignment. As highlighted above, peer
tutors and studentso6 reflections ,swhichws ahow un
requirement at university leydimits students in their engagemenith the academic discourse.
For students ithestudy, the LOLT also contributes to this dilemma making their transition from
school literacy to university literacy a challenge. As highlighted in chapter 6, academic reading
as part of the CS is valued in theucseandthe university and thus its role is central in th€ S
interaction because it allows morphogenesis. In this case, students are expected to engage with

readings for assignment purposes and exams.
7.3.2Academic writing

Like reading, writing isa i nt egr al component of Education
responsibility is to induct these first year B.Ed. students into the ways of writing in Education

Studies. Students have to write three assignments in the form of ess&ays,Psychology of
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Education written in the first semester. The third essay is writtedharsociology ofEducation
module in the second semester. Students also write June and November exam essays. It is stated

in the student course pack provided that

Assignments have beentde help you focus on the most important aspects of the course

at a particular point. All assignments require you to read and engage with the course and
the readings providedé Assignments are not
readings, and maare they simply your opinion or experiences. You are required to use

what you have learned in the course (or from a reading) to answer a specific question. A
good assignment has a clear argument in which you substantiate your views with
examples and makiinks with concepts you have learnt in the course/reading (Course

outline and reading, 2017, p.3).

The extract above brings to fotkat some of the academic literacy practices expected to be
performed by students during the writing are not explicitlyestaln this case, the-S does not

effectively mediate the CS for the students.
7.3.2.1The essay genre as a literacy practice

For the first assignment participants were e
cognitive development and the imgdtiors of the theory to teaching.hrough this assignment
students had to demonstrate their wunderstandi
they would be able to identify the basic tene
the implicatorsf or t eachi ng. Assignment 2 focused on
Proximal Development (ZDP). For this assignment, students were expected to give a detailed
description of the ZPD and show honderstagdgn@t s ky o
of the role of instruction. The second assignment was not broken doivwas done withthe

first one. Again, students were providedth a primary reading and additional readingn
Assignment 3 students were expected to first discuss thie termsociologymeansandapply

their own understanding. Secondly, they were to discuss Biko in relation to two key concepts of
private and public troubleln the course outline students are provided with the following

guideline for writing an esga
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Essays are important way that you can develop and express your ideas. They also help
you to organize scholarly materials. Essay writing is one of the most important skills you
will require at university and in the future. When you write your essay suakeyour
work is carefully planned to develop an argument relating to your topic (Course outline,
2017, p.8 italics in original text)
The extract above shows h@amessayist approach to writing is positioned as @uitttive
At WURU academicwriting is taught in the context of Education Studies content covered in the
main lecture. Thus, WURU plays a vital role in ensuring that students are taught conventions
and expectations of writing within their academic discipline (Lea & Street, 1988).

coordirator explaiedthat:

It is a new genre; it is a new type of writing and new set of practices, social practices,

and cultural practices. You cannot write generalization, you have to back you claims up
and all thateée it IS undtelresrt athnelXxtngé aTmmhvet
(Individual interview with the support coordinator, 2017)

She linked the embedding with the studéatsess to discourses of academic writing:

We actually embedded reading and writing and, in this way, students get amassoé

the discourse requirement and writing requirement, writing an academic essay and what
is involved.lt is not just reading between the lines... you have a right to engage with that
text, have views and look for things that are problematic and eliféer and compare
things you know. It is all those important cognitive things as. \{faividual interview

with the support coordinator, 2017)

Students were provided with the assessment criteria (see Appgidiwhich served as a
guideline @ towhatwas expected of students in terms of writing the assignment. The following
are some of the academic literacy demands students were expected to meet toe pass t
assignmentan argument, references, show analysis of topic sentence and summary of the
content, Bow some planning and engagement with key concepts, engagement with ideas from
multiple authors, show their conceptual understanding of the content, ability to interpret,
comprehend key debates in the readings and be able to explese were taken frorthe

assessment criteria (see Appentil).

Overall, all students who participated in this study performed below 50% in the first assignment
compared to the second and third assignmés highlighted previously, this is the reason they

were selected to picipate in WURU. During the second interview, students were asked to
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comment on their experience of writing the first assignment. Students used words and phrases
suchcarsf fisdéid o usinatateady andd s b eme t h ct@dpscribé thee O
experience. Bongani said in the excerpt below that the experience he had writing the first
assignment made him grow mean | grew up. The results of failing the first assignment made

me grow up in terms of ma k($enogd Irdvelwal isterveew,s |, wh ¢
September 2017Bongani further admitted that writing the essay was not an easyftask

example, how to structure an essay that has a logical, cohesive, and coherent argument with a
clear topic sentence, supporting evidence and eaptanof their argument. This is what he had

to say:

Well writing an essay is not an easy job that is what | have noticed. You need to have
your concept map, your structure of your paragraph, you need to have the idea of the
essay. You need before youemba on t hi s essay draw a mind
ot her and see how you can break it .down.
(Second Individual interview, September 2017).

Bongani admitted that academic writing at the university is different kdmg h  sWriingo | : f
here (University) i s very di fferenttéHe(reciomd i $ n adicwaida um

September 2017Bongani continued to explain that:

Because now | cannot think. Well, the issue of writing essays. The issue of knowing how
exat | y does an introduction haveéwhat not t
of your sentenceséthe structure as a whol e
that thing although they have been presenting on how to write an essay. | feelllike st

have continue with WURU and try to understand and question what is a topic sentence to
actually find it kuti at this time of the year compared to the first time me going to WURU

what is the difference between me understanding the topic sentenceratitetbi@ngs of

how to write an academic essg&$econd Individual interview, September 2017)

John shared his experience and explained that he struggled writing what he called an
fimr g ume nt a sayingahafatdirstd gidonot know the argumentatiessay. The one that
you write a statement and support it with the fact¥hen | asked to him to elaborate further, he

explained making a distinction commenting that:

Let say the argumentative essay here at Wits it is different from what we used to do at
school . € in secondary when you write an a
with that but then here you need to agree and after agreeing you have to state some
important points which supports your agreeing. You cannot just say | agree without

givi ng e v(bSedomthimdwidual interview, September 2Q17)
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Like John, Sizwe also expressed that he did not know how to wraegamentative essayhis

is what he said:

Because at first, | did not know that an argumentative essay is the one thatitga
statement , and you support it with the fac
am used to the information from Grade 12 just look at the structure but here they do not

look at the structure. You can just write your paragraph in your sy but if the

content is correct, they will give you the marks. So, | did not notice (8&tond

Individual interview, September 2017).

Peer tutorsd® comments corroborate studentsodo w

are challenging for stahts. They had this to say:

They struggle to write because when they have to write their essays they just open their
book and whatever comes into their mind or pops into their mind they just write. They
cannot even explain it because they did not take tomread the whole context of what

they are actually writingé they struggle w
and can write well but with academic writ
certain skills. | think at the beginning it isvedys a struggle even for those one who are

in good in writing they struggle with academic writing in the beginning.

| second everything P safthughs§ wi t h t he writing. It i s t
uni versity then you ar ertng.Bécausedthere esdhatigap t hi s
bet ween high school essay and academic wr

supposed to do her@niversity) that is when you get to see cracks... Structure of the
essay that students ar e egheyareggedtolpagninguand h . A
writing in one language and now they have to make the transformation and it comes with

all these academic stuffs, the concepts, and the words the bulk of the work as well.

|l think everything S &ediwithd not®eduhdtethere s oteh at |
student who wrote the essay full of quotations and they did not even explain. | think the
writing skills that they possess when they
the essay has an introduction, body, andatusion.

Participants acknowledge that writing an academic essay is a challenge. This, as one peer tutor
mentioned shows that there is a mismatch between the literacy practices students possess when
they transition into university and the universitypegtations in terms of academic writing. Scott
(2017) acknowledges that first year studeptaticularly those irthe social science discipline

tend to be challenged with academic writing. Thus, as discussed in chapter 1 and suggested by
one peer tutom the excerpt above, students must be shetat an academic essay looks like

andwhat itentails.
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There were certain aspects of the academic essay genre students struggledmetii the

introduction. John made the following remarks:

The first one | di not know how to introduce the essay. | can say the introduction. For
Piaget, the introduction was not an introduction because | was already writing the
bodyé While when it comes to the first as:
about this andhis which is part of the body which is not necessary the introduction
(Second Individual interview, September 2017).

In the same veimMceba also mentioned writing the introduction was difficult, saying:

If you see my introduction, it is not good. &kt does not have a mind map to say what

am | going to talk about, and has a lot of, what can | say, descriptions or what. | was
saying what who is going to do who. I did
e s s dtysémap here in university and hmgh school it is just an introduction to cover

anything related to that topi¢Second Individual interview, September 2017)

Dudu also hadh similar experience, as she explainddT he f i r st assignment i
was just taking stuff and comhing , trying t@econdk Ipdiviaualnintetvibwe mo
September 2017)Sisanda had a similar challenge but she had a plan on how to write the

introduction, though it was not effective. She said:

The introducti on. Thi s onhad to do avdeaft gn mMyong f
scribbler using a pencil. | was writing the introduction. | did do the mind map, but it was

not effective. So, |l was just wusing the to
come back just | i ke t ltdinduded a loteofiteingbiemy B t o
introduction | should not put everything that 1 am going to put in the K{8edgond

Individual interview, September 2017)

One peer tutor also corroborated with what students said and echoing the sentiments that students

need to be shown how to structure an academic essay:

The introduction they are told to start their introduction in this essay. They are told the
introduction needs to grab the attention of the reader and all that. They end up starting
their academic esgawith the quote. You find the whole introduction is a quote. So, | just
think they should be taught the structure of an academic essay.

Another constraint associated with writing an academic essay that challenged students is the

linking of ideas andheflow of the paragraphs. For instance, Sisanda said:

Ok linking your introduction to the conclusion and the topic sentences. Because | did not
understand them very clearly. When | say linking in my body, | say linking my story. For
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example, | wrote about swething in the first paragraph in the body after the
introduction, so probably | said something
repeat (Setondringligidual interview, September 2017).

In one of her reflective journal entries Sisargla y s t hat Aconnect every

problem in her writing

These same sentiments are shared by Bongani who also felt challenged by the idea of linking

paragraphs and making sure that the points flow logically. He said:

| did not know howtd i nk t hem in the correct way. I d
went through this editing trying to make
learnt at WURU is that your sentences must always link. Your last sentence should link
with your firstsentence of the next paragragBecond Individual interview, September
2017)

Bongani further explained how he struggled to link ideas and concepts in his assignments saying

that:
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| remember last time | was failing to understand ZPD and how to actuadigtrzict an

essay based on ZPD and how to link this thing of elementary and higher order functions.

| did not know how to link them in the correct way. To link them to psychological tools |
did not know which one to sttaingtomekettie é |
sentences link but the most key thing | learnt at WURU is that your sentences must
always link. Your last sentence should link with your first sentence of the paragraph.
Then | submitted on the due date (Second Individual interviewerSlegr 2017).

Peer tutors and the coordinator also corroborated stidgatsmentsaying that:

€ another thing is that they do not know the coherence of the essay. They know what they
want to writeé but they are nmmtSothdtisenet o wr
skill they do not possess or have. So, they are unable to link the paragraph or even the
sentenceqFGI with peer tutors, November 2018).

They have the essay, but it is all over the place they are talking about this concept and
the net one they are talking about another concept that does not even link to the
previous one and that just make everything fall over the place and there is nG&iw.

with peer tutors, November 2018).

They are not making the connections, the purposedfefatit aspects. The introduction

does this. They do not see the relationship which is another huge issue, and | do not know
where this comes from. I do not know i f I
about. It is the essence of something. Vih#te main ideas, what is the core and what is
subsidiary and peripheral. They do not see that you have got a whole lot of details,
examples. Those are examples of something. There is a claim, an idea, a point that is
being made and that should presunyabe illustrated, and they are not seeing it and |

think that is a huge issue and it is because these things must be signaled to them at
school. (Individual interview with coordinator, 2017)

Peer tutorsdé6 comments r esonahabouvhiow ¢thallenpiragjt st ud
is writing an academic essay was for the first time. During the focus group interview they
acknowledged that students struggled with academic writing. One peer tutor commented as

follows:

I think you know this thing of your owwice | feel like yoh it is difficult to find your own
voice in something |Iike in another personb
about Steve Biko how do you keep focusing on the topic when you are going on about
how you feel and what you thkiryou know. Like keeping it academic and still having
your own voice coming through (&G dithpeert hi nk
tutors, November 2018).

The data presented above shows that tBksay rel at

writing and academic writing was characterized by constraining contradictions which create
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necessary incompatibilitiesn other words there was a mismatch between what students new
about essay writing and academic writing in a university (see setigihl for evidence).

Archer (1995, p.233) explains that constraining contradictions give rise to the situational logic of
ideational syncretism, which she describes as the attempt to sink differences and effect union
between the contradictory elememsalved. As shown above, how students dealt with conflict

roles differed on depending on what each student focused. As indicated in chapter 7, students
have the basic understanding of what an essay entails but found it difficult to write what some
referredto as an argumentative essay. As evidence presented above suggests, students struggled
to structure their essay in an orgaai and logical manner. They had a challenge structuring an
introduction with a thesis statement, topic sentence, arguments aleth@,j the summary and
anal ysis of ot her writersd research and a re
demands raised by students acted as constraining factors when they had to write their

assignment.Lillis (2001, p.53) argues that studeotnfusion signals the need to look into what

she calls #fAinstitution practice of masteryo ©b
Al east familiar with the conventions surround
HE ascurremity confi gur edo. Lillisd comments do ali

shown, that students were unfamiliar with academic writing practices expected of them. They

|l acked figround rulesd as indicatedinppigthdrea ano
subject areas. In Archerian words, the necessary incompatibilities between students and the
university academic writing practices promote a situational logic of containment and

compromise.

What thediscussion presented aboreflects isthat the situational logic that emerge from the
combinations of SEPs and PEPs leads towards cultural and structural morphostasis in academic
writing particularly given the South African context and the inequities that pefdist is
because the situationaldics of protection and compromise do not encourage structural or

cultural change.
7.32.2 Academic writing conventions

As indicated in the previous section, data shows that students struggled with writing an academic

essay genre. Part of the challengedetis encountered when writing the essay genre is
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academic writing conventions. The data presented in this section suggests that students found it
difficult dealing with writing conventions such as referencing. In Education Studies 1 course

outline acadenai writing is described as follow:

Academic discourse is a conversation between people of different standing, with different
perspectives, opinions, and evidence in relation to the subject being talked/written about.
As a student you are an intelligentviwe entering this conversation. Obviously, you will

be learning a lot from the old timers in the field whose work you are reading.

The wording in the quote above reflects the importance placed on academic discourses. These

cultural discoursesintheuewr si t yé6 CS are positioned as i mpo

mediate and engage with them at3evel. In the extract above, detailed information is provided

to students and what is expected of them when engaging in academic writing. It is also

int eresting how students are positioned in the

agents who in this case cannot challenge the norm. Students are encouraged to engage with the

discourses because they are valued, and the importance of ackriowlegg ot her peopl

e

What is also noteworthy is that students are

is Adesirabledo and al so bring outtodobeei r own

All students in this study cited writinconventionsparticularly referencingas a challenge. For

example, Sisanda said:

| could not reference. | was just doing my own thing in terms of referencing. | did not use
the APA reference book. The copy that was given to us because | just didwat kn

was effective for meSo, | did not think of using it(Individual second interview,
September 2018)

Sisandads comment shows that she did not en
chose to rely on her own reflexivity and prior expade. Dudu made similar comments
regarding referencing. She acknowledged that she did not know anything about referencing and

why she had to do it:

| did not know what referencing was. | did not know what it meant, what is expected of
me. Like | did noten understand why we need to reference. Like they tell you must
reference in order not to plagiarize. But the thing is, what if | thought of it first so now, |
am supposed to say my idea is someone el
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very corfusing for me. | did not understand the whole referencing thing. So, after |
realized you just have to show that you did read and that somebody agrees with you what
you, what you think is right. And | started having a different view about referencing.
Writing essays, | used to all the time, but acknowledging the author of something, that
was very new. (Individual second interview, September 2018)

Dududés comments show her deeper understandin
reflection, she is awaref her position as a primary agent and acknowledges her shortcomings
when it comes to referencing. John echtexisame views explaining how he struggled with in

text referenmg during the focus group interview. He commented as follow:

For the first asggnment when | was referencing, | made a mistake with what | was
doing. | was including the surname of the person and the initials and | should not include
the initials. And the other things thateé
page numbeand | should not include the page number whamlparaphrasing the page
number are included when you are quotirigdividual second interview, September
2018).

In case of John, his concerns lie around the rules and conventions required when writing an
academic essay and thus ignores the CS in the process. During the interview, Sizwe expressed
his confusion stemming from different information he was getting from different people. Like
Dudu, Sizwebds comments show t haof Ch Similadys t r yi
Nceba also shared similar vlIewasaboutosteé&er Phn
not reference it was so messed up with my assignment they were like this is not how you

referenceo.

Peer tutors, tgamentioned that studéenstruggled with referencin@ne peer tutor provided the

following explanation of why she thought students struggled with referencing:

Aét he second one is referencing becauseél
ask. Like when they say referenceowNmy whole essay is reference and | do not
understand what they are writing, and they are being honest if | am going to do this quote
and | do not understand what | am reading what | am going to end up doing is quoting
and quoting just for me to write assay you know. (FGI with peer tutors, November
2017).

Another peer tutor also corroborated what their colleague had said about referencing being a

challenge to studensaying that:
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€ and then something | see every time | do not know why it is refegeficia part of

your assignment, but it is also a small part. Just those few references can throw them off
track and they focus on that and forget the content. | know it is important to get it right,
but it is something they are struggling with. TheditBPA booklet is not working. (FGI

with peer tutors, November 2017).

This peer tutor is also in agreement with her colleagues and explains that students find

referencing a problem:

The problem is also about referencing. They sometimes put a page numbethand
times they are told not to put a page number, so | think what they are told with regards to
reference contradicts. they do not know in which context to apply which stréE€sjy.

with peer tutors, November 2017).

The two comments provided by peetoiis above show how students have partial grasp of the

CS and thus tend to give priority and importance to stimgs that are minor. Peer tutors also

mention something that is interesting which is that students tend to have contradicting
information abotireferencing and this makes it problematic for them. Another reason associated
with referencing is the complexity of the rul
comments resonate with .Zheexelradisn s(set@ERprredpt. Re2 00
citation of references is also something students learn at university and often battle with at the
beginningo. Archer . A (2008, p.216) further
referencingimasks larger and more problematicacadi ¢ di scourse such as ¢

6strong argument tohat is clearly referencedd.
7.4 Agential conditioning of students at T; before WURU

As discussed in 4, Archer views agency as the capacity human beings use to exert influence over
the structurband cultural contexts they find themselves in. Agency according to Archer is
shaped by agentsd soci al roles or the positio
those situations buare not wholly determined by tme Thus, while structies dictate the
conditions in which people |Iive and wor k, a (
happens in societyonl y human beings can acto (Daner mar
agents found themselves in a situation that conditionedalyethey aatd and responeldto this

situation, yet because they are first years, and because of the various conditions shaping their

experiences as discussed in chapBesnd7 and in the previous section, they might not be able
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to exert some influenoaver the institutional structural and cultural context as we will see in this

section.

In this section, | explore the ways in which the student participants chose to respond to the
structural and cultural conditions they encountered when they engageeiririrst academic

writing. Data for this section comes from the second individual intesvigith students, the

focus group interviews and their reflective journals. My analysis of the interview data indicates

that the students used their agency in respoto the structural and cultural conditions they
encountered as they prepared for opfiomsaatheyi gn me
attemptedthe assignmentsvere complex, with crisscrossing elements of the structural and

cultural constraits. | will take Sisanda as an illustration. She said:

This one | did not read Piagetdés theory be
bit behind in terms of reading. So, when | had to write my assignment most of the time, |

was using YouTubedaos... | was using them for examples to write because they told us
you need to write more examples of our own
YouTube(Second Individual interview with Students, October 2017).

As indicated in chapter 6, studsrare provided with primary readings amlist of extra reading

at the beginning of the year for semester 1. For Sisanda, despite having the readings on time, she
failed to read becausas she explaed,she ran out of time. When | asked her why sineo#t of

time despite receiving the readings in the first week of semester 1, she said:

| remember | was still travelling from home. With traffic in the morning and afternoon it
is one hour going and coming. | was still waiting for FUNDZA to reply ungitdd, so |
wrote this one (assignment 1) while still at hor(feecond Individual interview with
Students, October 2017).

The structural constraints of financial difficulties and funding delays and the home commute
reduced Si sanda 6 so herwork.iSisapda tilso menéonea that the Edocationt
Studies 1 course had not set up tutorials yet, which affected her preparation for the assignment.
These <circumstances, t hough they conditioned
responded. WiN | asked Sisanda if she thought about seeking help from the Writing Centre, she

responded

| did not seek help because at the time | was still nervous. It is first block, right? You do
not really know a | ot of pegmlue soand owolc add
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go to someone and say can you please hel p,
had to work on my own and rely on YouTube V@&l with students2017)

Sisanda chose to respond by using YouTube videos. This decision $teoasstivation of her

PEPs in response to the constraints of her s
comments reflect the role she occupies as ayf@at student, who has just entered the university
system and has not yet made meaningfuineations with powerful structures or people. Her
descriptimear wvdoée@i nign dwi ng taaskfortassistdncepegealhéer e 0
fragmented reflexivity about her situation. Nceba had similar experiences and chose not to seek

official help for the first assignment. This is what she said:

N: | think it is the same thing like hépoints at Sisanda).also did not seek help, but |
have someone, she is my peer buddy, she is doing her third year, so | did ask her to help
andthenshedidnttel p me t hat much ¢é

R: Did you know there was the Writing Centre?

N: No, | did not know about the Writing Centre. | heard from my friends after we had
submitted the assignment that they went to/tnging Centreand | was like, oh there is

a Writing Certre and | asked them what is happening there. And they told me you bring
your assignment and then they look through it and they give you some ideas. So, | did not
know.(Student Focus group interview, 2017)

Wh a 't i's notabl e fr omikeNSisendgshe saccassed soardes of belpiors t h
support outside of the academic support systems offered ynikiersity ofthe Witwatersrand,

asking what she refers to as a peer buddy for assistance. Heredigfienot consulting with the

Writing Centre wa that she was not aware of its existence. Like Sisanda, Nceba, managed to
exert her agency, albeit not very successfully. Other students did know about the Writirgg Centr

but made different decisions whether to use it or not. John had a different ecg@dnetne

previous two participants. He took advantage of the Writing Centre for the first assignment. John
explained i n t he secondl went doi consatuah the Writinge r v i e
CentreéDuring orientation t hey e (Sudest sexamdi pr e
individual interview, 2017)During orientation week for first years, different departments within

the school are invited to present to students as a way of making them aware of the available
services. When | asked John if consultingpbd, his response was Y e s I can say b
were not for that I woul d say (StudenbRodus gromp t ha

interview, 2017)J ohndés deci sion to c¢omauthus amal achoft he \
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agency, a decisn to take advantage of the available support. In contrast, Sizwe chose to rely on
his prior knowledge. Although he was aware that there is a Writing Céetrehose not to go

becauseas he explaied, he took it for granted that he could cope on his:own

On my side with the assignment of Piaget | did not seek for any help. | was just trying to

use my prior knowledge from high school, like ok, how do you write an essay
introduction, body, and conclusion. But you have to make some links and relate it to
education context, all these things | did not know. But | did know there is a Writing
Centr e, but I took it for granted thate |
referencing | was a little bit confused because Mr. B told us that for referencing, you

have to do this and this and follow the APA, at the same he said do not do this while this

is in APA. So, it was a I|little bit confus
connections | was really struggling. And | did not seek any help and | just didl

submit(FGI with students2017).

Sizweds decision to use knowledge from high
highlighted in chapter 7, the students all indicated that they were taught how to write essays in
high school, and thug is understandable that Sizwe would choose to draw on that experience
He also used YouTube videos as a way of responding to his situation. His comments show
reliance on oubf-school literacieg see section 7.3.3/hat also constrained Sizwe was thelac

of understanding between school and academic literaSiesh constraining ignorance was
shared by other students such as Dudu who also felt confident in herself and believed she could

manage the situation. This is what she said:

AYou know whoerhighysochool you think you have got it covered. So, |
thought it is nothing | will be able to do it. Plus, | had the books and course packs and |
t hought no | have got this. Buté | was ver

Dudu continues revealing how the very effectivenef her conditioning as an agent at high

school constrained her when she arrived at university

Like 1 had my notes which | got from the lecture slides and then | had the reading that
was given. | was just taking from the notes and readings and gtstigit there. | did

not know even how to reference; | did not know if what | am writing is correct or not. |
just tried to combine and make sense. As long as the sentence were making sense, | was
good with it. Especially when it comes to a part where,application of Piagét theory

in education. When it comes to that part,
about children of young age, infants so | was confused about how the knowledge is
provided about the infants and how they have refleand what not have anything to do

with school. | could not answer that question and that is why | was not surprised when |
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failed. Honestly when | was doing this assignment, | was very confused (second
Individual interview with Students, Octol017)

She expresses in the interview how confused she was about the application part of the question
which is an academic literadgsuein itself. However, this experience did not deter Dudu
because she managed to exercise her agency by forming a study grhoup grdup of her
friends. Thi s 1 s | kat adroudol fdemds Wweaalways meetsoa Yuesday at

the | ibrary, and we (Seocondtindividual gtervietv hweh Stuedeatsl i n g s ¢
October 2017)In Archerian language, Dudu and her fdenin this caseshowed cooperate

agency (sesection 4.Gor more details on this).

Archer (2000) argues that Ahuman beings have
context and of creatively redesigning their social environment, its istiad or ideational
configurations, or botho (2000, p.308). Thi s
presented above who decided to use different strategies to respond to their situation. The
comments above also indicate students took on diftereflexivity modes. For example, Dudu

exhibited communicative reflexivity whereas John and Sizwe were more autonomous (see
section 4.7or details).

Bongani stood out from the othetgwever,in terms of agency. Like Dudu and Sizwe, he also
made a chige to use his high school experience but did not stop there. He edpiaithe
excerpt below that he sought help actively, despite his confidence. He travelledhfzom
Education campus to the main campus to visit the central Writing Centre to findhatusupport

was available. He said:

Well, approaching the first assignment aah the first assignment was something else! |
thought | got it because | was still confident about me coming to varsity with the marks from

high school. | even started early...ent to the Writing Cenrand met with Péand
another tutor E é who I felt, i ke, she was
with P and E él went for extra readings sug
remember there was this Mwmwenda book and some other book | got and tried to go
through them with the combination of my primary readings from the course pack. | combined
these things and tried to formulate some understanding. | went to the Writing Several

times for the strcture topic sentences because they were new to me how to structure a
paragraph éThen they helped me with the t o]
background. | got that kind of hel@ome submission date | submitted, with the hope that |
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went thraugh a lot with this assignment, so am expecting a very good r(taekond
Individual interview with Students, October 2017).

Out of all the seven student participants, Bongani alone sought help in a way that showed a
mixture of reflexivity from autonomou® communicative reflexivity. Bongani can be viewed as

a social actor because of his ability to exercise agency within his social role asyadirst
student. His words in the focus group interview rese@alarious conditioning factors that

enabled him t@chieve this:

Well, me, | am very adventur ouWrégngGentet i ng i
to introduce myself and | found P even pri
consulting, but | was confused from the transition of high schodhé¢ university
academic domainé | got too confused, t o st
happening. Now | am having my prior knowledge, but they are contradicting myself at
some point. I found myself not inkodureditong wh a

this thing of referencing; | think | mastered that part since from engaging with P. But

then issue was actually how to tackle these essays! | can say | started to know that
nowel am not sure if I know ihihgs (fecond t hey
Individual interview with Students, October 2017).

Bongani clearlybendstowards communicative reflexivity as he says héia d v e n tandr o u s 0
seems to prefer talking about problems in order to find solutions. He was also able to recognise
agential conditioning as constraint. For example, in the excerpt above, Bongani talks about his
Apri or k framwstheotl gpraradicting with what was required at university. He is also
aware of his current level of expertise with academic literacidsch present an ongoing
position of constraint. Bongahislosing words show he is aware that he has a lot to learn about

academic writing.

The data presented above indisdt@t despite encountering structural and cultural conditioning

that constrainechem, students were able to activate their personal emergent powers (PEPSs). As
primary agents, students were able to respond to situations considered not to be of their own
making i.e. following university rules and practices about academic writing. Thienac
students took in pursuing their personal projects were more successful than others as evidence
above hashown. For examplehe evidence shoad some students deciding to consult with the
Writing Centre, forminga study group, or having a peer budalyd choosing to use YouTube
videos to pursue their personal project whi@s to pass the assignment. Student comments also

refl ect what Archer explains that AdAthe kind o
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due to parentage and social tx, profoundly influences what type of actor they can choose to
becomeo and that fcertain opportunities and i
thenonpr i vil egedo but that MdAoptions are ngt det
them are stacked very differently for the two
true for students in this study. Being first year students, they were in some way limited by this
position because it is a new environment with its owetpes different from what they know. It

is therefore not surprising that some use their agentic powers to seek help for their first

assignment.
7.5 Summary of the chapter

In this chapter, | provided a contextual profile of WURU situating it in the bcoatext of the
university. The chapter focused on the reason for establisMd&U with the intention of
foregrounding the structural and cultural conditions jatht created enabling and constraining
factors that conditioned students. The next chaptesemt the results of the B stage, in

which the aspects of structure and culture that were activated become apparent. A discussion of
how culture and structure shaped the situations for students as agents in this study is then
detailed inthe chapter

179



CHAPTER EIGHT: T2 1 T3: SOCIO-CULTURAL INTERACTION
DURING WURU: PERSPECTIVES OF STUDENTS AND PEER TUTORS

8.1Introduction

Chapters6 and 7 served as a backdrop to the current chapterchapternine which setout

par t i cirgpactivess @nd gxgeriences of the structural and cultural conditions they
encountered within WURU. Chaptérb r i ef | y i ntroduced studentso
prior literacy practices accounting for their primary age@hapter 7 described the abtioning

context (T1) in which studenf®und themselves but are not of their own makingt shaped
students6 devel opment dnfthisahamed ¢ prasent data dnestudare y  p r
participantsd experi ence icontfhuatighd idy niorplwogenetich e i r
analysis, this chapter presents the sauitbural interaction stage (¥B3) as described by
MargaretArcher (1995, 2000) (see chapter 4 for more details). The chapter draws on the in
depth individual and focus groupt@mviews | conducted with students and peer tutors, as well as
the studentsd assignment essays, and their
students said in the interviews. This also serves as a form of triangulation. This chapter responds

to the following research sub question:

1. What and how do structural and cultural conditionsWtURU s hape st uden:
academic literacy practices?
2. What shifts, resistances and affordances

practices during the acenhic literacy support programme?

Below is the diagrammatic representation indicating what will be covered in the chidpger.

social integration has been covened.
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T,1 Tz SOCIO-CULTURAL INTERACTION DURING WURU

Sociccultural integration

A Making cultural system of academic literacy visible

A Breaking down of assignment questions, concepts, termsicesiand task words
A Making the academic writing conventions visible
A Rendering structure visible: multimodally in teaching and learning materials

A Increasing the range of interactions

A Group work
A The role of peer tutors

—

T4 ELABORATION AND/OR REPRODUCTIO N

Personal emergent properties:

1 Intellectual enjoyment

1 Confidence

1 Friendship and belonging

1 Mastery of language @fcademic literacy
Morphogenesis of agency

Figure6: Structure of morphogenetic cycle discussed i A Growth of reflexivity
chapters 8 and 9 A Corporate agency

A Students as actors

Chapter 8

Chapter 9




8.2 Sociccultural interaction (T2-Tj)

In chaptes 6, and 7 | laid out the structural and cultural conditions students encountered and
interacted with as they participated in WURU. This section discusses the-adtial
interaction stage indicating where the SS andp@Sitionthemselves as emergent properties t

shape agendhoices. In my discussion of theGSthat occurred during WURU sessions, | will

focus on specific academic literacy practices that appear in the data particularly salient
emergence powerful CS that defines the academic literacy practicisssédction, therefore,
focuses on how students and peer tutors engaged with the CEPs and inequalities of the varied SS
that shapes South African society, the university and WURU as the microcosm of this that

emerge as SEPs.
8.2.1Making the CS ofacadenic literaciesvisible
8.2.1.1Breaking down of assignment questions, concepts, terms/practices, and task words

As discussed in thie section 7.3.2academic writing acted as constraint for students. Otteeof
challenges students encountered when writing first assignment was understanding the
guestionand key concepts. Students and peer tutors alike acknowledged that the process of
breaking down the assignment questions and highlighting the academic literacy detmands,

task wordsand key concepts ofthe assignment enabled students to understand wéast

expected of them. In one of his reflective journal entries Bongani described how he and his
group members were s ¢ a f fion tdoe dwr i t i ng. Bongani 6s commen;
Mendelowitd €017,p. 196) view of peer tutors that they
than the students that they supporto. Wi th th
of academic literacy explicit for the students. In the interview, | asked Botma&hborate on

what he wrote in his reflectijeurnal,and he saidh My t ut or tell s us how t
in a way that they (l ecturers) \Secondindividushnd we
interview, October 2017)Like Bongani, Dud alsocredited WURU for helping her understand

the task words and what they mean which helped her understand the assignment @nestion.

said:

In this essay you were supposed to discuss, and you were not discussing. You were giving
irrelevant information When they say discuss you are supposed to do this and this. So,
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they went through step by step. They took the whole question and broke it down and made
you understand what is meant to describe, add details in it so that you can get the correct
details.(Second individual interview, October 2017)

Dudu and Thandcshared similar sentiments highlighting that one of the things WURUWodid
them.They said

Like they told us what to do. Like how to approach the question. What is expected of you
when they say abcribe? How to in text reference and how to reference the whole
assignment. They made it very clear during our sessions and that is why it was easy to
approach this questiofFGI with students October 2018)

[ At] WURUét hey were abteudtoi dmrseéako dtohwant tthhee
whi ch | did noté wunderstand and which was
assignment, because in the first assignment | did not care about the question. But at
WURU they told us you cannot attempt to write theyesstnout understanding what the

guestion is asking of you. So, they made sure they breakdown the question and made sure

we understand what is required of (IBGI with students October 2018)

Similarly, Sisanda also shared that in WURU they dwelt on $ejament question breaking it

down for them. She said:

Okay the question we dwelt on the question of the essay. Breaking it down explaining
what each part what they want from us. Like for example if they say public issues and
personal troubles. In our WRU session we would define it in our own terms with B. Not
for the essay but helping to write the essay. So that we would read it out and ask what
you think of that answer. Do you think that guy is correct? Zaaiman and Stewart and
dealing with it like that(FGI with students October 2018)

Si sandadés comment a b o v ethe chreance @ |bs reflexiva about thee y a |

discourses and talking about them inwardly on their own terms.

During my observation (2017), | observed peer tutors go throughettemd assignment with

students. Peer tutors would ask students to share what they understood about the question, the
task demands and what theptightwas most challenging about the essay. In this case the peer

tutors unpackd the assignment questi@nd academic literacy demands awent through the

task words, making the logic of the CS visible to studdtgsr tutors in this case are considered

to have fAenough insidedbrlemaawldodnedd ktey cwmpEa @k

discussion withtsidents Below are some of the comments from peer tutors:
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For me it would be the breaking down of the essay topic because many students including
those that do not come to WURU struggle when they do not understand the question.
They do not understand thame question can have different elements. So, they sometimes
think that they only have to answer one part of the question and not cater for the other
which makes it difficult for them sometimes and that is why they make poor results in
most casegFGI with peer tutors, November 2017)

For me one of the first thing | taught my students is how to unpack a question. That is
something that is very much they struggle with. A lot of time it is one question but within
that question there is five questions atltey just see all these words and get
overwhelmed. One of the things that | taught them is to break it.d&@h with peer
tutors, November 2017).

Another peer tutor equated WURUd@afi a s s i g n me n sayirg @it ipalsa ansogt bke

an assi pelprdesk Yau see we unpack the assignment and also looking at the lecture
what are they learning in the lecture, so it is almost a slight extension to tufor{&lS| with

peer tutors, November 2017The coordinator of the programme also spoke aboat th
importance of unpacking of the topic saying thiitmake sure that every essay in education
studies we help students unpack the topic and run some workshops and took note of the core of
the whole thing whatever it was and those worked s wélndividual interview with
Coordinator, 2017)

Some of the peer tutors comments show that students are ignorant of the CS that shapes
academic literacy andhus, by unpacking the assignment question and concepts, WURU makes
the CS visible to students enablingrthéo engage with it. The role of peer tutass evidence
suggest, is central in the & interaction because they mediate the academic literacies of the CS
for the students. In the process th€ $hteraction is where the peer tutors induct and seeiali
students into the academic literacy practices and discoUrsissprocess afforded students the
opportunity to engage with the CS purposefully which helps them to further their personal

projects.

Making the logic of CS visible to students was also exdrtd unpacking of the key concepts.
Dudu explained that during WURU sessions they discussed key concepiserthatart of the

assignment. She said:

| think this ong(second assignment)was very nice because we had a tutorial, and our
tutorwasverydet ai l edéand explained the concepts.
the sociological imagination and then we discussed them in class and got our definitions.
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| had a clear picture. Whatever the question | was going to be able to answer because |
underst@d the concept from the tutorigiSecond individual interview with students
2017)

Dududés comments above show her devel opment
was writing the second assignment because concepts were explained and sjuepaded.
Dudu reflectively explained that the discussion they had about the assignment helped her to gain

confidence.

Dudubs refl ect i onof@roate agetcyd wasigh discessions) padicipants
became more like corporate agents oifar, 1995; 2000) because they came together as a
collective group with similar goals to achieve. Tbisporateagency benefits both the individual
students and the collective and in so doing helps them to achieve what he/ she would not do
alone as Dudueflects aboveln the focus group interview, Dudu elaborated on how WURU

helped them understand concepts and this is sieitad to say:

With WURU they always told us to break things down. For sociology they told us you
need to understand the key conegpiat builds up sociology so we would go through the
concept and try make out what they mean one by one and then you combine the concept
and try to make sense of the whole concept. So, you use the sub concept to try and make
sense of the big conceptorima concept éFor exampl e, I i ke
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definition of what sociology is which is the study of human behaviour and okay what
exactly about the human behaviour and that is when we introduce the personal and
public problems and ok what abotnet personal and public trouble. How do you know
this is a personal and how do you know this is a public trouble? And then from the
concepts they are eventually going to build up to the big concept which was sociological
imagination (FGI with students Octmer2017).

Similarly, Thandoand Ncebalso mentionethatthe breaking down of concepts helped to make
sense of what is required and how to tackle assignnmemy.said:

Ok like the idea of breaking down conceptdbefore attempting to answer and wheuy

are about to study you break down the big concept because sometimes the big words are
difficult to understand. So, when you break it down find the sub concepts and work with
sub concept in order to make sense of the concept so that strategy | lovedpplging

it in other modules, and it work@GI with students Octob&017).

Okay | think it is the discussions that we had during the sessions whereby we were
defining the concepts whereby we discuss the values and norms together giving different
defintions that is how | got more definitions and different understandif@l with
students Octobet017).

In his reflectivejournal, John had also written about how the discussion and break down of the

concepts helped him understand the key concepts ¢s@&)b

The coordinator also corroborated with what students and peer tutors had said:

So, they comeé because we are wunpacking
concepts are. So, it is completely relevant. So, they buy it. That is edeygtudents in
WURU come regularly because they can see the benefits because we are always working
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with I|iteracy of the task you knoweéWor ki
interview with coordinator, November 2017)

In MargaretAr ¢c her 6 s thestudenss, peeh tatbrs asdordinator discuss in the quotes

above shows that WURU training fits with studémersonal projects (of passing), so they
engage with it. The data suggests thatnestuden
specific codes or conventions, especially if they have not been exposed to the implicit rules of
mai nstream, powerful cul t ur ¥a Schalkewyk 204G p.208).y b e
Thus, when peer tutors break down assignment questions, topieed in the lectures, tasks

words and key concepts, they are making the implicit elements of the CS governing the academic
literacy practices and academic discourses in Education Studies 1 explicit for students, allowing
them to engage with them. The dastruction and reconstruction as indicated by students and

peer tutors proved tbeh e | pf ul i n enabling them to fAcrack
Mendelowitz, 2017, p.198). The value of making the CS explicit through task analysis as
illustratedby al | participants helps students to se
2017). In other words, as students work with the elemen&Sothey become more aware of

them and hencare able to manipulate them with their agency.

Further,studentdutterance as shown above echo Archér. @2008) views on the importance

of task analysis and how it helps students c¢
and what needs to be done. Task analysis affords students the opportunity foahimlo ut why
the course and discipline frame particular essay questions, and what those questions say about
the knowledge ©practices A k088 p.2d7). Dsonpahdi Moere v al u
(2019, p.6) explain that nyifailitateg criecal angagemend e o f
with writing and language norms but allows students to become active participants in the
construction and deconstruction of texts, as well as giving them more of a voice as they become
part of the di s ®Whepbtudents engage io tmendiscussiory ad the assignment
guestions task words and concepts, they are building corporate agency because they work
collaboratively. This is in alignentwith Oluwole etabs (2018) explanati on
understoodd be a social practice emerging in part from the cultural norms and values of the
discipline and acquired through opportunities to engage in such practices in scaffolded ways
where feedback is supportive and daplatforengni al 0.

which they engagén reading and writing activities as explained above and in the process

187



Aprepare them for t hadengeDisannKimam &Namakda,l01lg e ment s
p.177).

8.2.1.2Making the academic witing conventionsvisible

In making the CS explicit for students, this section highlights the role WURU played in enabling
studentgo understand the writing convent®nAs discussedh section7.3.2students and peer

tutors mentioned that students struggle with academic ngritonventions particularly
referencing. Students credited WURU for helping them learn how to reference when they were
writing the second and third assignment. Sisandg8aildh e second one was bet
hel ped us withémostlgi dedber Enowngn poe(Bezandy e a b o u
individual interview, October 20)7Bongani also shared similar sentiments saying, fiad

was saying to some degree it was helpful because | was even introduced to this thing of
referencing, | think Ima st er ed t Thandoalsp aated éhat they were shown how to
reference when they attended WURU and this is what she had:tdWaywere shown how to
reference most of us d (Sdconl tindividmab interview, Octobes r e f

2017) Thandoalso reiterated the same sentimexgthe previous participants saying:

For me it taught me how to reference because | just did not know anything about
referencing, | was so |l ost and then oké as
are strugyling with in writing an essay and then main thing was referencing for all of us.
Piaget we could not reference it was so messed up with my assignment they were like this
is not how you reference so yah she advised us to go buy the R15 booklet APAtibrary
get the copy online from Sakai. So, on the reference part WURU session helped me on
t hat .(pGwith siudents, Novemb&017).

Dudu also commented that she learnt referencing when participating in WURU and this is what

she saidfi No , I tiwaWURYnelLi ke t hey t otexdreferencewmidat t o

how to reference ($eboadindinidudl iatenaes,Octgbar@@®E ).t 0

Johnos | ohelow also showstthatyhe was happy to learn about referencing. He also

goes ond show that he was happy not to receive comments about referencing his assignment.
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In the excerpt above, John is developing feedback liteeamyalso becoming aware of how to
usereferencing Again, as noted in the previous section, by making thingrconvention clear,

the logic of CS is made explicgnabling students to become aware of them and also work with
them in their assignments. In addition, this also shows that at the CS level writing conventions
are valued and thus promoted. The datsented show how in WURU the CS is made explicit

for students affording them the opportunity to resolve any contradiction so that they can be
incorporated into the Educati@udie®SS and CS.

8.2.1.3The role ofteaching and learning materials

Data sugest thathe use of teaching and learning materials msitlectures visibldéor students
These played a significant role in enabling students engage in academic literacy practices and

Education Studies 1 discourses. Dudu commented that:

The use of wosheets was very good because when you write your essay and relate it to
the worksheet they gave us it makes things very easy. Because we would go through the
guestion together in our WURU group. The part where it says describe we describe
together, the pdrwhere it says explains they would tell us what to explain and how to
explain it. | think that pamphlet the WURU came up with was very ugSetond
individual interview, October 2017)
In the same interview, John also mentioned the benefits of wotkshestructuringthe essay.
He said fiThere was a worksheet about topic sentence and all those things. It is helpful in terms
because it f or ms t hgecand mdividliauintervievg fOctoben 8017 s s a y
Similarly, Bongani also commented abdwiw the access to resources had enabled him to write

his assignment

They gave us these pamphlets and it sort of talks about how to structure an argument
essay. To start with this and then counterattack with this. They have been very helpful.
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Well, yah asmuch as we can criticize WURU it is helping us yah like for instance the
resources they are giving uséthey are very
linking words... how to link, how to have conjunction words, how to have good
paragraph and cre& something that is flowing, how to create a good introduction, how

to create a good body and conclusion and how to create an argument essay and how to
create a discursive and factual essay and all these things | can say WURU helped with
these things(Se®nd individual interview, October 2017).

Bongani made similar remarks during the focus group interview saying that:

They gave me some pamphlets which actually shows how to actually make an argument,
how to link, what to link things, what to include iruyantroduction, what to include in

your conclusion and how to actually use some phrases there and alternate synonyms to
add into your essay to be sort of an academic essay and then well | can say it was helpful.
Because | see the improvement from my éissignment to my second assignmgFG|
interview with student2017).

In the same interview, Sizwe also saifhey gave us a page that had linking words like
however, differences words, the similarity because | had never used that in my essayasSo, |

able to use all those that helped me link my @s¢@gcond individual interview, October 2017).

As mediators of the CS for the students, peer tutors also acknowledged that the teaching
materials used during WURU sessions enabled students with whiéimg. One peer tutor
explained thatit he wor ksheets €& have been very helpf
understanding the paragraph structure and understanding the questions aid $E®l with

peer tutors, 2017). Other peer tutors alsdicated that the way the materials were designed

enabled students to engage with them:

I think the way in which the materials ar
follow through. They are very easy to work with and I think the students thesrsislve

find them very helpful just as a guideline in terms of their writing. Also, the fact that

et he material s f oc(@&GIwithpeerBulotsc2@17)i on St udi es.

So, there were WURU worksheets that we gave to students to show how to structure the
introduction. So, | feel like the worksheets they gave to students helped them with how to
structure the essay or even their grammar because there was one that showed them which
words to use and how to start a sentence, how they could link that sentdneaatiher
sentence. | feel like that one worksheet was very he{pfal.with peer tutors, 2017).
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The other worksheets were based on Education Studies 1 concepts. It explained concepts
in educationéthat one wor ks heevas stwatwed wr i t t
around the assignment. The other worksheet focused on the education content and they
had to quote and put that in their own words. That was helping them to put what was said

by their academic writers into their own words. But the workslmet tam talking about

is the one that helped them to structure their paragraphs and their introductions to their
essays(FGI with peer tutors, 2017).

The worksheets! those are also helpful because they can also refer to that.

| remember there was oneeggise in a booklet about vocabulary, frontier words, words

t hat you know and what ar e (FQl with peeregutorswor d s €
2017).

As aforementioned, the materials are used to mediate the CS for the students and the process
making the dgic of CS explicit. The use of the materials such as worksheets helped in rendering
the structures visible for students making it easier for tHemexample, enabling them to

understand howo structure an essay and what goes into each componentessting
8.2.2Increasingtherange of SC interactions

This section focuses on the increase in range-Gfiferactions created by WURU to provide
greater opportunities for students to be reflexive and engage with the CS of the academic
literacies and oEducation Studies discourses.

8.22.1 Group work

As discussed ichapter 7the mode of mediation employed in WURIdsthrough group work.
Students indicated that being in a group setting discussing and sharing ideas with each other
enabled them to engagstically with the essay questions and key concepts. This afforded them
the opportunity to share ideas with other group members and also contribute towards the

discussion. Nceba said:

Okay | think it is the discussions that we had during the sessibescby we were
defining the concepts whereby we discuss the values and norms together, giving different
definitions. That is how | got more definitions and different understanding. (FGI with
students October 2018)

Dudu also commented about the value efng in a group sayingiBecause we would go

through the question together in our WURU group. The part where it says describe we describe
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together, the part where it says explains they would tell us what to explain and how to explain it.
(FGI with student€Dctober2017. Dudu also wrote in her reflective journal entry (below) that
participating in WURU group discussions made her seahe had something to contribute and
felt motivated.

What is also reflected i n tiEegrdup 8ettingjoffers stodants e x c e
an opportunity to share ideas and contribute towards knowledge and proitess,she is

developing corporateagency. In addition, her reflection also shows tkaé is becoming
comfortable with the role of being a studemd in the process embodying the role of a social

actor. Hence this setip empowers students to use thaflexivity but also enables them to

become corporate agentdceba also made a similar comment about being in a group setting.

This is what they sdi

Also, being in groups in WURU was good because the last time they were discussing
things you were not aware of them. So, when someone else shares their views and you are
combining them with yours you get a better understanding based on what someone els
has said. So, in so many ways we are building each other through what we understand so
we are sharing what we know and making something better out of our opinions (FGI with
students October 2018).

Agai n, Si sandads comment eratgy agancysas students da@kv e | o0 p
together towards a common go8isanda wrote in her reflective journal about how WURU
session made her resdithat group discussions work.

192



Li ke Dudu, Ncebads comment bel ow hertoobecemetah a t
social actor. (1995, .p255) argues that ken agents find roles they feel they can invest
themselves inlike Nceba describes belowhey become social actors, and this leadfrifpbe
morphogenesisBy working collectively through corpate agency, individual actors will stand

out and assume social roles as a result of their interests.

So being part of WURU has been very helpful. You get to know different people and you
get know your peers and you know which people you are working withwlao can help

you. You are able to associate yourself with group discussions whereby you get ideas
from different people and it benefits (laughs) obviously. | do not want to say | am
different but WURU has made me a different person because | do nolikeeadher
people who do not attend WUR(FGI with students October 2018).

Ncebads ¢ o mme natransfdrnoatioain heriidgmntityds & result of participatng in
WURU. This implies thatNceba has been transformed the structure and culture aVURU
signaling a triple morphogenesiss reflectedin the comment Additionally, the change in
Ncebads ident ity ericagpordte agentrole. Iyis tarbughgher @atticipation ih

the group discussions that she was able to see the ddéee herself

As discussed in chapter 4, studeatseed WURU at T; and this positioned thems primary
agentsbecause theyvere conditioned by their life experiences. During thparticipation in
WURU which isT2-T3, they becameorporate agents whaeorked together to achieve various
goals This shift from primary to corporate agency happened thrdabhghgroupsset up by
WURU. Through these groups, studemisre able to transformthemselvesembodying new

personal identities like Nceba describeshie tomment above leadingTo.
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For Sizwe, a group setting allowed him to develop the PEPs of confidence. WURU group
sessios provided a space in which he felt comfortabldito a i s e has e putsbin thee 0

comment below:

The group setting was al$®lpful because it was easier to communicate with each other.
You are not scared. You can raise your voice. Anything that you do not know and did not
understand in the lecture can be explained by our peer tutors and .of(R&k with
students October 2018

The data presented above skdhat WURU group sessions enabled students to participate and
engage in discussions and in fr@cesshere is growth of reflexivitySt u d eamments on
their participation in group discussion relate to what Shab@t7, p.163) wate aboutgroup
writing consultation, in which he argues that academic literdmssd communés of practice

provide fAia space for students to venture beyo

disciplinary genres and convenbons t hrough reflective practi ce

group settings created new roles for students to occupy both within WURU and outside of it. For
example, when they embody these roles, they emerge at the end of their time at WURU (at T4)
as saial actors, who have achieved new social and personal identities. There is thus a
transformation in the students over their time in WURU as their different strata emerge. For
example, students like Nceba acknowledge they have changed because of jpagtiaipat
WURU.

Peer tutor s 6 swourddssmrestérabout WORUagtowp sessiohisey said

Also debate especially how people learn. | would say what do you think and in that they
form their own perspective. What their own views are so yah ringpgs good for
debate (FGI with peer tutors, 2017)

And, |l i ke he said the debate. I had this
we were talking about race. They were so
and it has been playingn their mind. But | think questions like that stick with them that
will help develop them as students. | also do a lot of questioning where they can on a lot
of their own. For example, one of them was a Muslim and | asked them how you would
deal with thewhole religious aspect when you go into this type of school. Just to make
them think. As soon as you relate to themselves, they can understand(B&itevith

peer tutors, 2017).

...and working in that group. | think another thing WURU does in a grafiing. You
help them to work in a group but later as time goes you also start to push them to do
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independent work. You start with them and there is this support group around them and
then slowly they start working independently for themselves and just ghem that

back really reassures them a lot. Basically, like you said it is almost like a support group
(FGI with peer tutors, 2017).

Like students, peer tutors acknowledge that group settings provided students with a space in
which they could engageitih Education Studies 1 and in the process develop their confidence,
independence and also mastery of academic practices. WURU in this case created a space for
students to become social act@aduse their agency and reflexivity to respond to the SS and

CS they encounter. In this case, there is promotion of reflexivity which leads to growth in
agency. The role of peer tutors as a structure is also defined and they use their agency and
reflexivity to engage in their roles as mediators of the CS and SBea@tudents as indicated in

the excerpts above. As suyctheir interaction during 4 -Ts, results in individual students

becoming part of a group and therefore adqggicorporate agency at,.T
8.2.2.2The role of peer tutors

As indicatedin chapter 7 peer tutors play an important role in mediating the SS and CS for
student s. I n this case peer tutor as a struc
A s t wdrermxamplethey are positioned to introduce students to the CS of themsitivas

shown in chapter 6 and this chapter. The coordinator of WURU commentiis qoroviding

reasonsvhy they decided to use peer tut(gee chapter 7)

A

The peer tutor is a structural strength for WURU. WhHilepeer tutor s rol e 1is
programme, they also have the agency to decide how to engage in their roles as tutors as the
coordinator indicates in the comment above. In this ctsepeer tutor is a SEP of the
interventionds structure | eadi meg, pdenotutoRth&e i n
knowledge othe Education Studies 1 couraadthus are a source of knowledge for students.

Students spoke about how they gained from peer tutors. Data suggests that peer tutors served as
examples and guideon reflection for studds. For example, Dudu stated in one of the

interviews that having peer tutors as facilitators &y inspiring .

| found it very inspiring every day. The fact that you are being taught by someone who
has been in your shoes. Somebody who understandeyperience, the problems you
come across then you realize that person was able to make it. They went through similar
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difficult issues and were able to make it. | think that was very inspiring me to go do it all
the time. Because | looked at Z and thouglt& is doing her fourth year she went through

the same trouble | went through, so she understands better. So, when she is telling you do
this and do that, I know all that is from experien¢8econd individual interview
students, October 2017)

Du d ucbémment resonatesvi t h t he coordinatoros views abo
overcoming the societal constraingsarticularly in South Africa. They are refeodels to

students, share similar life experiences, understand the culture of the universitheand t
disciplines because they are students themselves. In other thedsrepeers without the SEPs

that come wittthe lecturer role (authority). In this case, peer tuanmseasy to approach, talk to

and consultThandosaid:

| think WURU is awesome e=pally because it is headed by young students who are still
learning also. Like the way they are approach it they let you know that we are not perfect
and we still learning but through the process of learning this is what we learnt. You can
use somethindifferent, but | am sharing this because it has worked for me and based on
that personal experience you can also build up on it and create somethi(fgebmnd
individual interview students, October 2017).

In the same vein, Nceba explained that havingear gutor was helpful because they are
approachable, hawg hadthe experiences of being first years which makes them ideal to help

them with their academic challenges:

| liked they use peer tutors because if it was big people (lecturer), we were mgttgoi

be able to communicate with them but because it is Z doing"hgeat she is basing
everything on her personal experience things that are happening now. So, you are also
able to communicate with someone who is your standard. Other than a lecurézey

like if | tell him or her what I am thinking they will think | do not understand, or | am
stupid or what. It creates or takes you out of this uncomfortable space. It is better than
going to consult the lecturer because once they start to expl&n g#wou do not
understand you will just say yes yes yes so that you can get out of there but with Z
because she is your peer you are able to talk to them comfo(E®lewith students,
November 2018).

Ncebads comment I ndi c ahe &G intérdct@on thap is mare horigantalr s  pr
than vertical (as with the lecturer) and in this process leads to the PEPs dfttamstoalso felt

comfortable having a peer tutor because of their approactiatrieanourHe said i liked being

tutored by aéllow student because they are approachable unlike lecturers. And it was not bad

for me because | find it easy to ask them to help about assignments compared to lecturers
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Peer tutors also shat¢heir views about the role they play in WURU. They provédsupport
system to students. They create a space in WURU in which students feel inspired, comfortable,
safe to engage and not feel threatexatk peer tutosaid:

They are meeting a tutor who is a fellow student. There is a sense that you are in a space
that is safe. To show your ignorance without feeling shame. | think that is the biggest
hindrance for people using the Writing Centre that sense of shame that, | do not have the
skills to do that. | think WURU provides an opportunity for equals to féel Bas not a
teacher but a student environment. And in fact, that we are not going to mark their work.
It is safe to say | can show all my ignorance and | will not be jud@edl with peer

tutors, 2017)

Additionally, peer tutas are a source of knowltge abouthe academic literacy of CS. Students
comments show that the role of peer tutors is important because they are knowledgeable. As

fik nowl ed g e, theynaseiird & positton to make explicit what is unknown andemak
transparent what is obscuredtudents. Bongani wrote in his journal that peer tutorgiameo r e
knowl e d gne dob that dhey are able ior ef er to them tlroherr el eva
reflective journal Sisanda wrote about how her peer tutor exgataimcepts and theories. Below

is an extract from her reflectiv@urnat

\

The evidence presented above corrobgradth Dison and Mendelowitz €2017, p.196) views

that peer tutors fAhave an intimate knowl edge
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the tasksbeyA&8canctdraw on not only the explic
content, but also other secesplace funds of knowledge armliscourss, including official

academic literacy practices which they as senior students with good academic rewverds ha
already mastered to a significant extento ( Na

reiterated the similar statement made in her reflective journal when she explained that:

Having a peer tutor was much better because she knew how to breainteat in the

way that made sense to me. She would touch on examples relating to public and private
issues. She had a good experience that allowed her to make different concepts fit
together. She understood first year struggles and she would fit intshoes same time

fit us into the right direction to writing good essayBGIl with students, November
2018).

Because students are entering a new space which they are underprepared for academically as has
been shown in this chapter, they are positioned &sekable in that sense. In this caseer

tutors provide the pedagogy of care which involves them offering emotional support to students.
Some peer tutors go as far as creating a WhatsApp group to offer nurturing and supportive

spaces to students who néebleyond the WURU sessions. Peer tutors said:

Yah emotionally because it encourages the students and | remember last year we had a
WhatsApp group because some of the people used to back and say OMG that session
helped, | was feeling down and that. Sdwellps them emotionally because the truth of the
matter this stuff makes you stressed (they laugh) it really does freak you out and | think
once you are able to deal with that it really is helpfEIGI with peer tutors, 2017).

But also, | find that despitiat the mandate to improve those literacy practices | feel like

a lot of what we do is emotional-essurance as well. Students that | have experienced
have skills they are there, but they are not sure of themselves. They know that they have it
but do nd® know that they use it already. So emotionally it is building that confidence as
wellé . (FGI with peer tutors, 2017).

€ and the fact that they are called to WURU when they get their first assignment that is
really tough on them. The student that | wadinglspoke about felt that because she
received an @mail so she thought that she was called there because she is failure so that
is why she was crying and all thafFGI with peer tutors, 2017).

Wh a't i's apparent from stuidentdheamamppeeanceut
emotional wellbeing as an enabling factor in their acquisition of academic literacy préatiees
Eybers,2018, p.255) This is evident in this study as data has shown. The pedagogy of care
which peer tutors provided to semts was enabling becauss Eybers (2018, p.255) argues,
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Aéit i's 1 mpossi bl esocialoexperiences ofcsauderitshas thgy seggage an

academic |iteracy conventionséo as has been

tutors to undersind, offer emotion reassurance and comfort to studerlisnsficialto their

well being and in the end success in acouiring

also show that students need emotional support and their respect for acadeevienaent is a

strength for the CS6s ideology. Peer tutors

Mine actually felt like this is a good opportunity they did not see it as because | failed my
first assignment, | need to be here like there was even 1 yoh that child | contacted him,
and | said can you please join us for WURU because he was consulting outside of
WURU. He was not part of WURU and the way he was excited about joining WURU and
for him it was like what a privilege. | do not know. Some of them they do not think there is
anythirg wrong they are invited because they have a privilege to be invited to WURU you
know (FGI with peer tutors, 2017).

Mine spoke about how they felt about their first results of the essay, complaining that

they got high marks in high school, so they canteene thinking they will be on top. And

then suddenly everything changes. And that really speaks to those who were called to
WURU and did not come, and they performed badly in that essay. They are thinking that
it is something they will get past th@EGI with peer tutors, 2017).

| always say to them do not stress about the mark. It is important but at the end of the day
it is the knowledge you as a person have gained through that and | think just by
supporting them and giving them those little bit of infation. It is about the knowledge

not the mark. Because they come into the group thinking they are failures teaching them
how to do things independently and also, they can work in a group at the sam&Gine

with peer tutors, 2017).

Givenpeertutod osi ti onal ity as students with more
not only the explicit fund of knowledge that is the course content, but also other -spexed

funds of knowledge andiscourseincluding official academic literacy practicediish they as
senior students with good academic records
(Namakula & Prozesky, 2019, p.45). Clarence (2016) agrees with Namakula and Prozesky
(2019) arguing that one of the advantages of having peer tutofacdgators isthat their
positions as students makes them relatable and approachable to sRelemtstors as a support
structure in this case helps to make sure that stuileetteing is taken care of becauss

Eybers 2018, p2 5 5) ar g s enpagssibld éidivorce the psyehocial experiences of

students as they engage in academic I|iteracy
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apeel ed i ntervention programme, it seems this

their acaemic lives

Thus, peer tutors amplementero f t he i ntervention programme

t o be i (ArbharpM. 1995 0.201). As evidence presented above has shown, peer tutors
were instrumental in creating enabling situations inctvistudentscould experience change in

their academic literacy practices and agency. For example, data suggests that students benefited
from having fellow students as their tutors because they are approachable and accessible more
than lecturers. It appeafrom the discussion presented abthag peetutors can be classified as

agents of change (Archek & Parker 2016, @9).

8.3Summary of the chapter

This chapter,focused on the second phase of the morphogenesis cycle wisicbiascultural
interadion T,-Tz duringst udent s 6 pWURU. This ghapter shasvthat students
entered as primary agents but during their participation in WURMT{I they become
corporate agents by participating in various collectivities, such as working in gmudjscuss

the assignments, unpaecy the assignment questi@ndkey concepts and learning the writing
conventionsThe data shows that students became corporate agents and some like Bakgani t
on the role of social actors because of engaging in gi@qussions. This shows that WURU
cultural or social system created enabling mmdconstraining conditions for studentSor
example, participant narratiseshow that WURU afforded students the opportunities to think
critically abouttheir work, anddeep@ed their engagement with tlelucationStudies 1 course
content. This enabled them to understand what was required of them and how to go about
meeting the academic demands of the course. This also lguk tlievelopment of studerits
personal identity whit is further explored in the next chapt®y. engaging in WURU, students
were able to understand how to respond to the assignment quexlicey conceptsandhow to
engage with academic writing conventsomhus, WURUcortributed to the changes in studé s 6
academic literacy practices and ageany these includeakingthe cultural system of academic
literacy visible and increasing the range of interactions. In the next chappeesent the
morphogenetic cycle of 4sTforegrounding the PEPs, morphogeasesf agency and elaboration

andor reproduction
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CHAPTER NINE: ELABORATION AND OR REPRODUCTION OF
MORPHOGENESIS AS RESULT OF ST UD E N PARFICIPATION IN
WURU

9.1Introduction

The previous chapter presented the social cultural interactjefg] Df the morphogenetic cycle.
This chapter continues from previous chapter presentingstbétiie morphogenetic cycl@he
chaptemresents evidence of personal emergent properties and powers (agential elapanation)
morphogenesis of agenajter participion in WURU. The chapter ends with a discussion on

the elaboration or reproduction of the CS and SS of the university.
9.2Changes in student marks

The first noticeable change was studentsd mar
overallst udent s6 per fasstudents sceredibetvpeencs0% ahd above. Although

one can easily attribute this improvement to other factors outside of W&iIRkK as regular

studying selfmotivation feedback on the first assignmeatc, for students irthis study the

changes in the marks are attributed to their participation in WURBEhould be noted that

students were not asked if there were other factors that caused this improvement besides WURU.

STUDENT PERFORMANCE ACROSS THE THREE

(%]
Q
& ASSIGNMENTS
@
(@]
(T) e T ~ - = ~
o j —— ® e ® ad
Bongani Dudu John Nceba Sisanda Sibanda  Sizwe
—=0—STUDENT 30 45 40 42 45 43 42
—0—STUDENT 68 63 55 60 60 66 67
STUDENT 70 60 65 66 67 66 70
=@=STUDENT ==@=STUDENT STUDENT

Figure7: Students' perfenance across the three assignments
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As thegraphs indicateall student participants improved in their marks and@sechoed in
the individual and focus group interviews. They credit this shift in their ntatke support they
received from WURU. Sisala said:

It was helpful a lot. Obviously, it has helped me improve my marks a lot from the first one

to the last essay. And even in my exams it did help me out because we focus on the exam
in June of the first semesthelped Maimprovetmywas o
marks. | did not get the 75% it is not about WURU | think it is about me not getting 75%.
WURU did actually help mélndividual second interview with students, 2017)

Sizwe also credits WURU for helping in improving his marks forstheond assignment. He had

t hi s Buatharaaiy an improvement when | check my first and second assignment as you
saw my marKks. There is an i mprovement i f you
mar ks, | s c(indivaddal imtervgew wili séudents 2017)n one ofthejournal entries

(below) John also echoes similar sentiments as the previous two participants. He wrote that he

was happy about his second assignment because the results were better than the first assignment

Intheexer pt , it s hows injeorsof feedbackditeracy ang mefeectian. Dudu
also acknowledged the improvement in her marks saying: f e el i ke |1 und
assignment (third assignment) and | ygnarkse it r

improved from the first assignment (Individual interview with students 20i®ne of her
reflective journal entries (below), Dudu expressed that she was impressed with how her results
turned out
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Dudu also reflects on how hergretutor made the CS visible to students &eetion 8.2.%or
details on this). This also highlights the important role peer tutors play in ensuring that the logic

of CS is made explicit to students.

Studentsdé narratives asiftipstewen®mariksdas a tesulv ef | ndi
participating in WURU. This change signals the achievement of their personal project of
improving their marks not just in Education Studies iubther modules as well as Dudu,

Sisanda and Bongamnentioned. The nexsectionof the chapter focuses on the changes
experienced by students in their academic literacy practices. Students indicate an improvement in

their academic writing due to their participation in WURU.
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93Changes i n st uwteqprastitesac ade mi ¢

Apart from the change in marks, students also mentioned changes in their writing and reading
practices. This section of the chapter offer:
practices by making a comparison betwdea students first asignmentand the second and

third assignmemst Thus, this section focuses on three aspects enspbagduringthes t udent s 6
participation in WURU. It should be noted the list is aghaustivebut these were thought to be

of importance.

1. Separating essentittom nonessential in terms of task words in the assignment topics

2. Discourse relation$ introductions, conclusions, building an argument and providing
support for claims

3. Referencing because it is such a gateway skill which markers focus on, WalRU
focuses orit.

The three academic literacy features above are used as guiding principles in understanding key
abilities that WURU attempts to teach students. Hence, by making a comparison between the
three assignmentsstudentswere offered insight into the efficacy of WURU in shapintheir

academic literacy practices. Further, examining the student assignmeastsvatidation to

changes students mentioned about their marks. | decided to useassrgementsrom one

student as a representation of thié assignmenta/hich | believe will give a fulér picture of

what and how studentsdéd academic | iteracy pr a:f
(words with spelling and grammar mistakes in the original texprovide the reader with an

overviewof t he participantsdé academic |iteracy ¢tr
9.3.1Separating essential from neassential

One of the keyoci in WURU is to ensure that students to have the abilitfigtnguish between
essential and neassential text. This requires the stnts to know what information is important
and what is supporting evidence. As discussesection7.3.2 students in this study indicated
they struggled with academic writing and part of the challenge was theintynabildentify the

most relevant points in the readings, working out which points to include and which to omit for

their essay. Below is an extract from one of
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Figure8: An exampleof excerpt fromBongani's first assignment

In this excerpt above, one can see that the student did not have a sense of understanding what is
important to include in the essay. The student just put sentences together without working out
what was essentiabtinclude in the introduction or body and what twinclude. For example,
analysing the introduction, it is a collection of statements that do not make sense or link to each
other. The student in this case fails to set the context of the essay. By failseparate the

essential from nomssential, the student opts to just write the essay. Students in the second
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interview mention changes in their writing practices that they learnt in WURU. Bongani reflects
on t hi s poythesecond asggnmerivent too far | went a bit far When | asked him

to elaborate on the statement, he said:

el still went for further readings on thi
remember very well even got the fortunate part of having hard copies. | mebrsam

because | am always engaging people who gave me a hard copy as a soft copy. | had
them in my laptop. | went through the readings and tried to start early nyana. | was
constructing this thing incorporating it with the primary readings but this timeag w

critical because | even consulted lecturers. | went through the assignment as they were
busy scaffolding us at WURUéThen we went t
was failing to understandPD and how to actually construct an essay based®b and

how to link this thing of elementary and higher order functions. | did not know how to

link them in the correct way. To link them to psychological tools | did not know which

one to start with ¢é and even i n thtoegh wor ks |
this editing trying to make the sentences link but the most key thing | learnt at WURU is

that your sentences must always link. Your last sentence should link with your first
sentence of the paragraph. Then | submitted on the due (atividual second

interview with students, 2017).

Like Bongani, Sizwe also sharéis experiences and m&a comparison between his first and

second assignment saying that:

| can say the second assignment was tough but what | tried to do different was to connect
my concepts which | did not do in the first assignment. In the first one | was just writing
not making connections paragraphs to par act
say it is something I learnt in WURU. Like make clear my concepts. | do not jusit.write

| write and explain it... | can also see the introduction. For Piaget, the introduction was
not an introduction because | was already writing the body. But when it came to the
second one, | knew ok that | must explain what | am going to in the badiymust not

form part of the body. | was told that when you are writing an introduction you must
focus on the question that was given to take out the point that | am going to do this and
this. While when it comes to the first assignment, | just saidPibget was talking about

this and this which is part of the body which is not necessary the introdugt®hwith
students, 2018).

For Nceba sheexplained thabefore participatigin WURU she hadi pr obl ems wi t h w
especially how to structure antroduction. In both individual and focus group interviews, she
mentioned that for her second assignment sheagethi nd mapo6é as e&ehatrat ec

ideas. She said:

Okay for me | think WURU sessions helped me to master skills of how to gipeaamdna
how to get straight to the point with your introduction for your essay. In terms of
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including all the important concepts that you are going to talk about in the introduction
without explaining them in the introduction. But mentioning them but expdathem
further in your body maybe like to divide them in paragraphs and maybe in this
paragraph we will talk about this main concept and follow the same trend and then also
about what C has mentioned that ummmh how to link the introduction with the
conclusion (FGI with students, 2018).

In the individual interview, she rda a comparison between the first and second assgh

indicating what she did different for the tvassignmentsFor example, she mentions using a

mind map to orgase her ideas

For the first assignment like | said | just wrote. For the second assignment | tried to make

a mind map which is the strategy | am now using. | made mind map and included all the

subtopics and all the important topics and all the important concepts that srg $esd

by these theorists and | tried to define them in the mind map and put examples of them
and then | went to writingIndividual second interview with students, 2017)

In their comments above, students mention the changes they experienced in fte¢hneis o
writing practices for example, howto structure an introduction and what to include in the
introduction. The excerpt below is an exampl®&aj n g asecond assignment. Compared to the

first example, this shows some improvement from the strutiutiee flow of ideas in the essay.
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Figure9: An example of excerpts from Bongani's second assignment
Students made comments about the difference between the first and second assignment
introduction. Dudu like the previous paifiants also made remarks abdbe differences

betweerher first and second assignmeandshe said:

I think the introduction in the second assignment has an understanding because | think |
wrote it with according to how | understand it. The first assignt in the introduction

was just taking staff and combing trying to explain th@ndividual second interview

with students, 2017).
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Students reiteratk the same sentiments when it came tte third assignment. They
acknowledgd an improvemenin their asignmentbecause of participating in WURU. Below is

an example ofromone tiiest udent 6 s third assignment.

Figurelo. An exampl e of esecorgasgghnentf r om Si sandads

As can be seen from the extract abdhereis a big improvement in terms of how the student
has structuretiis essay from the introduction and paragraphs. The ideas are well organised into
paragraphsand the student uses linking words which makke ideas flow logically. The
changes in theecond and third assignment are attributed partly to the changes in their reading
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practices. For example, John s&ik. | read the readings then | attained the important facts.

Thenafter | started drafting an e seadngsél @édaoy on

annot at e i mpNceba aso sharédavisat shedda for the second and third assignment.
She said:

So, the skills that | got that one of if you are reading the course pack you have to first
look at the introduction whereby, thgive us the readings that you are going to read and
then you have to indicate there which readings you have to read and what are they about,
highlight the topics and then highlight the subtopics. And then | also gained a skill that
whenever | am going tdast a reading | firstly scan through and see which topics and
subtopics are there and how long are they. And then see start from the introduction read
the introduction and then read the conclusion before reading the whole article. And then
try to make youown conclusions and try to see what you understand by yourself before
you through the readingéSecondndividual interview with students, October 2017)

John explained what he had been taught in WURU in terms of reading practices. He said:

J: The factthat when doing an assignment, you have to do all your readings and some

extra reading that makes it easy for you when you write an assignment that becomes easy

for you to write a very good assignment and another thing is that it helps you to see the

impartant thing that needs to be included in your essay. Because when you see two books

stressing one thing that means that thing is important.
R: You talk about doing all your readings, how has WURU helped with your réading

J: Okay when | read WURU stresst#tat | have a pencil, the words that you do not
understand you should circle them look for them in the dictionary and write their
meaning on the other side of the pa@desI| with studentsNovembe2018)

Sisanda also mentioned that for the second andl &sgsignment she read. She said:

It has taught me how to read my articles most of the time read your articles. You should

know what the content of the article says and most of the time use that in your essay and

other readings from the library and allten p y ou. Do not be | az
The Vygotsky one (second assignment) ¢él
t han Piagetébecause | was able to follo

able to use the articles not theTube. Since they told us you guys use YouTube videos
for Piaget so you should not do that, so | told myself | am going to fail so yah am going to

do this one and use the articleséFor this

article and with my booH. bought a book writing notes for education. | would read and
write notes on the side. The important things and on some of the parts if like
remembering how | can remember | woul d
one is very long for Piaget argb for Vygotsky eist{individual second interview with
students, 2017).

210

y
di
W

wr

t

1



Nceba also commented that for the second assignment she changed the way she was reading

For the first and second assignment my pace was the same as the lectures pace but for
this one(third assignment) the pace was different because you know when you are first
year you are scared to go beyond what the lecturer has given you so like for this one. |
went beyond. | was faster than the lecturer even sometimes | did not attend the lectures
because | was covering the readings. So that is why | was able to cover all the readings
because | would go to the lecture having covered the reading the lecture was talking. So,
| do not write anything, but | listen to and try to understand to see whavé
understood is the same as what the lecturer is talking about. Because you find that you
would go to the lecture and find out that the lecturer is saying the same thing for two
days. So, if you do not read you like stay behind but if you read youstarde
(Individual second interview with students, 2017)

What is interesting about Ncebads comment i s
agent. However, she was able to exercise her agency by readingthefileature and this in a

way heled her to mediate the CS and SS. She demonstrated independent thought and the ability
to complete her deliberations and decide on courses of action.

9.3.2Discourse relations

Another academic literacy aspect WURU focuses on is discourse relationsnitsetaiensure

that student€anunderstand and engage with the discourses. Students are expected to show in
their writing and reading they can identify the structure and osg@om of discourse and
argument. One of the academic literacies f5gpendix11 for assessment criteria) students must
meet in their essay is to provide a structured and agueissay that shows an engagement with
the discourse and argument . However, ilmm anal
section 9.3.2it is eviden thatthe student®assignment lacked an argument thas coherent

and cohesive. In addition, there is no logical flow of paragraplesciear manner. In some

cases, students also failed to provide clear explanations, examples, and quotes as evidence t
support their main idea or argument. However, students spoke about the changes in the way they
approached the second and third assignsnéot example, Dudu reflected on what she had been
taught in WURU saying that:

€ and then they told us about the lgoghd how you are supposed to structure it. The
body is the part where you put the information and concepts explain them further and use
examples and also the conclusion it is supposed to show the argument. It is supposed to
say whether you agree or disagr with the question. So that is how they told us to
attempt to write an essaf-Gl with students, November 2018).
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Sizwe also shared his experience about writing that he learnt when participating in WURU. He

said:

But what | have learnt there is how to g@bout the introduction. They gave me an
example of how to write an introduction that everything that is written in the introduction

is the things that you are going to talk about. How are you going to go about it even if

you know that | can do this andghBut if you do not have the main concepts you will be

|l ost . But there is an i mprovement when | c
an improvement if you can see my assignn{E@l with students, November 2018).

Nceba mentioned that she leaaribt of skills while participating in WURU and these helped her

in writing, especially the introduction. She said:

N:A | ot of skills we were trained by WURUEé
is more understandable and clearer and then withibedy | am able to put in content

which is important for the essay and for the conclusion to link it with the introduction.

Yah | can say.

R: What skills exactly where you taught in WURU about writing. Give me some
example®

N: They taught us about mappinGiving a map then giving the highlights of the
important concepts that you are going to talk about and be able to like to put in the
background information of what you are going to talking about without exactly going
through what you are going to tallbaut. And yah | think that is.i{fFGI with students,
November 2018).

She went on to elaborate that:

There is a lot of content in the Piaget offiest assignment)But | am not sure if | am
answering the question. It has a lot of content. | read and esmblcombined to make
sense. But with this orfgecond assignmerityvas very selective. | was looking at what is
required. What the question is asking for specifically, so | was able to separate what was
necessary and what was ritdividual second interew with students, 2017).

Bongani reflected on what he learnt about academic writing during his participatidoRu.

He said:

| learnt that in the introduction you have to put the background to set the context to say
hey reader here is what | am talgimbout. The rest of the theory that | am going to talk
about is based on the particular scholar or something you are writing about. Then you
should say what you are going to do chronologically and of which I failed to do that in
the first assignment anckam. My introduction stated things, yet | did not put them in the
essay. What | have learnt in WURU is that in the introduction you can say firstly | will
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discuss this and this, secondly, | will discuss this thirdly | will and then you link them
(Second idividual interview with students, October 2017).

Il n Bongani 6s comments he shows devel opment of
transformation is reflected in his essay as in the excerpt aoovealso a comment he made
about he learnt strusting an introduction Again, students mentioned that changes in their

reading practices were helpful in writing the third assignment. For example, Dudu said:

Well Z always told us that when you read for the first time you underline what you
thought you gband then you come back again read it. By the time you come to read for
the second time it makes more sense than the first time. You understand why you
underlined that part. Because the first time you just underline what makes sense when
you come back agayou understand why it makes sense because the whole content from
the beginning so that improved the way | would read. Because sometimes when | would
read the course pack, we would meet on Tuesday in the library and cannot even discuss
it. So, you readtihighlight and finish so that it is clear you went through it but not
because you understand what you are highlighting. If somebody was to ask you why did
you highlight, then you had no ideaéWell t
word you highlght and then you try to make sense of what it means and write it on the
side you come back again and read what your wrote and then if these things make sense
together, was | right to conclude that about that or not so that was very helpful in
reading.(Seondindividual interview withstudentsOctober 2017)

Thandoalso commented on the changes he made in terms of reading that helped in the writing
and this was discussed section 7.3.1.Thand@® s ¢ o mme nws tha Hevetopmeri of

different PEPs such as confidence, reflexivity, responsibility and taking on the role of a student.

He also manages to exercise her agency and embodies the role of a socialaassp@sse to

the situation she found herseffwhen wr i t i ng the first assignment
is an emergence of PEPs of responsibility wdere t al ks about not being

to reading. Sisandan the othehand,explained what she did when reading saying that:

Ok number 1 Fread aloud or sometimes | do read silently. | also jot down on the side

while | am reading. | still go to YouTube videos for some explanations and yoh yah
WURU has taught me how to read and be able to explain. B used to tell us that when you
read, write @ the side what it means. That is the most thing about reading. Every time we
would have an essay, we would tackle it with B. Every topic except for Piaget we had to

do it there. How do you go about it. What to write and not to write. How to tackle other
topics other than the ones we have and all that. That was the aha moment. Using actually
ethe actual topic we were supposed to writ
we write. Using exactly the ess@ndividual second interview with studen217).
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Sizwe and John also shared their experience in terms of reading practices and how these shaped

the way they wrote the second and third assignnsenivesaid:

| think for me it really helped me in both reading and writing. In reading okay SisiB tol
me when | am reading, | must not just read for the sake of reading to finish just nje, but |
must read it and understand and relate it to school context because in education studies
they ask us to relate to school context. And | also make sure thatlvahemeading if

there is a word, I donot understand | mu s t
hard for me to check. | must find the definition of it and what is it inside there. So, when it
comes to writing | a | t fiwwhengtitomés taawriting Ithave e  a |

notedsome people they just type the essay they have the coursework here and | am not
sure how it works. So, for myself | made the experiment | found someone who was typing,
and the final assignment was typing. They dodaothe first draft they just type so | said

okay | will find out how much they got. But when it came to marks, | scored higher than
that person | saw that it is not working, and | realized that you must make the first draft
and probably even the secondafirbefore you type you so that everything in there is in
order. So, yah WURU really helped me on that side.

During WURU we were told that when you read an article you have to write notes
explaining what you read in the paragraphs means. Something likesthayou write
explanation on the side. For the sociological essay | would use some of the notes to put
them in my essay. | would write in my own understanding and then when | am writing the
essay, | would include thathereit fits. (FGI with studentdNovember 2018).

Sizwe shows growth of reflexivity which is autonomous because he decides not to follow his
fellow studens by making drafts of his assignment. Autonomous reflexivity involves a person
who completes their internal deliberations independeatty as such, is able to pursue projects

that often lead to upward mobility in society. In this case, Sizwe is classifiadtasomous
because he took a strategic stance towards institutional constraints and did whatever was
required to overcome the candning influences of the CS. Another student who showed

autonomous reflexity is Thando He commented that

What | did for the third assignment and not the second is that | started my readings early.
For sociology, | started it before teaching expedenl started to read read and | would
consult where | do not understand. | was not having much difficult and | was really
feeling that what | am writing here is making sense. | can also compare Piaget and this
one | can see the English. The Englishth&a m using here is not
compared to this. And also, the structure itself it also makes sense because by the time |
was writing Piaget | did not follow the exactly the question that they have asked. When |
see | am running out of points | justit something that is not in the question. Whereas

this one | was making sure | answer the quest{tmdividual second interview with
students, 2017).
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Sisanda and John shared what they did as a group with the help of their peer tutor saying that:

Yah ths thing of not going to YouTube and reading the articles and even the articles. |
think we did the article witlh we would read the article and discuss, and she would also
explain what it means. She makes us explain to each other and she would correct us.
remember she was also reading the article.

Ok so here | can say ummm | did different readings and | tried to understand. So, here |
can say | was able to understand the readings and | was able to find examples from the
readings and to work with otherustents who like to help me as | was in WURU. And |
was able to put different ideas which | did not here (first assignment). Here | was only
using my own understanding | did not use much of the examples | was using a lot of
explanations and descriptions. kel used examples from the readings and general
examples(Individual second interview with students, 2017).

Si sanda and <dSravdanhe sise ofcomporate dgency to mediate the emerging SEPs
and CEPs they encounterdehr examplestudents werable tomediatesome of CEPs such as
academic readingnd writing during the group discussiofi$irough these discussions students
were able to get clarity on the conceptieir comments also reveal hotey positioned
themselvesn different modes of féexivity as they deliberated on their couss# action. This

also alignswith what MargaretArcher claimsthat modes of reflexives are not fixed and thus

individual studentsodé reflexive stances might
9.3.3Referencing

Students in this study cited referencing as the most challenging part of academic writing.
Referencing is considered a gateway skill empkdsby lecturers and markers. As highlighted
insection7.3.21 its I mportanceous skl pggé&od oeubvidedhe
componentof successful academic writing. Thus, referencing is one of the academic literacy
practices WURU provides to students because plagiarism and referencing are often
misunderstood. As highlighteith section7.3.2.1 referencing acted as constraint to students

when writing. Below is an extract fronone studends first assignment with no -text

referencing
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Figurell: An example of excerpts from Sisanda's first assignment

For the gcond and third assignment, studeatknowledged that they had learnt how to
reference. For example, Sisanda mentioned that she learnt referencing in WURU. She said:

Int ext referencingéli ke i grnaméand theinanet!l did ne |
not know that you had to write the initials and theneme.If it were many people for the

first time, | would write all of them. | did not know how to use et al. Ok the first time you

do need to write all of them but the second you must use et al.té atloof them
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everywhere. | think there were six of them or something. There were so many there just
covering the whole essayndividual second interview with students, 2017).

Dudu shared her experience saying understanding referencing imgrervembnfidence. She
said:

Okay in this one | think | got better in the referencing part which gave me a little
confidence in approaching the other assignments. So, after | realized you just have to
show that you did read and that somebody agrees with yaathink is right and | think
started having a different view about referenciis1 with students, November 2018).

In one of her reflective journantries as shown in the extract below, Dudu also reflected about
referencing

John shared hisxperience explaining whathe difference betweenthe second and third
assignment was

él l earnt t hat when you are referencing
referencing a mistake that | was doing is that | was including the surname of the person
and the initials and | should not include the initials. And the othéri ngs t hat é
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was paraphrasing, | was including the page number and | should not include the page
number when | am paraphrasing the page numberiackided when you are direct
guoting.(FGI with students, November 2018).

Figurel2: An example of excerpt from Nceba's assignment

The narrative presented in the last three sections fecosethe changes students have
experienced in terms of their acaderieracy practices. As indicated, student sedehanges

in ther reading and writing practices which they credit to the support received from WURU.
After their first assignment, students had concedmsutimproving teir writing of academic

essay, referencing, passing, improving their marks and learning to read academic articles. As
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highlighted, through theireflexive deliberations they managed to prioritise their most important
concerns (their ultimate concerns) and accommodate subordin@seancdevise a project (a
concrete course of action). Students demonstrated differentsrobdeflexivity to decide on
their course of actionSome like Nceba demonstrated the ability to take strategic action
(foregoing some lectures) to deal with constraifitee next section of the chapter focuses on the

PEPs that emerged as a result of student participation in WURU.

9.4 Personalemergent properties

This section of the chapter presents a range of personal emergent properties student experienced
as they partipated in WURU. An understanding and exploration of these PEPs contributes to
understanding the efficacy of WURU and how it

The different personal emergent properties are presented below.
9.4.1Confidence

Based on the data presented in previous sections, the PEP of confidence emerged in students

both personally and academically. Dudu for example explained that:

For me WURU has really built my confidence. Because after my assignment imy self

esteem was verywolike | just figured maybe university was not for me. How they just

built our confidence, how they made us aware that you have to prepare in advance and

not just rely on your lectures. They taught us to how to attempt and survive university. |

think the «ill of preparing in advance and reading through before lectures | think that |

will continue doing throughoutFGI with students, November 2018).
Dududés confidence is also reflected in the w
fiRegardless of bw the question came about already | had an idea. | had a clear picture.
Whatever the question was | going to be able to answer because | understood the concept from
the tutorialdo She explained that learning to referengave herfi a i ttl] e conf i

approaching t he Sbhetrdpeats theassmeithing imieenrefléctive journal
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Dudubds confi dence avithother peapieas ifidicateohthejournak entnyg

above. By working in a group, she exhibited autonomous reflexiégysuch, Dudu and other
participants mediated the potential CEPs and SEPs through their different modes of reflexivity.
Sisandaalso saidi WURU hel ped me to gain confilditeence an
individual interview | asked students tgpdain what they would tell a firstear student about

WURU if givenachance. John shared this:

€ At WURU they will not tell you that you are stupid because you are there or because

you do not understand but they are helping you to build your confideBoghat is what

WURU is all abouteéefor me WURU has given me
time and preparing on time. Yah they taught us things that are valuable that we will use
even in future(FGI with students, November 2018).

Similarly, like Dudu, Sizwe also gained his confidence because of the group setting. He said:

fiThe group setting was also helpful because it was easier to communicate with each other. You
are not scared. You can raise your voic&he improvement in confidence is alsdleeted in

the way students talk about their academic work. For example, in the excerpt below Dudu talks

about her work
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Bongani also reflects in one of his journahtries that being part of WURU hasted his
ficonfidence about his assignment whichrirca s ed am@ i dithgawWwRUihe gained

conf i ddlmnodedso confidently talks about his worlexplaining thatfor his third
assignment he felt it made sense because @é&as not having much difficyland | was really

feeling that what | am viting here is making sense. | can also compare Piaget and this one | can
see the Engli sh. The English that I amousing

(points at first assignment).

The PEP of confidence was also identified by one peer witor explained that being paot

WURU lifted s t u d eonfidende. This is what they said:So emoti onal |l y it i
confidence as wed Archer, A. (2011, p.143) argues thatudenté acquisition of confidence is

important tothem, such asthe participants in this study who come from disadvantaged
educational backgroundsndwho fetkover whel med by their own per
capitab As evidence shosva b o v e, studentsé PEPs of confi der
enabled them to enga in the academic discourse without fear. By being part of WURU and
engaging in discussions, students shared their ideas, opinions, learnt how to communicate their

perspective and worked together to achieve their goals.
9.4.2Intellectual enjoyment andenthusiasm

Another PEP to emerge from the data is that of intellectual enjoyment and enthusiasm. Students
reporteda change in their thinking and found engaging in discussion enjoyable and interesting.
They used words such @sspiringd diced dove itd and &ritical thinkingd TakeBongani for
example, he mentioned that:
eit i's very i
thinkingéMy in
writingéwhat cé
November2018.

teresting you can see It [
erest i's that when | am wr
hagset hat wr i t(fGhwith gwdents e s my

n
t
d
Bongani 6s comment above al so refl eigaPEP.Ihis s abi
not surprising because Bongani has been using his autonomous reflexindtyidate the SEPs

and CEPs emerging from the university and WURU. Sisanda echoes similar sentiments saying
fifor me it has changed me. | see when | am writing an essay or exams that I think differently now

it is just different because of WURU(Focus groupdiscussion, November 20173izwe
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explained that he experienced an ideological shift because of the participating in WURU. He
saidiAnot her thing that | have noticed is that
ideology of how this thing works ando w t o (FGliwithestudents, November 2018).
Sizweds comment reflects what ,ddgeople@ngage withr c her
structure and culture using their PEPS, they acquire emotional and reasoning skills, competence
andresilience and these become essential when developing a personal identity.

Further students speak about how it was interesting and inspiring to be part of WURU and this
motivated some of them. Dudu explains that discussion groups about the second assignment
madei tl thifik this ongsecond assignmerit)\was very nice because we had a tutorial, and our

tutor was very detailed She also reflects inerjournal as indicated below

Additionally, Dudu further reinforced the PEP of confidence in one of éféective journal
entriesthat she felt motivated by engaging in group discussions.




Again, in the comment above Dudu highlights the importance of corporate agarcglso re

affirms what was discussed tine section about the use of group workneasing the range of S

C interactions. The comments also highlight hgnoup settingsincreased studeriisonfidence

(see discussion in the previous secti@rpup discussions as described by Dudu and many other
participantsafforded thenthe opportunityto contribute towards the discussion and motivate

her to continue with readingisanda on the other hand mentioned thatfisheo vtleedtéategy

of breaking down concepts and was intendindtap pl y it i nSizove thllsabouho dul e
developing arfi a ¢ a d e mi dn redatioa o nwiiting and believes this will help in the long

run:

| think going forward, time by time, | am developing an academic accent, like of writing

and stuff. So, in the long run I do not think I will face some challenges atie leynd of

this year | am looking forward to mastering everything. Next year, second year, | am
goingtoslayy I wi I I be | i keé I.(F@liwithlstudargass Noeembet h e s e
2018).

Peer tutors also identified the PEP of intellectualism andusiasm. Thisvas mainly created

through some of the teaching strategies used during WURU sessions:

It also creates a sense of excitement and interest because last year | noticed that once
they did their reading and could understand what is needed tonddhet is when they
started putting in the input saying this and that and they get all excited and that which is
all we wanted(FGI with Peer tutors, 2018)

mine actually felt like this is a good opportunity they did not see it as because | failed my

first assignment, | need to be here like there was even 1 yoh that child | contacted him,

and | said can you please join us for WURU because he was consulting outside of
WURU. He was not part of WURU and the way he was excited about joining WURU and
forhimit was | i ke what a privilegeéSome of t h
wrong they are invited because they have a privilege to be invited to WURU you know.

(FGI with Peer tutors, 2018)

Some students like Nceba and Sizwe found WURU sessions helgérims of their academics

but also outside of tlireacademic lives. For example, in her reflective journal entry Nceba:wrote
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Froms t u d eomments presented above, the pedagogical practice adopted in WURU have
created the PEP of intellectualism amdheisiasm \Wwereby students get interested and excited

when they engage in WURU activities.
9.4.3Corporate agency

Based on the data presented in chapte8 and9, students and their tutors exercised corporate
agency. In other words, the group work fecof WURU meant that students and peer tutors
operated as corporate agents. In this section, | show how students, during WURU sessions

operated as corporate agents and how this imp#utégersonal and social identities.

Thus, although students enter®dURU as primary agents, they were able to collectively
transform themselves by working together. For example, Dudu mentions being motivated
because of working together with her group members. She also felththttURU group
sessions were helpful and druetive. As suchthrough participating in the collective, for
example working in groupghey are able to complete particular projects such as tackling an
assignment question or concepts. Nceba captures this well when she says that by working
together, te y d&fétne the concepts whereby we discuss the values and norms together giving
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di fferent definitions that i s how I|Johgpalso mor e
shared his experience saying thBeing in a group helped to participate irsdussions. You get

a chance to speak. We also had the chance to discuss what we should include in odr&ssays

s t u d eomment8 show, being part of WURU and engaging in its practices transforms them
from primary to corporate agents. In this casedestis raed on each other and also used each

other as resources.

Sizwe @ve an example of corporate agency shaping his role as a student. For example, in the
reflecton, though hewas part of the group, Sizwe rematha primary agent by observing.
However he later on acknowledde¢he importance of corporate agency by mentioning the role

of his friends

For Sisanda being part of WURU provided a platform in which fheyue d ¢ h otaser up
they engaged in different activiti€6GIl with studets October 2018)Sisanda was particularly

happy about the WURU group setting arguing that such a space made communication easier but
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also gave her a voice. ShesdidT he group setting was also hel
communicate with each othefou are not scared. You can raise your voice. Anything that you

do not know and di dn.0$he also drete is theareflectiveé journal Bbeut | e c t
group discussions

Another example in which students exercised corporate agency eowkitVURU was by
forming study groups. For exampkes indicated in section 7@udu formed a study group with
her friends.Again, there might other factors that pushed students to form groups, but they

acknowledgd that itwas because of WURthatthey wee able to do so.

Peer tutors on the other hand encouraged corporate agency by creating groups outside of WURU.
These two peer tutors created WhatsApp groups with their students.

Like WhatsApp you can also send them reminders to say remember we wslidiago

on this today or think along these particular lines of things. So, by the time they come
they do not have an excuse and those that are not really kin on reading for them now that
they have a page that is highlighted you know they want to showcageryone | made
reading as well. So, yah the use of tech even though you are not there it can help them
push on their own.

| remember last year we had a WhatsApp group because some of the people used to back
and say OMG that session helped, | was feellogyn and that. So, it helps them
emotionally because the truth of the matter this stuff makes you stressed (they laugh) it
really does freak you out and | think once you are able to deal with that it really is
helpful.

Through statements such as thosespnted above students and peer tutors identify the PEPs of
corporate agency. Students showed,that their agency changed from primary to social or
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corporate within the confines of WURU, their identity also changed from personal to collective.
They recogised themselves as part of a group working for a common KeafaretArcher
(2000) explains that <corporate agents have fc
for collective action, generating social movements, and exercising corpafatence in

deci si on .268).Knithisganse(cprporate agency would enable students to no longer be
collectives that things happen to, but rather collectivesntia&e things happeihis is because

as MargaretArcher (1995, p.258) arguesorpa at e agents are fdaware of
articulate it to themselves and others, and
p.258). HoweverMargaretArcher (1995 p259) also reminds us that a primary agent in one
domain may be a corporadgent in another in any particulag 3ince these categories are not

fixed but can change over time. In other words, while students may work together in WURU as
data suggests, they are still primary agents outside of that setting. For example, they are no
actively involved in making decisions around WURU and how it is structamdihor are they

involved in the decision making about Education Studies 1 curriculum, pedagogy, assessment
and course material. Student théeffortsaof othars inthedes | nd

academic success.
9.4.4Growth in reflexivity

Another PEP to emerge from the data is the growth in reflexiVitys sectionshowshow
students mediated the potential CEPs and SEPs, through their different modes ofityeflexi
Students showed growth in their reflexivity by the way they talked about the discourses and their
experience in WURU. However, the growth in reflexivity was promoted through strategies peer
tutors used during WURU sessions. For example, the comretaw lfrom one peer tutor is an

example in the way reflexivity was promoted

| had this wonderful debate WURU activities it was at end of the year and we were
talking about race. They were so divided go think over during T.W they still had not made
up ther mind and it has been playing on their mind, but I think questions like that stick
with them that will help develop them as students. | also do a lot of questioning where
they can on a lot of their own. For example, one of them was a Muslim and | asked th
how you would deal with the whole religious aspect when you go into this type of school.
Just to make them think. As soon as you relate to themselves, they can understand better.
(FGI with peer tutors2018.
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Students also showed growth in reflexivity their reflectivejournal. For example, Sisanda,

wrote in her journal that:

In the comment above, Sisanda is applying the autonomous reflexivity. In this case she is willing

to seek help at whatever cost to overcome the conditioning effects ofustriand culture.
Students6é comments on their participgatld@3on i n
argument that academic literacika s ed communi ty of practices pr
venture beyond the rules and procedures xXploee and practice disciplinary genres and
conventions through refl ect i v dahatpViURLL pravides 0O . He
promotes growth in reflexivity as Sisaridd&omments indicate. In the same vein, Dudu also

showed growth in reflexivity inmme of her journal entries as shown below
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Bongani shows ultimate levebf reflection when he commented about his experience of being
part of WURU. For example, his comment below shows him reflecting on what academic

writing entails

What | havelearnt is that academic writing has to do with formalities in a university
setting and it adores and values research experiments credible scholars and obviously
well-structured sentences, grammar, spelling and all these kinds of formalities that you
haveto apply and follow.

9.4.5Personal friendships and belonging

Data also suggests that WURU provided space that enabled the PEP of personal friendships and
belonging. This was mainly identified by peer tutors who indicated that WURU is more than an
acadent i ntervention programme. For e>eemthhge, t hi
that is said is exactly that skills, support group. Some students are worried about not being
friends or having friendeé Another peer tutor commented that WURU offers entiran skills.

She describes WURU as offering a family that students can depend on:

€ but at the same there is also the family and mentoring that comes in. You see the
evidence of that when we do our last WURU session they are like ooh | actually had a
famly here so that at some point and | guess knowing that there is help available as a
student when you know | can actually go and call on someone you (E®with peer

tutors, 2017).

Similarly, another peer tutor describes WURU as a space that seaigty to studentdn this
space student feel safe to be themselves without judggsemnisection 8.2.2) for evidence on
this. Sizwe also described WURU &sh o nirehis reflective journal.
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The comments above paint WURU as a space which postddentswith the opportunity to
build new friendships and support structures in what for some of these students was initially an
alien space. The sense of belonging WURU provides studeogseldaheir confidence to learn

and achieve their goals.
9.4.6Taking on the role of student/actor

Students took on the role of student Ardactor as a result of participating in WURU and its
practices. For example, WURUpedagogical practices positioned studexrssorporate agents.

Thus, by being part of groups inWWR U , students take on thae role
to contribute towards the discussions and othtvides. For example, Ncebaflexively elected

to activate her agency by engaging with the readings and also seekingiHwelphe second
assigyment | was able to go through the readings on my own and with the help of the WURU
sessions sO In one of her reflections Dudalso decided she would read ahead of her
assignment which would help with anxiety. In this instance both Nceba and Dududdecide
exercise their agency |mbodying the role of student acty taking the responsibility for their

academic success.

Like Dudu, Sisanda also reflects her experience of being part of WURU sessions and the
comment in her reflective journal revealbat she intends to do to succeed.
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As students change their practices and take on new ways of being, thinking and feeling, they
embody a new identifyhat ofactors and in the procedss discussed in chapter 4 sectib6.3
MargaretArcher aguesthatashuman beingsve are layered witlthreestrata namely persos)

agens, and actas and thesetrataare irreducible to onanother For students in this study being
part of WURU ¢ thytakingstHe oole of @ stu@ent. h e m

As they embdy the role of student, tgeactivate the PEP of responsibility as the two students
below indicate in their reflective journals




In the reflectios above, Sisanda and Sizwe also develop the PEP of responsibility. For example,
they write about the imptance of time management personally but also as a group. In their
reflective journal entries below, Nceba and Sizwe share same sentiments about the importance of
planning and time management.

Being part of WURU, Sizwe, Sisanda, Nceba came to eedli® importance of time
management and planning as enabling factor in their academic success. WURU as a space
provides students with these resources that are beneficial in their academic emrsdeavo
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