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Abstract

Key words: reading development; secondary school readingumulbf reading;

language empowerment; sustainability.

Reading in South African schools is rated amongstworst in the world. Many
children come from backgrounds where reading isonmmon. Since reading is the
key to the mastery of other subjects and a prediofofuture success, there is
mounting disquiet about learners’ reading abiliccordingly, the principal of a
secondary township school requested help with ngadevelopment. This project
aimed to design a programme of reading interventiat would lead to on-going,
sustainable second language reading developmetit,te focus on improving the
educators’ skills to teach reading. Because thesemomethodology was action
research, the teachers were included as particiamt co-researchers. An additional
aim was to reflect critically on the interventioimsorder to ensure more generalised
understanding of an educational problem. The resilthis study will have value in
that they will facilitate a closer understanding i@ading development in one

township school as an example of a general edunatmoblem.
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CHAPTER 1
INTRODUCTION

Life is not a problem to be solved, but a realityoe experienced
- Sgren Kierkegaard

1.1 Orientation and background to the study

Until South Africa abandoned its policy of oppressbased on race and ethnic origin
in 1994, language had been closely allied to thesidins brought about by apartheid
and language was used as one of the tools to sepmraple physically and socially
(by granting each group a geographical allocatarg psychologically (by allocating
connotations of inferiority or superiority to difmt groups) (Kapp, 2006:30). No
black African language was assigned any statustamanly official languages were

English and Afrikaans.

The nascent South Africa entrenched the languadpsrof 11 official languages with
equal status in its new Bill of Rights in 1996; ahd Department of Education (DoE)
advocated home language instruction the followiegry Nonetheless, the status of
these languages is not perceived as being equiimany parents want their children
to be educated in English. According to Kapp (282633), Xhosa children in the
Western Cape ‘associate English with social mahbiiitto ‘white’ suburbia and away
from the poverty and violence of the townships.glish is also the key to the modern
western civilized world of science, technology &mdwledge symbolised by Silicon
Valley and the United States of America. The matloand provincial education
departments’ endeavours to develop and implemditigmto remedy past inequality
and to provide fair education to all learners resiilin a period of adjustment: in
primary schools there has been a significant shufflthe size, racial and linguistic
composition of the classes. Accordingly, a largenber of children learn to read in a

language that is not their mother tongue.

This contributes to the current growing concernualibe reading ability of school-
leavers in the whole of South Africa (Yeld, 2001):100n 21 July 2008, the

1



Mpumalanga Education Department expressed its corat®ut the level of reading
in the province and launched a new reading stratedggnprove the reading level at
primary schools. The Education MEC was quotedodevis (Mogakane, 2008:[1]):

‘I do not want to sound like a doomsday prophetbss,the reality of the matter is
that we are facing a bleak and sad reality thag ‘African child cannot read at an

appropriate level”. She added that only 40% oad& 6 pupils came from homes
that had between one and ten books while 30% caone hiomes without books at
all; that few pupils had access to libraries arat #imost 70% of pupils did not read
newspapers. Fleisch (2007:7) reports the resiiiseoSouthern and Eastern African
Consortium for Monitoring Educational Quality’s (EMEQ) assessment of Grade 6

learners’ reading levels per province in South &dras follows:

Table 1: SACMEQ, Reading Mastery in Grade 6, 2005

Provinces Learners achieving | Learners achieving
minimum level desirablelevel
Eastern Cape 18,5% 5,1%
Free State 16,3% 3,2%
Gauteng 65,9% 43,2%
Kwazulu Natal 43,9% 22,1%
Mpumalanga 12,9% 3,7%
Northern Cape 30,3% 8,7%
Limpopo 15,5% 5,9%
North West 10,4% 0,6%
Western Cape 84,2% 56,8%
South Africa 35,1% 18,4%

In 2006 an international test, The Progress ierirdtional Reading Literacy Study
(PIRLS), was conducted by Boston College (in thatédh States of America) to



evaluate 215 000 fourth-graders' reading literaeyels in both literary and
informational text. It rated South Africa’s penfieance amongst the worst in the
world (alongside those of Morocco, Kuwait, Qatarddnesia, Iran, Trinidad and
Tobago, Macedonia, Georgia and Romania). (Kas@/41]). The PIRLS was one
of the largest and most rigorous studies ever uakien of young children's reading
skills. The study was conducted under the ausmtéle International Association
for the Evaluation of Educational Achievement (IEA)the organisation also
responsible for the international surveys of achieent in mathematics and science -
and involved 150,000 children aged 9-10 years ol85 countries (Twist, Sainsbury,
Woodthorpe & Whetton, 2003:[1]). A report in Newis®n 29 November 2007
confirmed South African learners’ poor performamntenother, more recent, PIRLS
that had been released during that week (sapa;[2D0O7t revealed that:

Almost 80% of SA pupils in grades 4 and 5 did neaah the lowest

international benchmark in contrast to only 6% he trest of the countries

tested.

While almost half of the learners tested in Enghsiadl Afrikaans attained the

lowest benchmark, between 86% and 96% of childneting in the other nine

official languages did not manage to attain evés th

On 12 February 2008, News 24 (sapa, 2008[1]) redothat the South African
Minister of Education, Naledi Pandor had criticisedent findings by The Progress
in International Reading Literacy Study, sayingtthihe subject had not been
researched thoroughly and that the questions warspecific enough. Nevertheless,
the minister’s repeated calls for reading and ditgrindicate her awareness of the
weight of the problem. For example, in her speadien launching the 2006
Readathon campaign (Pandor, 2006[1]), the ministaintained that ‘we need to
excite young people, to convince them that readlmanges their lives positively’ and
referred to ‘anational reading strategy’ which ‘would lead to agsive improvement
in reading abilities of our young pupils’. In atidnh, the education minister also
reminds us that, ‘Various studies (largely Amerj¢casuggest that a child from a
professional family is likely to have heard 45 il words by his or her fourth
birthday. A child from a working class backgroundl have heard 26 million and a

child from a deprived background will have heardlyd8 million... it is not the toys



in a house that matter, but the words in a chifead’. (Pandor: 2007:1). From this

we conclude that early reading programmes and a¢odsoks are vital.

Coleman (2003:2) points out that the poor standsrditeracy in South African
schools is also demonstrated by the number of Egetbridging’ or support courses
deemed necessary (in some cases, even compuldoBguth African universities.
The University of the Free State offers severalhsgourses with the aim of
‘addressing the low language proficiency’ of itssfiyear students (van Wyk &
Greyling, 2008:205). Passing a course in langymgéciency is a prerequisite for a
degree. Similarly the University of Pretoria offea language bridging course
because ‘i]t is expected of every new undergraglsaident who wishes to register at
the University to complete a language proficienest.t Based on the results of this
test, the student will be enrolled in language tgyaent courses that have to be
passed before the degree will be awarded’. (UP ie9bsSimilarly, the University of
Cape Town applies a language proficiency admissiess the Placement Test in
English for Educational Purposes (PTEEP) (Kapp3200

Kapp (2004: 247) positioned the role of English time South African Higher
Education context’ as follows: ‘the fact [is] that South Africa now and in the
foreseeable future English (which is a second odtlanguage for students from
working-class backgrounds) is likely to remain tiweguage of learning and teaching
in most higher education institutions’. She alsinfs out the contradiction that in
many black working-class secondary schools in Séditita, English is ‘taught as a
second language subject, but is the official medainmstruction’. In practice we see
that, despite constitutional guarantees about thealestatus of all eleven official
languages in South Africa, English is functionalye major dominant language in

formal public contexts in South Africa.

1.2 Wag-'n-bietjie Secondary School: background ofontext

Wag-'n-bietjie Secondary School boasts highly sesfid and well-qualified ‘Old
Wags’, including provincial MECs, national soccdars, doctors, lawyers and
business people. Enrolment is currently closed@0llearners (of which roughly 475
are boys and 550 are girls) and has a teachin§ aftadbout 35 Wag-'n-bietjie

Secondary School was originally established aslauoed school teaching via the



medium of Afrikaans only. However, since blackrieas have been admitted, the
learners receive instruction via the media of EBigland Afrikaans, with the home
languages of the learners being predominantly Arls and SeSotho. The current
demographics reflect 447 black and 624 colourednéga. Many of the black
learners travel long distances (up to 15km) frorheottownships and informal
settlements camps to attend school. Many learfesding into Wag-'n-bietjie
Secondary School attended seSotho, seTswana origvé@drosa primary schools
(with some having moved from one medium of insinrctto another at primary
school level). Clearly this has profound implicat for the language proficiency at
the school, where they now have to choose betwleeravailable media of either
English or Afrikaans, with preference usually beigigen to English (see above),
although the school is still officially an Afrikaarschool.

The school is situated in a poverty-stricken ared many parents/caregivers are
unemployed. Wag-'n-bietjie Secondary School hgasedenced a low pass rate at
matriculation level over a period of years (fludtng between 54.6% and 69% over
the past five years) and has been identified byrtkee State Department of Education
as an underperforming school. The principal aitab this partly to learners’ low
reading proficiency and the lack of a culture afdimg and approached the University
of the Free State for assistance. At a joint mgebf community leaders and
university stakeholders, the principal of Wag-'etiie Secondary School requested
help with reading development at his school. Beeate university is committed to
Community Service Learning as a sustainable metifidelarning and research within
the immediate community where real-life problemsuscthis request was acceded to

and this project conceived.

1.3 Problem identification

The attrition rate at Wag-'n-bietjie Secondary Sahe high. Improving the reading
proficiency of the learners may lead to an improgetrof the matriculation results as
‘in academic settings the most common way for sitgléo learn new information is

through reading’ (Grabe & Stoller, 2002:19). Thuf,learners become more



proficient, they are equipped with a life-skill whimay assist them to access learning

and hence further their personal development.

The main aim of the research is to design a prograrof reading intervention that
will lead to on-going, sustainable reading develepmat the school. The
intervention will focus on second language (SL)dieg development as all the
learners at the school are SL speakers of Englisthe approach to reading
development at the school will provide learnershwitrategies and SL-specific
resources to deal with English texts across theatwm. The focus of the research
will be on improving the teaching skills of the ¢bars to teach reading as this will
ensure sustainability after the completion of thelg. Thus, to improve the reading
proficiency of learners, a programme of intervemtiwill be implemented that

includes the teachers as participants and co-idsg@r while improving their

teaching skills.

An additional aim of the project is to reflect aidlly on the intervention in order to
ensure a more generalised understanding of an woh&laproblem. The results of
this study will have additional value in that theyl facilitate a closer understanding
of reading development in one township school aseaample of a general
educational problem. Valuable guidelines for téaghand learning may be drawn

from this study.

The proposed research methodology is action rdsdaie), which is qualitative in
nature. AR moves in cycles and is particularly pidat solving problems and
effecting change in real-life social settings, sashthat at the institution targeted in
this research. Initially the action researcherageg with the real life situation in
order to gather existing data and make primarymsens. In so doing, the issue is
defined. Based on this, the action or intervenimplanned and acted upon. The
following steps in AR are seminal: planning, obsgion, analysis and reflection on
the action or intervention attempted. The researckcords the observation and

problems encountered during the intervention beferengaging with the real world



situation, redefining the issue, and in so doirfqhirey and solving the problems and
starting a new cycle. It would seem that the fomednd suppleness afforded by such
methodology is most suitable for the complexity aofschool which presents the
researcher with a knot of complex social, interpeas, economic and even racial

issues to be unravelled.

1.4 Pilot exploration

A pilot exploration of the problem took the form affocus-group interview with
teachers whose daily contact with the pupils wodicect the study; and the
researcher compiled a reading proficiency test gthagn texts taken from their
English prescribed book of short stories and aqoitesd Geography textbook) which

was written by all the grade 8 learners at the scho

The teachers identified the following reading pewsbt during the focus-group

interview:

» Learners are not motivated to read and read reltigtarather than read any

text, learners ask the teacher to tell them whatealkt contains.

e Learners are unable to read written instructionstest and examination

papers.
* They read with no comprehension.
» Learners have very little background and generahkadge.

* Reading material in the library and in their prédsed books is not interesting
and relevant to the learners. They are only isteckin reading about their
immediate surrounds/ world/ milieu and not in cotraffairs or anything
beyond their range.

* The learners do not read fluently.

* Their vocabulary is inadequate.

* Learners do not value reading and a culture ofingad totally absent.

* The learners’ functional literacy level is low atiety enter the high school in

grade 8 with sub-standard reading skills.



The dilemma was analysed and divided into two categ: matters pertaining to the

educational/school system and those relating téethmmers themselves.

The following problems relating to the conditions the education/school system

were mentioned by the teachers:

There are very big classes of 45 — 50 learnersns€yuently, the classes are
difficult to manage. It is more difficult to maaih discipline and teach
effectively. It is thus very difficult to give anyndividual attention and
identify individual problems.

The Learning Facilitators (LFs) who represent th@vicial Education
Department are uncooperative and do not heed tlsenadtions of the
teachers.

The powers of the teachers are limited. They asentbowered by their
perceived lack of authority, problems with disanglj a lack of funds for
reading material and not enough relevant readingma

The prescribed texts are not relevant to the learnérhis is both a learners’
problem and a problem within the system)

The departmental intervention teams require a lang@unt of paperwork
from the teachers. The DoE seems to feel thattyleh paperwork is
evidence of teachers’ doing their job. This is dimonsuming for busy
teachers. The teachers feel that the DoE is sebaked.

The learners do not see the fruit of their labdiues they work but do not
achieve success).

The constant demands of the DoE for the teacheat¢ad workshops prevent
them from teaching and hinder progress in the wass. Teachers

maintained that many of these workshops are giveerg short notice.

A short questionnaire to establish tlséatus quoof reading strategies before

intervention, was distributed. Some teachers wibrikepairs and the replies were

anonymous in order for the project to be perceiasdeing non-threatening to the

teachers. While they successfully identified impot aspects (such as ‘plenty of

practice and opportunities to read from books amdjamines,” and ‘comprehension

8



guestions,” ‘read magazines for pronunciation. dR&aort stories and explain
vocabulary’), in general the replies were vagudthdugh the questionnaire was an
inaccurate way of establishing how these teachemmsht it was also intended to
initiate self-examination by the teachers of thedividual teaching methods. What
did emerge were their frustrations with large atas@nd the consequent lack of time
and opportunity for individual attention) and, iarpcular, their lack of knowledge of
how to deal with remedial cases. Many learnersgéims, cannot read at all. There is
no doubt that an illiterate learner is disruptived aundisciplined. The perception
emerging from the responses to the interviews hadrague answers to the questions
on teaching was that the teachers’ morale was \@wy This awareness was
bolstered by the teachers’ lack of discipline andyaical and fatalistic attitude
towards their teaching task. It became clear thattask ahead would embrace

problems with the staff as well as with the chitdre

In order to try and address the teaching problefntheaschool, a meeting with the
staff was convened in order to compile a ‘wish’ lidtwhat teaching aids would be

useful to them. The teachers requested the faligwi
» dictionaries;
» overhead projectors;
* screens;
* maps; and

» alphabet charts.

The results of the reading proficiency test conéichthe teachers’ observations in that
the results were poor on all items tested (vocaipulgeneral knowledge, textual
references and comprehension). The lack of ardirrgaulture amongst the learners
is reflected in the community and their home enwments. An explorative
guestionnaire (appendix 1V:1) completed by the gr@dearners in 2007 revealed that
few (if any) learners had more than ten books atdnoOther revelations were that:

» few learners could distinguish between books anganaes;



* many of the learners could not read or understhadjtiestions being put to

them;
* many answers were unintelligible;
* many learners feared ridicule;

* the learners’ aims and goals in life were not atirattouch with attainable
reality: most learners wanted to become doctoranymlawyers, social
workers and business people;

* many learners misread or did not understand theuict®ons/ questions;

* many learners were desperate for spectacles; and

» several learners pleaded for help.

In addition, the library is poorly equipped, unfiéiy (is dirty, has old books and iron
bars at the door) and understaffed. The libraisann duty once a week and, when
interviewed, confirmed the lack of interest in negd among the learners and,
ironically, complained that the theft of books weageal problem. Likewise, the
classrooms are untidy, dirty and bare with littlddence of anything that might

stimulate interest in or around any subject beagyht at school.

The situation, if left unaddressed, would simplypgstuate attrition at the school and

result in school leavers’ being educationally desti

1.4 Rationale for the study

The foundation for the research into how to imprdearners’ reading is the
headmaster’s astute perception that the high nuédtion failure rate was a result of
the learners’ poor reading skills and his consetjappeal to the Community Service
Department at the University of the Free Stateaidr Initial testing confirmed his
awareness that the level of reading is poor, atedabure on the value of reading
validates the headmaster’s understanding thatngaslithe key to academic success.
For example, it is clear from the work of Grabe &bller (2002:19) that ‘in
academic settings ... the most common way for stgdentearn new information is

through reading’. Thus, if learners become mordigent, they are equipped with a
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life-skill which may assist them to access learnamgl hence further their personal

development.

The seriousness of the problem is underscored b\ &007:18) in similar studies
done in the United States among learners of therioity schools: ‘The failure of
schools in low-income neighbourhoods to teach ohildo read is the most serious
social problem of the United States today, antiésrbot cause for increasing rates of
unemployment, violent crime, incarceration and hieseness’ (2007:18). Against
the similar social and economic setting of a tovimsthool such as Wag-'n-bietjie
Secondary School, exploration into the improvemanteading is most pertinent,
particularly when the research is supported by wundadheoretical base and is also
granted the extra empirical dimension and the fveedfforded by AR as the research
methodology. The study is expected to make a ibwution to knowledge
independently of the orientation of the findingsdngse it offers insights into how to
approach other such institutions with full knowledgf the unexpected successes,
failures and pitfalls.

1.6 Main aims and specific objectives
The main aims of the research are to:

» provide the teachers with the necessary skills tetiniques to implement
good reading practices in their classrooms (irs@ltljects) in order to improve
the reading of weak readers (this refers to learmdro can read, but read
poorly, as opposed to illiterate learners, refetceih the next paragraph);

» train teachers to teach the illiterate learnenrséal,

* ensure that practices implemented are sustainable;

» develop a culture of reading at the school,

» reflect critically on each step of the implemeraati

* replan the process based on the results of radlecti

» facilitate the professional growth of teachers;

* implement appropriate methods and techniques basaasights gained from
a literature review; and

* engage teachers as participants in the research.
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From the above it is clear that the focus of theeaech will be on improving the
teaching skills of the teachers to teach readinthiaswill ensure sustainability after
the completion of the study. Thus, to improve tbading proficiency of learners, a
programme of intervention will be implemented thatludes the teachers as
participants and co-researchers while improvingr tteaching skills. The additional
aim is to reflect critically on the interventions order to ensure a more generalised
understanding of an educational problem (Burns9199he results of this study will
have additional value in that it will facilitate @oser understanding of reading

development in one township school as an exampdegeineral educational problem.

1.7 Research methodology

As the name implies, AR involves two elements whiibk (2002:[1]) highlights,
maintaining that it has ‘dual aims of action (th&t change) and research (that is,
understanding)’. He explains that, ‘Action andderstanding inform each other’
(2002:[3]): in other words, the purpose of AR i® fesearch action, and to action

(that is, to act on) research’ incorporating theamant element of participation.

AR is the chosen methodology for this study adlitwes for participant researchers
and facilitates staff development (Burns: 1999;f&err & Winberg; 1997; Henning:
2005) where it ‘seeks to remove the gap betweerdd¢oeders and the doers’ (Dick:
2002: [2]) - in this case, the researcher beingi#t@der and the teachers, the ‘doers’.
In particular, AR ‘focuses on finding a solutiondadocal problem in a local setting’
(Leedy & Ormrod, 2005: 108), and this focus is iedlenost apposite in this project
where it focuses on the particular situation at Walietjie Secondary School with
the ambition of extrapolating the wisdom, experemand insights thus acquired for

use in a similar situation elsewhere.

The cycles of planning, acting, observing and otiitgy provide the researchers with
momentum to implement change and to reflect chifican the process (Wallace
1998:12). Through the AR cycles, the researchdrteacher hope to ‘become aware
of what is really happening’ (Grabe & Stoller 200&7) in the classrooms and

attempt problem-solving as the project progresges.provides a tool for systematic
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inquiry and simultaneous problem-solving based toumctured reflection (Kerfoot &
Winberg 1997:26).

The planning phase of the first cycle includes tarditure review; a focus-group
interview with the grade 8 teachers; taking dowradédnguage proficiency test with
the grade 8 learners; and the taking down of ataunesire by all grade 8 learners to
gain biographical background information on theyéargroup. The implementation
phase includes training of teachers and the imphatien of a sustained, silent

reading programme on the timetable for learners.

AR by its nature spurs educational change and deafélopment in that it is decision-
driven and not hypothesis-driven and therefordifateés quality problem-solving and
decision-making (Krathwohl 1998:601; Kember & Go982:301). It is a supple and

adaptable methodology well-suited to a school regtti

What follows is a short explanation of some of kleg terms as they are used in this

context.

1.8 Clarification of concepts

The following comments are offered on certain cptgeas used within the
framework of this dissertation. They are: townshipading development and
secondary school.

Township In South Africa, the designatiaiownshiprefers to the urban residential
areas that were reserved for blacks, colouredsimdidns under apartheid. These
areas were often undeveloped and built on the Ipenp of towns and cities.

Although the term harks back to the apartheid ar&aouth Africa, it is not used

pejoratively today and most South African towns aittes will have at least one

township associated with them and they are oftemwed as just one of the many
suburbs that an urban area might have. Thereftme informal settlements (squatter
camps) on the outskirts of the townships. Thenkeia at Wag-‘n-bietjie Secondary
School all live in townships or informal settlem&nt
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Reading developmenthe understanding of what constitutes reading ldpweent

may have different meaning in different contexts. the terms of this dissertation,
reading development entails training the teachergdch the content of any subject
using a reading-based teaching methodology. Tadiction of illiteracy with the
aid of a specialised language programme was ana#ipact of reading development
that warranted attention. Furthermore, the cuitiva of a love of reading was
considered a fundamental aspect of reading devealopras spontaneous reading
develops fluency, comprehension, vocabulary aneéldes background knowledge.

Secondary schoollhe school where this project was run consistgrafie 8 to grade

12 learners, ranging in age from 12 to 19 yearsgef It is important to note that no
single primary school feeds this school and consety Wag-‘n-bietjie Secondary
School accepts learners from schools with varyingdamic standards, and with

different home languages.

The next section will outline the layout of thisadmnent, giving a brief overview so
that the progress of the project and the arrangerokrnhe dissertation may be

followed with greater ease.

1.9 Conceptual framework

Chapter 1 sets the study within the broader Sodtltak context and describes the
particular social situation of the school where pheject takes place. The rationale
for the study - the poor reading levels linked tdoa grade 12 pass rate - are
investigated and identified. This chapter focugedhe need to address the reading
problems by training and empowering the teachingyboMoreover, the researcher

defends the choice of AR as the most appropriadeareh methodology for this

endeavour.

Chapter 2 introduces the theoretical backgrounthersubject of reading and reading
development that will feed the research. Hereaféators to be considered in order

to develop reading are presented.
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The interventions chosen to develop reading at Wdgetjie Secondary School, are

described in chapter 3 and reasons are providettiéarchoice.

Chapter 4 explains the preference for AR as théepexl methodology, based on the
aims and objectives of the project that were dbedrin chapter 1. The underpinning
assumptions that delineate AR are described, abamesired outcomes. In addition,
AR is contextualised within the research traditbyncontrasting it briefly with other

research methods. Data gathering methods arexfdained.

Chapter 5 describes the actual project as it pssgseover two AR cycles, once the
research problem has been described and the respeagstions posed. The planning,
acting, observing and reflecting phases of the ABles are described in detail. In
accordance with established AR practice, chaptdéra® been written in the first

person.

The final chapter (chapter 6) is concerned withultssfindings and conclusions and
recommendations of the project. It provides a flune for a similar study and also
describes the limitations and the mistakes madepéotd the way ahead for Wag-‘n-
bietjie Secondary School. Suggestions for newarebethat might be directed by this

research dissertation are also presented.
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CHAPTER 2
READING DEVELOPMENT
No matter how busy you may think you are, you fingtime for reading, or surrender

yourself to self-chosen ignorance
- Confucius

2.1 Theoretical background
2.1.1 Definition of reading

Writing during the late 1980s, Goodman (1988:11)maéned that the reason why
there was so little progress in the developmeninofe effective methods for the
teaching of reading was the general ignorance efréading process itself. He
maintained that most reading strategies were ambhedanipulating the behaviour of
both the teacher and the learner with the readnoggss itself being regarded as a
mystery. Goodman cited two popular - but opposingews of what constituted
reading, and warned thhbth of these attitudes are unproductaved might, in fact,

hinder the successful teaching of reading:

1. Reading is what reading is and everybody knows tisatally this translates

to ‘reading is matching sounds to letters’.

2. ‘Nobody knows how reading works’. This view ukydeads to a next

premise; therefore, in instruction, whatever ‘woikgts own justification.

Instead, Goodman (1988:12) defines reading asyahgdinguistic process in that it
starts with a linguistic surface representationoeled by a writer and ends with
meaning which the reader constructs’ where symadéemantic and pragmatic
knowledge is involved in this decoding process. dther words, Goodman
emphasises the interaction between the printed aodcknowledge of the mechanics

of the language during the reading process. Hgis@s a cognitive process.

Grabe and Stoller (2001:188; also Urquhart & WeiB8:14) agree with Goodman
about the misconceptions described above, and agesgral comprehension as an

aim of successful reading, and that ‘matching seundetters’ to form words does
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not presuppose any understanding of what is beeagl.r Urquhart and Weir
(1998:34) add that reading ability should supersgumee’ language skills and
encompass the readers’ background knowledge ofwthréd and their ‘pragmatic
knowledge and skills’.

These definitions are in line with the more recdefinitions by Grabe and Stoller
(2001:188; 2002:9-10) which shape and refine thigairdescriptions of reading by
adding that the reader should be able to ‘drawrmétion from a text and combine it
with information and expectations that the readeraaly has’ (2001:188). In other
words, good general knowledge and a wide field xgjeeience of the world are
factors that are vitally important as the learn@gpesses towards the senior grades at
school where texts increasingly demand generaaokdround knowledge.

Similarly, in a later publication, Grabe and Stol{2002:9) describe reading as ‘the
ability to draw meaning from a printed page andernptet this information
appropriately’. However, they are quick to stipaldbat this initial designation of
reading is deficient for the following reasons (& Stoller 2002:9-10):

* The definition does not indicate that there are ynaays of reading and

different purposes for reading and that each regquér different combination
of skills and strategies.

* It ignores the many ways of measuring the fluentyhe readers and the
skills, processes and knowledge that combine irrofor comprehension to
take place.

» The definition does not clarify the cognitive preses that function within a
time limit. It is necessary to understand how tmestraints affect the reader’'s
fluency and comprehension.

* Finally, the initial delineation does not mentidrat the second language (SL)

reader’s proficiency affects his ability to undarsd and interpret a text.

These explanations make it plain that reading ism@anensely intricate process and
that these are factors to be heeded, yet eachrcbsea definition has emphasised the
interaction between the reader and the text - wiie ultimate goal being

comprehension. In order to achieve the interadietween the reader and the text,
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Carrell (1988:1) believes that second languageimgaghould no longer be regarded
as the passive process that it has been in thewpiisthe text ‘controlling the reader’
(Goodman, 1994: 1061). It is important to see irgaGs an active or rather an
interactive process. Goodman (1988:16) also erddtss top-down approach which
sees the reader as an active participant (as opposepassive decoder) in reading as
a process that involves making and confirming mteahis based on the reader’s
background knowledge of different aspects of lagguaThe top-down approach is
also characterised by the idea that ‘reading scanstruction of meaning, based on a
skilful sampling of the text ...the crucial role afigr knowledge ... in prediction, and
the necessity for reading at a reasonable ratarget, more meaningful chunks’
(Eskey, 1986:12): in other words, it is conceptren. Serafini’s definitive statements
(2003:9) contribute to those above: reading is dactioned interpretation by an
external authority rather than a truth hidden ie text’. However, it must be
mentioned that Eskey (1986:13) points out thatttpedown approach neglects the
‘lower-level cognitive skills that | have categatkas simpladentification skills’
which refer to the basic recognition of single wom@hd phrases, in favour of the
‘interpretativeskills’. In other words, aspects of the bottomagproach should be
incorporated into the teaching of reading too. @kding to the bottom-up model,
reading is ‘a precise process [involving] exacttaded, sequential perception and
identification of letters, words, spelling patternsd larger language units’ — in other
words, it is text driven. These are the cognitbkdlls referred to above. While
learners are busy ‘decoding’ in this way, it igroiessisting readers to realise that
they also bring knowledge to the page, and the obleredictions, prior knowledge
and the processing of information during compreleems With the new insights into
what constitutes the reading process, this modelfbaunately, been superseded; yet
the value of the bottom-up model is not defunttcah be regarded as complementary

to the top-down approach.

The view that the reader plays a central roldh@rdonstruction of meaning, drawing
upon prior knowledge and experience to attend Beddg to specific aspects of a text
is known as the transactional model of readingdf8@r 2003:9). The ‘transaction’

takes place between the reader and the text inhwthie reader interprets a personal
meaning of the text: it is thus not only cognitibeit subjective. (This is also referred

to as the reader's schema and is discussed mdyeiriusection 2.3.2). In other
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words, reading (with comprehension) does not reisidiee text; it does not consist of
‘matching sounds to letters’ as mentioned aboveheeiis it is predetermined,
‘waiting to be discovered by competent readersit-depends on the reader and what
knowledge and experience s/he brings to the tésthdr attitudes and cultural, social,
political and cultural values, be they in the wides narrowest sense. This is

expressed very lucidly by Serafini (2003:9):

...reading is not a set of decontextualized cognitskdélls that can be
universally transmitted via commercial reading eisas [this refers to the
bottom-up approach]. Rather, reading is a sog@ttire that is constrained,
mediated, and shaped by the social forces inh@meatparticular community
of readers. Meaning does not just genericallyeaimsneutral contexts; it is
grounded in the social, political, cultural, andthrical contexts of the reading
event. Readers are individuals in society, unéblescape from the contexts
in which they live and read, but capable of rentgtnique interpretations as
they transact with particular texts at particulares. (Bracketed comment by

the researcher)

These words depict reading as being cognitive asrdgmal with a more abstract
component, with even an affective aspect creepitmthe definition. One becomes

aware that background limits and controls the readd even imposes paradigms.

Consequently, children who have been exposedei@tiire are more able to make the
necessary connections between what they read angldtid; they are more articulate
and familiar with linguistic patterns; are morefsebare and aesthetically discerning.
This touches the core of problem at Wag-'n-bie§econdary School: most learners
come from poor homes where there are few bookanyf and where there is no
culture of reading. The lack of a reading cultisrpartly due to poverty, partly to the
fact that many parents are themselves illiterateartly due to the fact that the black
literary tradition is oral. The words in chapterqlioted by the Minister of Education
(Pandor, 2007:[1]), are pertinent here: ‘Variousdss (largely American), suggest
that a child from a professional family is likely have heard 45 million words by his
or her fourth birthday. A child from a working slbackground will have heard 26
million and a child from a deprived background viilive heard only 13 million... it
is not the toys in a house that matter, but thedwan a child’'s head’. We conclude
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that early reading programmes and access to baeksital and that the learners in
this study are severely disadvantaged. They nppdrtunities to learn language by
reading as extensively and intensively as possibExtensive reading will be

addressed by creating a culture of reading in thed and the introduction of a
programme of sustained silent reading (SSR) whidecontent-based instruction will

attend to teaching intensive reading. These wiltliscussed later in chapter 3.

2.2 Developing reading

It is noteworthy that refined definitions of reagiare comparatively new phenomena:
in this chapter, 2.1.1 referred to Goodman'’s reddyi recent observation (1988:11)
that reading was a mystery and that nobody realBwkwhat the process of reading
involved. Grabe and Stoller (2001:187) also mentfat consideration of the serious
merit of reading has been relatively recent antedtaat, it is only ‘in the past 15

years that reading is the most important langu&gefsr second language readers’.
As recently as 1988, Eskey (1988:93) acknowledpes During the past fifteen

years or so, we have witnessed something like @wgon in the way that researchers

understand and describe the process of reading’.

The chronological development of the different medef reading is of great
consequence to the teaching of reading today bedausiplies an advancement in
the understanding of reading and thus that manght¥a are ill-equipped to teach
reading, having been qualified during an era wheth lihe significance and the
process of reading were poorly understood, andatgrtraining curriculums did not
admit them. Van Pletzen (2006:107) endorses thésge in the theory of reading:
‘theorists of the past four decades or so haveaeshtb a very different perspective of
reading as a meaning-making process which involtres reader cognitively,
psychologically and socially in transactions widxts’. In addition to their lack of
knowledge about reading theory, teachers will alsb have been trained in the
necessary techniques to integrate language anthgeiado all subjects in the school
curriculum; neither will they fully appreciate thalue of developing the learners’

background and general knowledge. Serafini (200818s the insight that:

Regardless of whether teachers can explicitly wadte their theoretical
perspectives, their beliefs play a dominant roléhmresources they choose, the
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instructional practices they employ, and the emument they create in their

classrooms.

He explains that:

Each theoretical perspective supports a particsédrof reading practices or
pedagogies. These practices vary according t@atm@unt of time allocated to
reading instruction and reading of self-selectedstethe way that reading is
defined, the epistemological assumptions about @keowledge is located and
whether it is “found” or “constructed,” and the emagis placed on the role of
the text, the reader, and the context in the reppiincess (2003:3).

This directs the aims of this research and alseerstdres the call for training and
guidance in the required techniques (which areudsed below) - with the need for
improved reading at Wag-'n-bietjie Secondary Schoaling been established and

described in chapter 1.

The role of the teacher, according to Ruddell (19881-282), is to ‘orchestrate
instruction and meaning negotiation of the texte thource of authority, and
sociocultural understandings’. Yet, the racial audial-economic diversity among
teachers at Wag-‘n-bietjie Secondary School culyeatienates them from the
learners. The staff consists of 9 black, 5 whitd 21 coloured teachers, some of
whom are culturally, economically, educationallyeographically and socially
divorced from the black and coloured learners tteagh. In order that the teachers
teach reading appropriately, they should not ordyaware of the latest language
development premises but should surely also hageoa idea of how to use the
social, educational and cultural backgrounds oir ttigarges in reading development
— for these are what the learners bring with thenthe text. Serafini (2003:9)
endorses this observation:
In order to make the shift from a modernist perpecto a transactional or
critical perspective, teachers must begin to iogate the theoretical
assumptions that support their reading instructigmactices. As literacy
teachers we should shift the focus from tryingdfital the right method for
teaching children how to read, to determining whethe reading practices and
experiences constructed in classrooms are addgefisenbroad repertoire of
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practices required in today’s society. Becausthisf reading education has to
go beyond scientific considerations to include $beial, political, and cultural

dimensions, if our students are to become the kofdsaders we want in a
democratic society.

In paragraphs 2.1.1 and 2.1.2, researchers’ ideasgefinitions of the reading process
have been examined. An amalgam of their definsti@an inform strategies to
improve the teaching of reading and guide the texacim their application. Similarly,

an analysis of the factors to be considered inrotaelevelop reading can light our

way.

2.3 Factors to be considered in order to develop ading

The emphasis in section 2.2 moves steadily fronvit of the reading process as a
‘mystery’ where the teachers should use any tectenitpat works, to definitions
which involve the interaction of the reader as aMperson with the text. It has
already been mentioned that this way of thinkindocks a new door where the
social, economic, psychological and cultural backgds of the readers become
significant. Because these aspects are persanéugts and because they are quite
abstract (as opposed to ‘matching sounds to letfersexample), they are inevitably
more difficult for a teacher to address and alss l@bvious in terms of the teacher’s
awareness of factors that should be considered rideroto develop reading
(particularly at the current school with the prefdf diversity depicted above). They

will be discussed below.

2.3.1 Characteristics of a good reader
Grabe and Stoller (2001:188) assert that in ordemiderstand reading, it is valuable
to examine the attributes of fluent readers. Tideytify ten features that result in
effortless reading. So, we discover that a flueatler:

* reads rapidly;

* recognises words quickly and automatically;

* has alarge vocabulary;

* integrates information in the text with their owmokviedge;

» identifies the purpose of the text;
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* understands the text sufficiently;

» changes his/her purpose to read strategically;

» uses techniques and strategies to control compseiren

» identifies and restores poor comprehension; and

* reads critically and is able to assess the infdonat
Aebersold and Field (1997:16) contribute to thss. liIn addition to the above, they
suggest that a good reader uses textual featuas asi titles and subheadings to
predict the content.

An awareness of the skills attributed to fluentdesa not only contributes to the
definition of reading that has been attempted abmwealso dissects the reading
process so that astute teachers know what thesti@wang for in the development of
reading. Van Pletzen (2006: 105-106) observes thate the teaching of writing is
relatively common, little attention is given to dé@g and mentions the ‘vagueness ...
about what exactly particular reading tasks shaaldeve’. She refers to the fact that
the reading process is relatively ‘invisible’ tothstudents and teachers.

2.3.2 Socio-cultural and emotive factors influegciknglish Second Language
readers

Paragraph 2.2 referred to the vastly differing ah@ultural, linguistic and economic
backgrounds at the school hosting this researcheqiro As indicated, these

differences divide not only the learners (whose édanguages are predominantly
Afrikaans, and seSotho and their medium of instoaceither English or Afrikaans,

and all of whom are second language readers ofifngbut also the teachers who
are either English, Afrikaans, seSotho or Xhosalkpes and belong to black, white
or coloured cultural groups. Often these teaclmerge to teach in their second
languages. Ruddell (1994:282) points out that thecher’s existing beliefs and
knowledge give rise to affective and cognitive aspeof his/her teaching. He
explains that the affective aspects of teachelsante their motivation to connect
with learners, their dispositions and their ‘socditaral values and beliefs’, while

their cognitive dimension is responsible for thacteers’ knowledge of the content of
the subjects that they teach; their methodologies$ lrow and when to assist the

learners construct meaning. Ruddell’'s persuasiostifies and explains the
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complexity of the situation at Wag-'n-bietjie Sedany school: not only are there
huge individual differences in terms of the affeetbeliefs, cognitive abilities and
training but different assumptions are made in geafnthe different racial groups (by
both staff and learners) and so stereotyping calsidl be a trap.

Eskey (1986:4-5) reminds us that the second lareyuagder inevitably belongs to a
culture with ideas about reading that might be \different from our own. He cites
the example of the contrast between a Western reulthich prizes rapid silent
reading and a critical approach, and an Eastetareuhere reading is done aloud,
the texts are often religious in nature and maybw®triticised. At Wag-'n-bietjie
Secondary School, many learners are from a blaltireuwvith a strong oral tradition.
For this and other reasons described elsewherégdieers come from a literary void
and have no reading culture; and so a reading reulbas to be grown. Eskey
(1986:4-5) suggests that teachers should be awatese differences, should avoid
making assumptions that might hinder reading in Emglish cultural context (of
which the teachers themselves may be unawarethahthey be prepared to develop
new attitudes and overturn old prejudices. Oneulshalso be aware that second
language learners are further disadvantaged byraef&ctors which should be
considered during the teaching of reading. Grabd &toller (2001:189; also
Aebersold & Field, 1997:23-32) suggest that théofwing differences between first
language and second language learners are signifida the comments in brackets
after each point the researcher links the chaiatitey of second language readers to
those of good readers which were listed abovegetreral, second language learners:

* have weaker linguistic skills and a poorer vocahuldhan first language
learners (will not be able to read rapidly, recegnwords quickly and
automatically; have a large vocabulary);

» lack the ‘intuitive foundation’ in the structure tife second language (will not
be able to read rapidly; identify and restore po@mprehension; understand
the text sufficiently; integrate information in thext with their own
knowledge; identify the purpose of the text);

* do not have the cultural knowledge and referencesinderstand what is

implicit in a text (will not be able to read rapydiintegrate information in the

24



text with their own knowledge; read critically arm able to assess the
information; identify and restore poor comprehenio

« do not always understand the organisation of thdsteand how the
information is presented (will not be able to reagidly; identify the purpose
of the text).

» are motivated differently from first language leans (this may have positive
or negative implications)

 have very different social and cultural backgrounglsich create many
variables in terms of matters such as the valueeplaon the written as
opposed to the spoken word (referred to by Eskeyal the emphasis placed
on unquestioning acceptance of the truth of religitexts, often resulting in a
culture of memorising texts (will not be able tadecritically and be able to
assess the information; integrate information ie text with their own

knowledge).

Urquhart and Weir (1998:33) quote E.B. Bernhardb whferentiates between literate
and non-literate SL learners. This distinctioneas that SL learners may not
constitute a homogenous group (this has been imdida the case at hand) and that
the following variables should be taken into acdoun

* Some SL learners may be literate in their firsglzage (FL) while others may
not. The way in which other, previously acquirkahguages (other than the
FL) were learned may influence the acquisition nglsh;

» The ‘linguistic relationship’ between the FL and Blay be close or distant: it
would be easier for a French speaking learner tpuiee English than a
Tswana speaker. For example, the famous langeagbdr, Michel Thomas,
(2006: CD 1 track 2; CD2 track 2) maintains that EBmglish FL speaker
learning Spanish already has a Spanish vocabufessgweral thousand words
because of the linguistic proximity of the langusige

e Cultural relationships will influence how easily language is acquired:
learners from Western Europe share cultural knogdatiat would be lacking
in learners from a vastly different culture, e.grat African culture. (This is
in agreement with the observation by Grabe andleé3t¢?001:189) above);
and
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« English as a second language may even use a diffai@habet from
languages such as Greek or Arabic. Although thghtbe inapplicable to the
situation at Wag-'n-bietjie Secondary School, itrigportant to consider the
difficulties of English spelling. Drucker (2003:Rdbserves that English has
‘many irregular sound-letter correspondences’ whiahile not quite a
different alphabet, the many obscure links betwéds® phonics and the
alphabet, it makes SL reading difficult.

In addition to the list above, Cummins, Brown amay&s (2007:12-13) stipulate
poverty as an important (but ignored) issue imditg with learners in underprivileged

communities scoring significantly lower in theilaing proficiency.

Eskey (1986:19) underlines the problem of configetitat affects many second
language readers. He points out that the overfidaard extra-slow reading engaged
in by an unconfident reader will preclude compredi@m and promote frustration and
a negative attitude. He suggests that such a resdwrild abandon this cautious
approach and be encouraged to read ‘the probaldeingeof the text’. This implies
that the teacher’s role is a sensitive one andthigatlearner needs to be gently nudged
to take the ‘risks’ that a fluent reader does. Waesponses to the researcher’'s
explorative questionnaire to establish the leatnBmme backgrounds, included

responses such as being too shy to read in frotitenpeers.

As mentioned above, a group of second languageergad not necessarily a
homogenous one. It has been indicated that thisigsof Wag-'n-bietjie Secondary
School where both the learners and the teachess wfork in their second (or indeed,
even their third) languages. Because of the ldakndormity in terms of language, it
appears to the researcher that, particularly amdhggeachers, the problem of a lack
of confidence does not really exist and the teacheteract informally in many
languages. This is not true of the learners asdems that there is a racial divide in
terms of language, with the black learners favauringlish (not their home
language) and the coloured learners, Afrikaangr(tleme language). In addition, it
seems that the coloured learners are more likelgpeak English than the black
learners are likely to speak Afrikaans. This colokdascribed to confidence and/or a
subtle form of racism, or their feelings towards tther language, its people and their

culture (discussed below).
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What follows is brief commentary on how the factdisted above pertain to the
situation at Wag-'n-bietjie Secondary School. Theall be discussed in the same
order as in the bulleted list above.

It is clear from the tests and interviews with tieachers that many learners are
illiterate in their first language. Many black taars attended more than one primary
school and received tuition in schools via différlEamguages, resulting in confusion
about the phonics of each language. This is lessnton among the coloured
learners. The ‘linguistic relationship’ betweenrikdans and English is closer than
between English and Sotho and other black languagds English and Afrikaans
sharing a strong Germanic background. Moreover ctiitural relationship between
English and black languages is more remote thawdsgt English and Afrikaans.
This implies that the black learners should be gtemter disadvantage in terms of
reading than the coloured children. However, masthe coloured children are
culturally deprived and so this heritage requireselopment so that texts can be

interpreted with some form of background knowledge.

2.3.3 Areader’s schema

A reader’s ‘schema’ refers to his/her store of kisalge which is required to process
the new incoming information. In other words,gtan abstract knowledge structure
on the basis of which comprehension takes place,h@s been mentioned briefly
earlier in this chapter. The reader’'s schema d@wsis/her past experience in order
to recognise how specific knowledge relates to @diquéar case, and, in so doing,
comprehension takes place (Anderson & Pearson,:4988 Day and Bamford
(1998:14) explain that the readers’ schema ‘dessritow readers might organize and
access knowledge’, and that they require ‘more theh a random collection of
vocabulary knowledge, world knowledge, linguistimokvledge, and so on in order to
construct meaning’. According to Anderson and Reard988:37) comprehension
may be defined as the interaction between exisimg) incoming information. This
means that without sufficient background knowledgepmprehension is
compromised. It is important to remember thatisigiiit contextualisation is also an
aspect of background knowledge (Bransford, Stein S&elton, 1984:28-29).

Anderson and Pearson define full comprehensioncasrong when a reader ‘has
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found a mental “home” for the information in thettg(1988:37), with this ‘mental

home’ being dependent on the reader’s schema.

These insights have a powerful value for the ptopming undertaken - but in the
particular case being researched, they present sraanys. Particularly in the light of
the learners’ inability to read, their reluctance dheir cultural poverty in terms of
reading, learners have to be teased into readitigesisy texts that are as familiar as
possible. It is indeed difficult to find easy texor high school learners that are
within their frame of reference that are not tobyish. The chosen interventions also
strive to bring a sense of enjoyment of readinghi® learners, and broaden their
general knowledge. This is problematic as theyehavbooks at home and the school
library is inoperative. Training of staff to teadh hampered by poor teacher

attendance of training sessions and a lack ofaster

Perhaps this apparent lack of interest is a restlthe teachers’ schema. As
mentioned elsewhere, the diversity is great; stgpéog easy and basic assumptions
may be false. Paradigms have to be shifted —empaht of the teachers and indeed of
the researcher too. All these hindrances mustwbecome during the project in order
to make an impression on the reading levels of g¢hholars and to ensure
sustainability once the project has run its course.

2.3.4 Attitude and motivation

In line with the lack of interest on the part oetteachers that has been touched on
above, Day and Bamford (1998:21; also Grabe & &tol2001:199) lament the
‘relatively little concern’ that they discern fottitude and motivation in reading in a
second language on behalf of the learners and pairthat the ‘affective dimension’

is very important hera.é. not merely the cognitive aspect of the learndt)would
appear that, for this project, the problem of atlg and motivation is twofold: at
Wag-'n-bietjie Secondary School both the teachatsthe learners are in need of this
powerful instrument. Condy’s research (2008:61a% wtimulated by the perception
that ‘the quality of the principal, the level ofatther commitment and the extent of

community involvement’ were the ‘most powerful fat’ that shape how a school is
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run. It appears that, in the case at hand it ¢essary to motivate the teachers first in

order for them to inspire the learners.

Ruddell (1994:286) identifies six different factdat provide intrinsic motivation for
reading:

» successful problem solving;

» the prestige of reading successfully and the acemyipg sense of

empowerment;

» the development of an aesthetic sensibility;

* the possibility of escapism — the development efithagination;

» intellectual curiosity that encourages the chilé@xplore new ideas; and

» self-understanding in terms of personal goals atfcdevelopment.
He maintains that teacher and parent expectatiothshree fear of failure complete the
picture but are extrinsic motivating features.albook-poor environment such as that
being researched at Wag-'n-bietjie Secondary Schibese six points are not as self-
evident as in book-rich circumstances where marth@foys listed are imbibed from
toddlerhood — and the teachers should behave angbrdby exposing scholars to the

experiences described.

A fascinating study conducted by Ruddell (1994:285) examines the differences
between teachers that were perceived to have logrential’ or ‘noninfluential’ by
past pupils. The results of this enquiry reveadt timfluential teachers ‘relied on
internal reader motivation during 89% of teachimgth the emphasis falling on
problem resolution, whereas noninfluential teachéraw on external motivation
(61% of the time) with teacher expectations weighieaviest’. The researcher fears
that the teachers at Wag-'n-bietjie Secondary Scho® so demotivated that they

draw strongly on extrinsic motivation.

Day and Bamford (1998:22) differentiate betwestitude and motivation They

specify that the nature of attitude is evaluativeeferring to whether one regards
something with favour or disfavour. They revealtthttitudes may be changed and
‘are not set in concrete’. Nonetheless, they what this is a tough task which is

subject to variables such as how strong an attiisidether attitudes and the source of
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the attitude. Understanding the source of théuati (good or bad) towards reading is

the first step teachers should take.

Learners’ attitudes towards second language reaatided from four sources (Day

& Bamford, 1998:23-26):
* Their attitude towards first language reading.
The more positive their first language reading exmee, the more positive their
view of reading in a second language is. At Wadtpigtjie Secondary School
there are few learners who read in their first lage and so this clouds the
possibility of a positive attitude towards readind=nglish.
* Their previous encounters with learning to readtfagolanguage.
Positive experiences breed a positive attitudebeAefit of the diversity at Wag-
'n-bietjie Secondary School is that many learners &ilingual or even
multilingual and interact easily with speakers tifey languages.
» Their feelings towards the other language, its feapd their culture.
This is a highly emotive issue. Language is péarthe culture of a group of
people and often people’s attitudes are born frepemt history. For example,
black people in South Africa perceived Afrikaans the ‘language of the
oppressor’ before 1994; and Afrikaans-speaking aviouth Africans saw
English as the language of their oppressors afterSouth African War. The
legacy of violence lingers.
* The teaching environment, including the childrep&ers’ attitudes and the

level of support the learners receive.

Because reading in a second language is geneeglyraded as being difficult and
learners are reluctant and apprehensive about nggadhe enthusiasm, the
teacher’s stance and the atmosphere in the clamstoatribute to the attitude of
the learners. Furthermore, a positive environnoemntributes to a more relaxed
atmosphere which reduces the tension children e in their encounters with
a ‘foreign’ language. It thus lowers what Krashefers to as the ‘affective filter’
(Krashen & Terrell, 1983:37-39) and makes the lessmore productive. The
‘affective filter’ embodies the view that a numbdr‘affective variables’ play a
facilitative, but non-causal, role in second larggiacquisition. These variables

are: motivation, self-confidence and anxiety. Lowwtivation and self-confidence
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and high levels of anxiety can combine to ‘raige affective filter that forms a
mental block that prevents comprehensible inputnfimeing used for language
acquisition. According to Krashen and Terrell (3%3-39), learners with the
‘lower filter’ will progress further and faster, Wiseek and receive more input,
respond with more confidence and interact befferachers should be sensitive to
the likelihood that the ‘affective filter’ rises iadolescence. This impedes the
teenagers’ progress in second language acquisiie@achers should be equipped
with teaching techniques in order to make the rgaéixperience less threatening
and easier, such as the use of visual and othernaight assist in relaxing the
learners. A valuable skill for the teacher is ®tkained in pre-teaching methods
such as establishing and building background kndgée pre-teaching vocabulary
and using practices such a predicting and actiggbirevious knowledge before
the learners tackle the text. Teachers also playalaable role by modelling
reading and making stimulating material availallghe classroom. In this way
they can attempt to change attitudes towards rgadirhis aspect of developing
second language reading needs attention at thestiosol.

As mentioned before, Day and Bamford (1998:27) artat attitude and motivation
are not exactly the same, despite having much immnoon. These researchers claim
that ‘... motivation is what makes people do ot do) something’. They also refer
to the factors of ‘expectancy + value’ that makege do something and add that
people ‘tend [...] to undertake tasks that they valmed tend [...] to avoid those
things that have little value for them, even thotlgly reasonably expect that they
could do them’. If one applies this approach tadieg, it implies that the learners
will not read a book unless they expect to be &bldo so with understanding. It is
thus vital that teachers instil a great value feading in the hope that this will
outweigh the anticipated difficulties. One of thumdamental problems at Wag-'n-
bietjie Secondary School is that the teachers thlems do not hold reading in high
regard. (This is described in chapter 5). It Imees clear that such a paradigm shift

in the staff would have to be effected for the pobjto be successful.

Four variable factors motivate the student to reac second language (Day &
Bamford (1998:28): ‘materials, reading ability, ities, and sociocultural

environment’, with the first two - materials andadéeng ability - being regarded as
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primary. Without these the learner lacks the nadion to decide to read. Fortunately
it seems that attitudes and sociocultural enviramtnoan be developed by positive
attitudes and appropriate materials (1998:29). ofdiog to Condy (2008:610),
‘literacy achievement depends crucially on the reatand quality of instruction that
learners receive in the classroom’. As has beentiorexd already, her research was
stimulated by the perception that ‘the quality bé tprincipal, the level of teacher
commitment and the extent of community involvemenére the ‘most powerful
factors’ that shape how a school is run (and inithlithis impinges on the reading
abilities of learners in general and the researgtreatly being undertaken, in

particular).

Grabe and Stoller (2001:199-200) declare that tlegee many ways to motivate
learners to read in the classroom:
» Teachers should argue the value of reading andaexphe reasons for
different reading activities.
» Teachers should establish the readers’ interestsabso share their interests
with the learners.
* Classroom activities should be correlated withldaeners’ goals.
» All reading tasks should be pre-taught to inspiterest.
* Teachers should build up the learners’ generalbaocétiground knowledge.
» They should adapt the selected reading texts toethders’ abilities.
* Teachers should try to develop a ‘community of neas’ who support each
other in complex assignments.
* Teachers must strive to achieve ‘flow’ amongstrémeders. ‘Flow’ describes
optimal experience when the learners’ skills mahshr abilities, with built-in
challenges. Grabe and Stoller (2001:200) give aamgle of flow as

unbroken concentration and the loss of a senseefduring an exercise.

As indicated, Ruddell (1994:294) identifies the usk intrinsic motivation by
‘influential teachers’ and their use of ‘higher erdquestions that ‘encourage reader
response and transaction with the text’ and whigmpte not only motivation but

comprehension. It follows that the link betweentiraiion and comprehension is
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very close and that the motivational style of teachers at the school in question

needs to be addressed in order to address comgreh@oncurrently.

2.3.5 Developing comprehension

The preceding discussions have touched on many@@spkecomprehension already.
Anderson and Pearson’s definition (1988:37) of cahpnsion as the interaction
between existing and incoming information has begrd. The functions of
sufficient background knowledge and the role of thader's schema to enable full
comprehension (which, according to Anderson andseea1988:37), occurs when a
reader ‘has found a mental “home” for the inforratin the text’) have also been
traced briefly. Although these definitions arelime with one another, they do not
consider the skills, processes and knowledge tirabme in order for comprehension
to take place. In the light of the fact that tlealgof reading is comprehension, how
does the teacher facilitate comprehension and kihawvit is taking place? This is

indeed a thorny issue.

Congruent with the necessity of adequate backgr&nod/ledge in order to grasp the
meaning of text, Ediger (2001:158) identifies ti&otio-Psycholinguistic (meaning-
emphasis) approaches” to achieving and developihgdmprehension of what has
been read. As examples, Ediger offers three appesa

1. The language-experience approach is based oasthanption that if learners are
given familiar material to read, it will teach thetm read. This approach has two
advantages: the reader moves from the familiarh® unfamiliar and, when the
readers’ schemata (world knowledge) are similahtse in the text, they will be able
to make more sense of the text. In addition, famrihaterial will surely help to foster

a culture of reading at a school.

2. The literature-based approach uses childretesature to focus on “meaning,
interest and enjoyment, while addressing individimaldren’s needs in teaching them
to read” (2001:158). The children select their dvaoks and read them on their own
or with others.
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3. The whole language approach is described as Higospphy of learning”
(2001:159-160) in which the exponents teach readvhge they teach the other
aspects of language and even the factual aspedthef subjects in the curriculum.
This approach emphasises the use of authentic ssdshas personal, social and
academic benefits. Learners acquire literacy as teal with print in their
environments. This is an aspect of content-bassttuiction which as a chosen

methodology for this study, is described in chaftés.3).

As has been mentioned previously, Eskey (1986:d8)tp out that the over-careful
and extra-slow reading engaged in by an unconfidexgder will preclude
comprehension and promotes frustration and a negatiitude. He suggests that
such a reader should abandon this cautious appeatibe encouraged to read ‘the

probable meaning of the text’.

Grabe and Stoller (2002:188) declare that ‘all aedeers recognize that the actual
ability to comprehend texts comes about throughinga and doing a great deal of it,
as the core of reading instruction’ They (2001:)1880 mention that experts agree
that comprehension is developed through extengading - an opinion borne out by
the empirical research conducted by Coleman (2@63%) at a disadvantaged school
in South Africa.

Being able to read as widely as possible impliedewstanding of the skills, processes
and knowledge that combine in order for comprelmndo take place. Second
language readers need to be grounded in the meshahithe grammar of the
language in order to be able to read. This isbtittom-up model referred to above.
In particular, learners need a wide vocabularyroheoto gain linguistic, background

and topical knowledge.

According to Day and Bamford (1998:16), learnersusth develop a large ‘sight
vocabulary’ (.e. words they recognise automatically in print beeaws their
familiarity). This has been identified in 2.3.1 ascharacteristic of a good reader.
Day and Bamford (1998:17) agree with Grabe andl&t¢2002:188) that the best
way to achieve this is by reading as much as plesaitd indicate that learners ‘learn

large numbers of words in their first language legsing their meaning in context
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while they read’. Day & Bamford (1998:18) relatathdespite less research in terms
of how this applies to second language readerg;atidns are that they will acquire

vocabulary by reading at the leveminus 1(cf. The Input Hypothesis described by
Krashen & Terrell, 1983:32-37) as widely and asimas possible. This increases

exponentially as the second language learner’'sirgahproves.

Having established the process of reading, thiptenayields to the descriptions in
chapter 3 of the methods chosen to try and impreading at the school concerned.
While the next chapter (chapter 4) continues whiik thapter’s theoretical aspect, the
practical application of the selected reading téqpes has to be considered because
they will have to be applied within an establishgegstem where the practical
application will go against the established grain.
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CHAPTER 3

DESCRIPTION OF THE INTERVENTIONS SELECTED TO DEVELO P
READING AT WAG-'N-BIETJIE SECONDARY SCHOOL

Never mistake motion for action.
- Ernest Hemingway

3.1 Introduction

In Chapter 1 the focus of the research was outlif@de of the aims was to improve
teachers’ skills in terms of teaching readingwidts hoped that by training them, the
project would be sustainable when the researchdvaw after the completion of the
study. Accordingly, a programme of interventionswaplemented that included the
teachers as participants and co-researchers. der ¢o do so, it was necessary to
select methodologies and interventions that wodldress the problems described in
chapter 1 and that would tackle essential compsnesuch as vocabulary,
comprehension, developing strategic reading andnSttuctional approaches based
on the aspects of reading explained in chaptetABd so, the interventions below

were chosen to help address the four reading gbaite project:
» toimprove the reading of the learners who can;read
» to teach the children who were found to be totdlitgrate to read;
» to train and empower the teachers so that the giraj be sustainable; and
» to create and grow a culture of reading at theaicho

The four interventions that were selected for impatation at the school are
described below and their selection substantiated.
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3.2 Sustained silent reading and extensive reading

3.2.1 Definition, characteristics, purposes andaathges of sustained silent reading

and extensive reading

Sustained silent reading (SSR) is founded on tlea ithat an important way of
improving reading comprehension is by reading (6r&bStoller, 2001:198; Day &
Bamford, 1998:123; Aebersold & Field, 1997:43). isltcrucial to remember that a
lack of reading comprehension was one of the problelentified by the staff in their
initial questionnaires about the reading problem#/ag-'n-bietjie Secondary School.
This opinion was validated by test results whichfecmed that the general level of
comprehension was poor. SSR also stimulates aresttin reading and this was also

identified by teachers as problewiz. lack of interest.

SSR takes place in a school period that has beéesisie for the purpose. During this
time the learners read their own books for pleasutk no testing or book report
involved. Teachers are expected to model readingebding themselves and are
expected to reflect their delight and wonder inirtheading. They should not give
any instruction or evaluation because reading shbel free and spontaneous, with
the purpose being general rather than detailed peimepsion and the laborious use of
dictionaries. In this way learners also learnfei meaning and use contextual clues
and transference from their first language to soheeriddle of new vocabulary. In
addition they are exposed to correct language uaadetheir general knowledge is

improved.

Grabe and Stoller (2001:198) declaim that, ‘Thetaned silent reading of level-
appropriate texts is the single best overall astithat students can engage in to
improve their reading abilities, though it is naiffcient by itself for an effective
reading program. The point is simple. One doe@daoome a good reader unless one
reads a lot’. They emphasise the importance @hge of multiple level books with
high interest value and also that SSR be seen pmojact requiring long-term

commitment, enthusiasm and perseverance on thefdie teacher in particular.
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The advantages of SSR are as follows:
e improved comprehension;
e improved fluency;
e increased vocabulary;
* enhanced general knowledge;

* improved understanding of textual conventions, layand grammatical

structure;

* increased insight into the strengths and weaknestasaders have been
reported by teachers observing SSR, according yoaldd Bamford (1998:43,
129); and

« the establishment of a ‘reading community’ (Day &nBford 1998:128) and a

love of reading.

Consequent to all these advantages listed, inateas#ivation is another major
benefit. Day and Bamford (1998:129) warn that techers should not, under any
circumstances, regard this time as an opportundy them to fulfil their
administrative duties. They maintain that this emdlues reading which is exactly
what SSR strives not to do. (This is borne outtby research of Elley and
Mangubhai whose results showed that the readinganhers whose teachers did not
value or model reading improved less than those ldwb enthusiastic teacherd:
3.2.3, below). For the same reason, neither shiealthers be permitted to complete
homework or school assignments during this peri&articularly the first warning
pertains to the teachers at Wag-'n-bietjie Secon&ahool. Rather, it is hoped that,
because the teacher is shown to enjoy reading S4redindeed needs to market this
concept in every class) and because reading ing@vieee choice of reading matter
that is unrelated to the drudgery of school boakppsitive attitude towards reading
may be cultivated in addition to the benefit of noneed comprehension. Indeed, all
the listed benefits of SSR are congruent with ihesaof the current research project.
The gravity of the teacher’s role in promoting anddelling reading so that SSR does
not degenerate into a spirittess random engageméntext is stressed by Nation’s

observation (1997:[6]) that: ‘Benefits from silemtading inevitably favour the avid
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reader. Those who acquire more vocabulary this araythose who read well and

read often. This is not good news for reluctaatiegs’.

In some ways extensive reading may be viewed asvarflow from sustained silent
reading. If the inclination to read is cultivatedthin the classroom, the learners
should need but a nudge to tip them into extenseating at home, which is

described below.

Citing Kelly, Day and Bamford (1998:5) mention thaarold Palmer is believed to
have been the first to use the phragtensive readings in 1917 - with the concept
having been conveyed (abundant readingas long ago as 1900. It seems that
Palmer emphasised reading as many books as poasiglgackly as possible, with the
primary purpose of extracting meaning and enjoynrattier than consciously and
deliberately considering the use of language. By Bamford (1998:5) point out
that, consequent to Palmer’s work, a connotatioexténsive reading is ‘real-world
reading but for a pedagogical purpose’. Other espef extensive reading are that
the reading should be for enjoyment and to encauthg habit of reading. In the
process, learners will improve their general knalgks their knowledge of language
structure, their vocabulary and develop ‘automsficself-confidence and motivation
(1998:6). Thus, the pedagogical purpose is sanite(apparently) secondary.

According to Grabe and Stoller (2002:144) — whe ¢fie results of two studies to
support their claim — extensive reading ‘can makeaor difference in student

reading development over time’. Nevertheless, theegaution that the results are not
immediate and that such programmes are often abaddbefore the results are

guantifiable.

‘The characteristics of an extensive reading apgroare described by Day and
Bamford (1998:7-8) as follows:

» Learners should read as much as possible and shewddcouraged to read at

home.
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* An assortment of diverse reading material shouldJalable in order to cater

for different interests and different styles ofdieay.

* Learners may read what they will and may changdimgamaterial if they

find that they are not interested in it.

* The aim of the reading should be for pleasure @andnformation, based on

the learner’s interests.
» ‘Reading is its own reward’. No exercises shouldased on the reading.

* The reading material should be within the lingaisdbility of the particular

class of learners. Dictionaries are disruptivéhia type of reading.
* Learners read individually, silently and at thewnrorate.

» The role of teachers is to explain the goals ofgiegramme, guide and keep

record of what has been read.

 The teachers should model reading by reading hiselife and thereby

illustrating what a good reader does and the benefireading.

Eskey (1986:20) is emphatic in his support of esitem reading: he maintains,
‘...there is one pedagogical constant, and that & dhantity of reading’. He
continues, ‘...the more ... material that the studewids, the better — and the more
quickly his reading skills will develop. The lattpoint cannot be emphasized too
strongly. There is no way that a reader can devieedter comprehension skills, and a
greater confidence in his skills, without doingoaidf reading... .

3.2.2 The role of extensive reading in developingricy among SL readers

Day and Bamford (1998:16) explain that fluency ée@nd language reading depends
on the following elements, which will be discusssdow: ‘a large sight vocabulary; a
wide general vocabulary; and knowledge of the talggguage, the world, and text

types’.

‘Sight vocabulary’ refers to words that have beesdrand repeated so often that they

are immediately and automatically recognised arakrstood when viewed in print.
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Referring to the ideal of Krashenf(The Input Hypothesis described by Krashen &
Terrell, 1983:32-37), that input should be slightbhallenging for language
acquisition to take place, Day and Bamford (199B8rhéke the salient point that, in
contrast, the input level for the development ghsivocabulary should be at level
slightly belowthat of the learner’s level of comprehensiomipus 1wherei refers to
the learner’s level of learning., amlinus 1suggests that the input be at an easier
level). In this way, automaticity should flow frofamiliarity. Grabe and Stoller
(2002:78) suggest that learners should be abléstmgluish the ‘2,000 to 3,000 most
common words as an essential foundation for woedgmition automatictiy and then
focus on vocabulary that is appropriate to sped¢djics and fields of study’. This
suggestion links up neatly with the techniques pseg in content-based education,
discussed below, and shows not only the differenbesveen content-based

instruction and extensive reading, but how thenapes complement each other.

There is no doubt that the greater the learnersabolaries, the better they read. The
importance of learners’ general vocabularies imbovut by studies by Grabe and
Stoller (2002:147) that reveal the ‘strong conrattietween reading and vocabulary
in both L1 and L2 contexts’. Yet, of the greateshgequence in this study is their
finding that ‘vocabulary knowledge ha[s] a greatefluence on L2 than on L1
reading’. Day and Bamford (1998:17) maintain thahile first language readers
learn new words by guessing their meaning in cdnf(ecidental learning), it is
unclear whether second language readers gathevoeabulary as effectively in this
way. (Research in this field is insufficient.) \Metheless, what does appear to be
true is the value of ‘masses of varied and intergstminus 1material can increase
their general vocabulary knowledge’. Aebersold drdld (1997:43) moot the
interesting suggestion that learners read sevextd bn the same broad topic. While
not in the true spirit of the spontaneity of exteasreading, this add-on idea will
certainly improve vocabulary and general knowledtr=se will be expanded by
means of reinforcement, the repetition and the tiheust or angle of varying texts on

the same topic.
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With the same irony contained in the fact thatadez needs vocabulary in order to
read and, by reading, increases his/her vocabulagy,find that knowledge is

necessary for reading and reading for knowleddebérsold and Field’s suggestion
will resolve this dichotomy). Knowledge (of langigaand general knowledge) is
necessary for fluency because comprehension depend&nowledge (Day &

Bamford, 1998:18). This is discussed in 2.3.3 &bolt is clear that teachers should
enrich the learners with the greatest possibleetsarof texts containing as much

information as possible.

3.2.3 Extensive reading: tiBook Floodmethod

Mention has been made that the main obstacle tondelanguage reading is the
learners reluctance to read. Day and Bamford (1223 remind us that, while
attitude indicates someone’s personal proclivityaals something, teachers should
work with the knowledge that attitudes can be cledng albeit with difficulty. They
suggest that teachers should examine the sourtbs tdarners’ attitudes towards SL
reading and identify the following factors thatlu#nce their attitude to reading
(1998:23):

» their first language reading attitudes;
» their previous experience of learning to read agoldinguage;

» their attitudes towards the culture and people esgmted by the new
language; and

* the classroom environment, including the attitudéshe teacher and their

peers.

Stoller (1986:65) endorses the idea of an extensaaeling programme outside the
classroom to promote the enjoyment of reading aswhlse learners require a vast
amount of reading that would be impossible witliea school timetable. She supports
the idea of learners’ selecting their own booksrira library and maintains that an
extensive reading programme ‘builds confidence agmersonal satisfaction’.

Reciprocally, the satisfaction and confidence sthaubtivate the learners to read

more.
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Stoller’'s beliefs (1986:65) are bolstered by theifne results of one of the well-
recognised extensive reading stories in the wotlte-Book Floodapproach, which
was initiated in Fiji in 1980, and described byeylland Mangubhg(1981a; 1981b;
Elley,1997). The ternBook Floodwas coined to describe the concept that, by
exposing learners to as vast an amount of litezadigrpossible, they will acquire and
learn language more quickly and effectively than using traditional methods.
Subsequent to the initi@ook Floodin Fiji by Mangubhai in 1980, the method has
been tested in Singapore (1985-1988¢ in South Africa where READ, a book-
based literacy programme, in South Africa was staly Hugo (Elley, 1997:15-16).

Similar to learners in Fiji and Singapore, learregr§Vag-'n-bietjie Secondary School
study English as their second language within gucelthat does not expose them to
much English outside school. In additidike those in Fiji,the teachers at Wag-'n-
bietjie Secondary School are not native speakeingfish and consequently model
poor English to their learners. Books, in contradfer learners perfect English
patterning (Elley & Mangubhai, 1981a:24). By puivg the learners with plenty of
reading matter, and instructing the teachers intéksbnique, the books replaced the
normal English curriculum It is important to note that the books chosen were
‘carefully selected, high-interest, illustrated rgtobooks, and the pupils were
encouraged to read them every day’ (Elley & Manguph981b:15).

When the results of thiBook Floodwere measured against those of a control group
of schools (which continued to teach the traditiocwriculum), it was found that
learners who had followed tH&ook Floodapproach performed twice as well as the
control groups after a period of only eight monthdests which assessed reading,
writing, listening comprehension, speaking and afisEnglish grammar — all aspects
that were identified as being problematic at Wadpigtjie Secondary School. Other
aspects (writing, word recognition and oral) alspioved - more slowly, but steadily
(Elley & Mangubhai, 1981b:15). Elley describes tf@low-up testing which
revealed a steady improvement of the learners wie \subject to th8ook Flood
approach and also an increasing gap between thdrtharcontrol groups. (Elley &
Mangubhai, 1981b:20)n the Fiji Intermediate examination, (taken by Eijian
pupils), Book Floodgroups had a pass rate in English of 75%, whik dantrol
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groups’ pass rate was only 37%, which is the nantHe rural schools. In addition
the BF groups progressed more in mathematics amergjestudies. Most importantly
in the long term, the learners enjoyed reading thedapproach offers high levels of
intrinsic motivation (Nation, 1997:[2]).

The effect of the greater exposure to reading wesfutable, with the added
advantages that it entailed no extra time on Englis the school timetable, and was
popular with both the learners and the teachersveNheless, Elley & Mangubhai
(1981b:16) warn that the method is not without scldimer: the classes of teachers
who did not follow the recommended method meticslpuor in whose classes the
learners read only erratically, showed little imprment. Elley concludes with the
proviso: ‘Having the books in the classrooms wasemmugh. They had to be used
regularly’. (Elley & Mangubhai, 1981b:16).

In conclusion, let us consider Eskey's words (12&p:that the ‘major implication
...for the teacher of second language reading is t.tHeapoint of the reading class
must be reading — not the reinforcement of ordlssknot grammatical or discourse

analysis ...". We are reminded that the goal of éktensive reading class is, ‘the
development of a genuine reading habit’. HoweiNation (1997:13-16) reminds us
that the demonstrated benefits of Bmok Floodapproach extend to the improvement
of grammar, oral and writing skills that Eskey tekias being part of a reading class.
Obviously, Eskey is referring to formal teaching ddring extensive reading,
incidental learning bolsters and minimises formastiuction. When extensive
reading evolves into reading outside the classrabms, the product of a culture of

reading, the creation of which is one of the puesosf this project.

In the following subsection, the discussion on egitee reading is extended to
consider the advantages of reading aloud in amattéo make books more accessible

to readers who have no books at home.
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3.2.4 Reading aloud and read-along as extensidénga

According to Elley (1997:[6]), ‘Benefits from silemeading favour the avid reader’.
Consequently he recommends reading aloud as a eoraptary ‘practice that is not
confined to eager readers’. Reading aloud is ‘@omsource of vocabulary’, and
maintains that other gains are the involvementhef teluctant reader, improved
general knowledge and ‘other linguistic and litgreenefits’. Elley authenticates his
claim that listening to stories increases the vataly of SL learners by means of the
incidental learning of words that are repeatechma story, even when there has been
no pre-teaching of vocabulary (1997:[6-10]). Hseoapostulates that listening to
‘high-interest meaningful text’ improves their sgrt(1997:[15]). Trelease (1982:2)
concurs and maintains that ‘reading aloud stremgtlohildren’s reading, writing and
speaking skills — and thus the entire civilizingpgess’. In these words Trelease
moves one step further: from the specific acadeadeantages of reading and
language (which are indispensible to all subjedthinvthe school curriculum) to the

abstract view of literacy as a hallmark of a cgelil being.

Trelease (1982:1) argues that reading aloud talmnl serves many functions: ‘to
reassure, to entertain, to inform or explain, touae curiosity, and to inspire’. His
words make clear just how valuable a tool readsig An analysis of the functions
listed above indicates the emotional (‘to reasstrentertain’), educational (‘inform

or explain’) and inspirational (‘farouse curiosind to inspire’) facets of development
that reading addresses. Inherent in these aspedit®e development of a broad
general knowledge that this project has earmarkedaeking at Wag-'n-bietjie

Secondary School. In support of the computableevaf reading aloud, Trelease
(1982:11) cites the case of a study of childrerlamlem who were read to for twenty
minutes a day for a year and scored ‘significahifyher in vocabulary and reading

comprehension’ than the control group.

The researcher perceives the pitfall that readingdamay lead to an audience of
passive, sleepy learners. However, she feelg¢haing aloud for pleasure should be
attempted as a motivational tool that can be ueecluttivate interest (cf. Trelease,
1982: 11); the comment that ‘Fun and successfulingago hand in hand’ and Elley’s
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(1997:[15]) prescription of ‘high-interest meaniagtext’). Few learners at Wag-'n-
bietjie Secondary School were read to as childrehso the researcher contends that

reading aloud is the key to the door of the gamdkare the culture of reading grows.

The following section describes content-based uesvn (CBI), which strives to
make second language text more accessible by chitepthe subject matter and the
second language skills necessary for understandiigen one considers that fluency
is acquired during extensive reading and accuragyng CBI, it is satisfying to

consider how well the different methodologies indaage teaching feed each other.

3.3 Content-based instruction

Snow (2001:304) points out that the theoretical nftation of content-based
instruction (CBI) has been solidly laid and citee wvorks of many famous linguists
whose work support the theories underlying CBI tpport her claim df. also
Brinton, Snow & Wesche, 198%. (Examples of well-respected linguists she
mentions are: Krashen, who believed that languagg agquired via ‘comprehensible
input’; Swain, who sought extended opportunitie®ider to develop communicative
language skills; and Vygotsky, who advocated acsouditural approach). Snow
(2001:309) indicates that, in 1989, Brintehal anticipated and pioneered the latest

form of CBI, which is a fusion of former CBI protgqes.

Brinton (2009:1) maintains that ‘content-based rungion’ (CBI) is part of a
movement that is taking the educational world loyret She explains that the trend
(which encompasses CBI) aims at developing whattehms ‘use-oriented’ second
and foreign language skills. CBI is defined agn’current learningof a specific
content and related language use skills itoatext drivencurriculum,i.e. with the
selection and the sequence of language elemengndeed by the content...’.
Compatible with this outline, Brintoet al. (19892) and Snow (2001:303) narrow
content-based instruction to ‘... the integrationpafticular content with language
teaching aims’. in other words, during content-lagestruction, academic subject
matter and the second language skills necessaupderstand and internalise it, are
taught together - with the aim of developing seclamgjuage skills in such a way that
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the learner is able effectively to use the languhgé has been taught in this way. In
CBI, stress is placed on understanding that dulmguage acquisition incidental
learning of new knowledge takes place. This oceuren the learner is given a text
with ‘rich target data’ and then focuses on the mggof the text: learners thus learn
two things together — content knowledge and impdovanguage competence
(Brinton, 2009:1).

Brinton (2009:2) and Brintoret al. (19893) lay bare the rationale underlying the

methodology of CBI as follows:
» the random distinction between language and comermoved,

» the lesson is built on the knowledge that the leaatready has of the subject

matter;

* the fact that needs and interests of the learmera@ommodated should lead

to increased motivation to acquire the second laggu

» the eventual use the learner has for the secofor@gn language is catered
for — this means that the forms and functions efldnguage that the learner

really needs are targeted,;

* CBI is based on ‘contextualisagse rather than on fragmented examples of
correct sentence-levelsage(cf. Bransfordet al, 1984:28-29 for context as
background knowledge);

» authentic materials and tasks give CBI credibgityl ground it;

» optimal conditions for second language acquisitom provided by exposing

the learners to ‘meaningful, cognitively demandiugguage’;
* learners’ skills are accommodated on different gedaal levels.

The CBI philosophy rests on the beliefs that ‘leages are learned within a larger
framework of communication’ where learners recaice comprehensible input and
learn within a significant context where the comtehthe work is ongoing (Brinton,
2009:2).
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Brinton et al. (1989:3) explain how comprehension is improved leans of CBI and
add that during CBI the input must be understared@fl Krashen, 1983:32-37) but

must also contain new aspects of language to h#éradq

... comprehension is accomplished with the help ofsluem the situational
and verbal contexts. These interact with the edsnmperfect knowledge of
the language, and with his or her world knowledgd axpectations. The
associations of form and meaning which are requifed successful
comprehension feed into the a developing stockoafél, functional, and

semantic relationships as the learner acquiresahements of the language.

This extremely dense and insightful citation adsessn a few sentences many of the
issues mentioned in this dissertation: the impaganf the activation of background
knowledge, deductive reasoning and the value afigtiag as a pre-reading activity.
Moreover it refers to how vocabulary, comprehensigrammatical structures and
general knowledge may be acquired and developédf these have been identified

as being problems to be addressed at Wag-'n-begandary School.

The above paragraph reveals CBI as the ideal melbgy for this project: CBI
tackles the exact reading problems identified eytdmchers and in the testing of the
learners ¢f. chapter 5). What is more, CBI would bring teashgp to date with the
latest pedagogical methodology (teacher empowerraadt upgrading), and CBI
would also stimulate them to become aware thathtegcis a dynamic career. In
truth the training and empowerment of the teacheessome of the aims of the task at
the school. Teachers must become sentient to dhiennthat they cannot rely on
strategies they learned at university 30 years -atieey should be ready to extend
their skills and continue to do so. It follows tlteveloping the teachers profits the
learners. Flowing from this would be increased galisfaction and better morale for
the staff - and academic victory for the learne&nd this can be achieved via

content-based instruction.

Moving from the discussion on CBI, the researclescdbes how and whyeaducate

was chosen to address the problems of illiterady@g-'n-bietjie Secondary School.
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3.4Readucate

It became clear from the initial testing of leasand from the interviews with the
teachers that the problem of improving reading a@gW-bietjie Secondary School
was far thornier than had been anticipated: it Seérat a high percentage of learners
cannot read (or can hardly read) at all. Profy{Bng’s report on the test results may
be read in appendix Il (3.3). In brief, at lea®® of grade 8 learners, 40% of the
grade 9s and 19.5% of grade 10s were identifiethemsg ‘at risk’ on a grade 8
reading test. Plainly, the strategies plannednorove reading would have to include
relief for the learners compromised in this wayo domplicate matters, high school
teachers have neither the knowledge nor the trgitdrieach basic reading. For these
reasons, it was decided to train several teach&irgya course designed to teach
children and adults to read. Initially nine teasheere trained, followed by the
training of ten six months later. The teachersentegiined by &eaducatenstructor,

with the first ten candidates’ training being paidan anonymous sponsor.

The wisdom of choosingReaducatewas founded on the success rate of the
programme ofThe Readucate Trustln this, its current formReaducatehas been
doing good work since 1991. (It had existed ineothuises since the early 1960s).
Readucates ‘An educational and literacy non-profit Sectib® AA BEE rated non-
governmental organisation’ (Freinkel, 2009) thatiradses adult and child literacy
and also operates in prisons where the illiteratg is high. Readucate’s objective is
to create ‘self-sustainable development programnies language, reading,
communication and life skills’ (Freinkel, 2009). e@&use their approach is
‘multidimensional’, involving a ‘multi-method, mudskill, multi-inter-sensory, multi-
generational, multi-emotional’ methodology which deesses reading, writing,
spelling, dictation, comprehension, language, pneration, vocabulary practice,
memory training, cognitive skills and confidencelding, Readucateappears most
apposite for a school such as this. According ts Fdna Freinkel, th®eaducate
methods suitj.a. school children requiring remediation, SL leasnef English and
adults with reading and spelling problems. Theugadf the course is underlined by

some of the results which Mrs, Freinkel cites as:

» better reading and communication;
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improved academic performance;

easier class discipline and motivation;

the fostering of a lifelong love of reading;

the building of confidence in teachers and leane
the frequent promotion d?eaducatenstructors;

the reduction of school dropouts; and

the prevention of crime.

All of these results described Readucateare in line with the aims of this reading

research project In additioReaducats aim ‘to make every lesson a reading lesson’

is in line with the methodology of content- basestiuction described above.

The success dReaducatéFreinkel, 2009) is attested by numerous accoladds

awards ¢€f. appendix IlI):

2004: President Thabo Mbeki presented Edna Freimnkbla national award:
Counsellor of the Order of the Baobab;

Associate member International Academy for Reseanch Learning
Disabilities (USA);

2003:NICRO Prisoner Regeneration Awafor contributing to a safer South

Africa,
2002: Finalist in Mail and Guardian ‘Investing letFuture’;

2002: Paul Harris Award presented to Edna Freinkel by Edenvale Rotary
Club; and

1998: Northern Cape Arts and Culture Medal in catedLiterature and

Libraries’.

If our teachers and pupils could be as diligenthase at schools like Forfosa Higher

Primary School where there was a ‘10% improvemerdompetency in one term’

(cf. appendix lll), there should be no reason why Wadietjie Secondary School

should not emulate their success.
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3.4.1 Journaling

For the sake of completeness, it is appropriaté tha researcher describe the
introduction of learner journaling as a corollapythe incorporation of thReaducate
programme into the school day during cycle 2. Tdhange of timeslot meant in
practice that the noReaducatdearners would have nothing to do during this tinte
was considered appropriate to introduce them tovifiteng of learner journals. From
a practical point of view, given the profile of theachersdf. chapter 5), journaling
would not add any extra burden to the teachers el the following language
benefits (Davis, 1999:[1]):

* Fluency practice It helps to get the words flowing. Teachers canmprove
their writing until the learners produce words as®htences. The more the
better: journaling is about quantity

» Journaling is non-threatenindecause it is informal writing, learners are less
afraid of making mistakes. Because they are melaxed and have fewer
fixed ideas about what a journal should be, thegrofwrite better in their
journals than in formal essays.

» Self-expression. Learners write about what intsrésem instead of topics
chosen by the teacher. This is liberating and vagttig.

* Practising English Learners can practise what they have learned (wubagb

and language).

The idea is that the journal is personal and giheslearner complete freedom of
expression. The teacher is not expected to madowect it and should not read it

unless invited to do so.

Obviously, this intervention is not an importanpast of the aim to improve reading
at the school. Nevertheless writing a journal Wasie because reading and writing
cannot be compartmentalised. Although it is andiatal, intervention, it should be

mentioned in order to paint a complete picturenefproject being undertaken.

The previous sections described formal ways in Wwhw improve reading. The
following section on the creation of a culture efaining is less formal and less

tangible. Nevertheless, it is hoped that the formathodologies will make text
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easier for the learners to access which will aklsp ko cultivate and grow a culture of

reading.

3.5 Creating a culture of reading in the school

The desire for a visible culture of reading aspiesleveloping an ethos within the
school which treasures reading and consequentlyem@ading is a way of life and
books are cherished and always at hand. Cultuteesby-product of consistent
behaviour over a period of time. It takes effortl@onsistency and a belief in what is
being touted. Culture is created the way a gaidetreated - by establishing the
correct environment for growth, and by feeding go@d plants and weeding out the
bad. It can only be nurtured by people who caBetting the right standards and
leading by example will provide the platform forcemraging a stable and ongoing

culture.

Wag-'n-bietjie Secondary School is without a regdioulture. Responses to
guestionnaires completed by grade 8 learners redehlat scarcely any home had
more than a few bookf( appendix IV:1). Even more alarming was the sedion
from the interpretation of the data that few leasnsould distinguish between books
and magazines. Hardly any learners, if any, haghbead to by their parents —
indeed, many parents were themselves illiterate.he Tschool library was
malfunctioning and, apparently, being reformattéd/hen interviewed, one of the
incumbent teachers complained that the library gawdt function properly because

theft was rife.

The development of a culture of reading in the sthaill buttress the goals of
upgrading reading and play a supportive role inirgrventions described in this
section by developing a body of learners who arnhusmastic, critical and skilled

readers. The creation of a culture of readingescdbed in chapter 5.

This chapter examined the interventions that weldecsed to improve reading at
Wag-'n-bietjie Secondary School. In order for #naé® be applied in the most
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effective way, AR was chosen as the most pertineggearch methodology.

Accordingly, the next chapter will examine AR ageaearch methodology in order to
validate why it was selected from the array of oftipealitative methodologies as the
one most suited to deal with the requirements pfagect such as this — despite the
fact that it is often regarded as being on thepbery of the range of other more

conventional mainstream research tools.
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CHAPTER 4
METHODOLOGY: ACTION RESEARCH

It is common sense to take a method and try it.fafls, admit it frankly
and try another. But above all, try something.

- F.D. Roosevelt

4.1 Choice of methodology based on the aims and ebfives of the project

As described in chapter 1, the aims of this propeet to devise a programme of
reading interventions that will lead to ongoingststnable reading development, with
the spotlight falling on improving the methodolagjieskills and techniques of the

teachers while, at the same time, involving th# sparticipants and co-researchers.

AR is the chosen qualitative methodology for thisdg as it allows for participant
researchers and facilitates staff development (8ut899; Kerfoot & Winberg, 1997,
Henning, 2005). In particular, AR ‘focuses on fimgla solution to a local problem in
a local setting’ (Leedy & Ormrod, 2005: 108; EdGe01:3), an application which
fulfils both conditions (a particular problem witha singular setting) for this project
at Wag-'n-bietjie Secondary School. Action resbarseeks to remove the gap
between the deciders and the doers’ (Dick: 2008)this case, the researcher being
the decider and the teachers, the ‘doers’. Cdytainmming the disparity between
researcher and teacher is at the heart of the ssiodethis particular project: without
the enthusiasm and ‘buy-in’ of the staff, not otie knowledge but the practical
application of developing reading at the schooll wé lost. The differences and
discrepancies between the researcher and the teabhee to be solved by the

development of mutual trust and a communal senpepose.

The AR cycles of planning, implementing, observiagd reflecting (described in
more detail below) provide the researchers with maimm to implement the required
changes and to reflect critically on the processl(&¢e, 1998:12). Through these
cycles, the researcher and teacher hope to ‘beasrage of what is really happening’
(Grabe & Stoller, 2002: 157) in the classroomshat $chool and pertinent problem-
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solving can be attempted as the project progresaBsprovides a tool for systematic
inquiry and simultaneous problem-solving based toumctured reflection (Kerfoot &
Winberg, 1997:26). By its nature, AR spurs edwursti change and staff
development in that it is decision-driven (and st hoped that the teachers will
participate in the decision-making) rather than difipsis-driven and consequently
facilitates quality problem-solving and decisionkimg (Krathwohl, 1998:601;
Kember & Gow, 1992:301). In AR, the participartesaChers and the researcher, with
the support of Dr van Wyk who attended meetings addressed and guided the
teachers) in a focused effort to implement chaedjeat on their experiences in order

to improve practice for themselves or the orgaropat

4.2 Delineating AR

As the name implies, AR involves two elements: ¢hese highlighted by Dick
(1999:[1]), who maintains that it has ‘dual aims of action {til® change) and
research (that is, understanding)’. He explaias, tiction and understanding inform
each other’ (1999:[3]): in other words, the purpo$®&R is, ‘to research action, and
to action (that is, to act on) research’. An inmpot aspect of AR making it relevant
to the project at hand is that it is participativihis tells us that the teachers should be
led to ask themselves: ‘What am | doing? What c¢eed to improve? How do |
improve it? (McNiff & Whitehead 2006:7) and in soidg they themselves learn
while they are teaching. This aspect is discussdte practical implementation of

the AR cycles in chapter 5.

AR is cyclical in nature which makes it a flexibieethodology. Consequently it is
valuable in situations that deal with the subtketed intricacies of human nature and
people’s sensibilities. In other words, AR allofes a change of tack following the
success or otherwise of an action. It requiresogpection on the part of the
researcher and that she should develop an intimagigort with the teachers as her
colleagues — and they should learn to become peive and self-critical too. It
seems that the relationship between researcheteaotier; and also the relationships
among colleagues might benefit by the symbiotiazireabf AR — which, it is hoped,
will leech into the school and enrich and bendig e€stablishment as a whole.
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According to McNiff and Whitehead (2006:8), AR skobube a ‘disciplined,
systematic process’, the steps being as descridesvland also as represented in the
diagram following the brief outline:

» establish what is happening in a real world sitmgti

» identify an issue/concern;

* plan how to address it;

* enact your solution;

* monitor the action by gathering data;

» evaluate the success by reflecting and evaluatima Was changed,;
» test the validity of any learning taking place;

e adjust the practice, based on results;

 repeat the process.

Edge (2001:3) describes the same process and basifgteon has been quoted in
order to support that of McNiff and Whitehead atgbao consider AR through the
lenses of a different pair of spectacles. Edges seas, ‘a succession of stages,

beginning with
» actionin the sense that one is in the middle of action;
» observationof what is happening, leading to a more spectfauf of interest;
» reflectionon the focus which has been identified;
* planningthat forms the basis for future;
* actionto improve the situation; and
» observationn order to evaluate the changes made’

The cyclic movement described is associated witladgal and persistent
improvement. The graphic representation of AR clepi below is intended to

illustrate the cyclic nature of AR and how the @e& proceeds chronologically. The
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time axis is measured against the axis of changéy/ing the improvement referred to

above.

Figure 4.2 Schematic representation of AR.
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(Adapted from: RMIT University educational mediahsée)
4.2.1 Underpinning assumptions

McNiff and Whitehead (2006:23) set out the undempig assumptions of AR in four

sections and these will be discussed in the orsted below:

4.2.1.1 Ontological assumptions (our view of owsslin our relationships with
others).

4.2.1.2 Epistemological assumptions (how we undedstknowledge and how we

acquire it).
4.2.1.3 Methodological assumptions (the way in Wwhite research is carried out).

4.2.1.4 Social purposes of AR (the reasons for gldie research within its social

contexts).

4.2.1.1 Ontological assumptions

McNiff and Whitehead (2006:23) explain that ontotageans ‘the study of being’

and maintain that AR is not only suffused with \edwand is ‘morally committed’, but
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that the research should take place within a sgoialext. Similarly, Burns (1999:24;
also Edge, 2001:3) specifies that the main focuaRfis ‘on concrete and practical
issues of immediate concern to particular sociaugs or communities’. McNiff and
Whitehead (2006:25) offer the insight that the abcontext does not refer merely to
the obvious physical community of people, but irdé®e ‘mental world’” where we
evaluate our ideas in relation to those of oth&spporting the above arguments and
expanding them further, Edge (2001:4) counsels timprovements to the quality of
action available cannot be seen only in utilitariprocedural terms but must make
reference to the broader fields of conceptual aepurand social justice’. Here Edge
contrasts mundane practice and practical methogdlaglitarian, procedural’) with
philosophy, morality and ideology (‘conceptual argent and social justice’) and thus
moves from the concrete and banal to the abstracekevated.

Accordingly, it may be said that the researchex rticipant rather than a spectator
and conveys her philosophy of life, her moral pptioms and the wealth of her
ethical consciousness and conscience to the progatuld the researcher toy with or
treat her research as an experiment on other pebeteethical conduct would be
guestionable — indeed, such distance would precheaterole as being that of a
participant. If one accepts McNiff and Whitehead@nments (2006:23) that AR is
suffused with values and is ‘morally committed’ etinesearcher is compelled to
identify what she perceives these values to beledd, this is spelled out by McNiff
and Whitehead (2006:23) who encourage the resaa@hegegin by articulating your
values and asking whether you are being true tm'thénd so, the researcher would
like to stipulate the following as broad moral glides and express the belief that a

teacher should:
* be fair and impartial,
» consider other people’s interests;
* not interfere with another’s freedom;
* respect his/her fellow man; and

» work hard and honestly.

58



Flowing from these are the qualities of honestyrage, politeness, punctuality,
kindness, perseverance, integrity, loyalty, thofighéss, lawfulness, tolerance,
respect for others’ privacy, self-respect. At siHevel one could encourage learners
to work hard, take turns, be trustworthy, obey $loshool rules and not to create a

mess, be selfish, be dishonest, be noisy, be ladgrmage property.

However, an action researcher is never alone: raipidiy these values and all
decisions tacitly involves other people - harkiracl to the collaboration between
researcher and teachers. Unlike a positivist agbrevhich strives for a detachment,
AR is ‘done by people who are trying to live in thelues and commitments that
inspire their lives’ (McNiff & Whitehead, 2006:23)The commitment to research
based on personal values within a social settingi@s respect for the differences and
similarities between individuals and the commusitieom which they emanate. In
other words, action researchers operate under almpotlight and are accountable
for their choices — and their view is usually sehje. Yet, as cited previously,

Burns (1999:24) specifies that the main focus of BKRon concrete and practical
issues of immediate concern to particular socialgs or communities’ and the issue
at stake for this project is the improvement ofdieg within the Wag-'n-bietjie

Secondary School community. The implication ist tthee ‘concrete and practical
issues’ that mark the development of reading havéet suffused with moral and

ethical values.

These stipulations translate into the impenetrgbilf the social and moral setting of
Wag-'n-bietjie Secondary School where the teachetsng to differing cultural and
racial groups with differing socio-economic backgnds begetting different
ontological assumptions and very differing ‘mentairld[s]’ (quoted in the above
paragraph). The teaching staff consists of thréferdnt racial groups, many of
whom are of an age that recalls the time of formegregation in which they grew up.
Inevitably traditional racial and cultural stergoityg and suspicions linger.
(Mismatched cultural assumptions occurred ofteninduthis project: particularly in
terms of differing perceptions of time, urgency amtat was considered polite.)
While there are about five white staff members,réhare no native speakers of
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English in a school with an English stream (andjieage teaching always implies the
teaching of the culture and world view of its natspeakers). As an adjunct to this
diversity, the researcher and her supervisor weregived as interlopers from the

academic realm. Words written on a ‘thank-you’enti the researcher upheld this
sensitivity by proclaiming (fortunately with a ptge spin), ‘...you never made us

feel inferior in any way ...". Bearing in mind théservation that an action researcher
is never alone, how does one interact with peoglenarno basic assumptions can be

made about each individual’s philosophy of life?

The learners too come from differing backgroundsiaculturally they are black and
coloured but with varying educational and econobackgrounds within this cultural
divide. The school was traditionally a colouretical and the researcher observed -
from comments made by several different people iffierdnt occasions - covert
resentment of the ‘intrusion’ of the black learnerko pass several ‘black’ high
schools en route to Wag-'n-bietjie Secondary Sclamal thus, it was perceived they
‘oust’ many of the local children from a school wéaéhey belong.

Indeed, Edge (2001:1) endorses this perceptionPftaking place in diversity and
expands our definition of AR by articulating that,action researchers live and act
between and across some very well-establishedlspbiéosophical, and educational

demarcation lines’. Clearly, many barriers neeaellet breached.

Of course we do not live in a perfect world. I textant situation, the moral and
cultural diversity will have to be regarded as allgnge and opportunity rather than a
threat. Worthy of note is the levelling emphasiacpd by Cummins, Brown and

Sayers (2007:232) on choice which is seen as ottedbrces of change:

In short, individual teachers are never powerledthough they frequently
work in conditions that are oppressive both fonthend their students...They
determine for themselves the social and educatigoels they want to achieve
for their students. They are responsible for e definitions they adopt in

relation to culturally diverse students and comresi
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McNiff and Whitehead (2006:23) echo these sentisavith vigour: ‘Cruelty is as

much a value as kindness. It is up to you to aewillich values you want to live by
and be accountable for'. These are indeed powasdudls. They should be spoken to
all teachers as a reminder of the active role thegd to assume and the moral

responsibility their vocation exacts of them.

The subsection above referred to controversialfrattsand personal aspects of
teaching. In contrast, the next subsection sailsabmer waters: epistemology.

4.2.1.2 Epistemological assumptions

Epistemology refers to the theory of knowledge andyarticular, the acquisition of
knowledge, its validity and scope. We should remaurselves that epistemology
cannot be separated from ontology, as knowledgeatare isolated from values (nor
can it be separated from methodology or social es)lu Henning points out that
‘Knowledge is constructed in the act of critique & dialectical process of
deconstructing and reconstructing the world’ (2@33%; thus linking knowledge to

our moral, critical sense.

McNiff & Whitehead (2006:26), emphasise that, dgriAR, the researcher studies
herself in the sense that there should be continséif-questioning such as, “What
am | doing? How do | improve it?’ rather than, ‘Wlaae they doing? How do they
improve it?””. They remind researchers that thkgudd hold themselves accountable
for their actions. In performing this self exantioa, the researcher should avoid
imposing her ideas on others and also be preparescdéept that she can make
mistakes. (This is complicated by the diversity\dg-'n-bietjie Secondary School,
described in the section ontological assumptiorishecomes clear that to the action
researcher, ‘knowledge is uncertain’ McNiff & WHiead (2006:27). These authors
explain this statement as follows:

* There is no one answer. Knowledge is uncertainaanbiguous. A question

may generate multiple answers.
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» Knowledge is created, not discovered. This is Is@aprocess of trial and

error. Provisional answers and the process igselalways open to critique.

* Any answer is tentative, and open to modificatioinswers are often
incommensurable and cannot be resolved. Peoplehgu®e to live with the

dissonance and do the best they can.

In the light of the provisional, unfixed nature kriowledge described here, it is a
challenge to get both researchers and staff topat¢hat neither their knowledge nor
their teaching methodologies are cast in stone +WRt teach them to question and
adapt. While it may seem desirable on first stghtiew the fields of knowledge and
methodology as supple and dynamic, freedom impksponsibility. Challenging
ideas which have become fixed, in order to changaaify them, is another hurdle
to be vaulted. That this is as true for the teegleet ideas as for the researcher’s,
underscores the value of collaboration: teachedstle researcher should be able to
guestion each others’ ideas in pursuit of the besthod. This truth must dominate
the reflective section of the AR cycle.

It seems that Mc Niff and Whitehead’s words coudtvdn been written expressly for
this project when the torturous nature of knowledgapplied to AR at Wag-'n-bietjie
Secondary School against the complicated backgraafnthe ontological values

described above.

Both of the previous subsections, the ontological apistemological assumptions,
are incomplete without a consideration of methodigla assumptions, reviewed

below.

4.2.1.3 Methodological assumptions

Henning (2005:36) hitches the methodological assiomg (the way in which the

research is carried out) to our ontological (owwiof ourselves in our relationships
with others) and epistemological assumptions (hosvumderstand knowledge and
how we come to acquire it) by declaring that thedecision-making actions ... are

dependent on the knowledge and the philosophy ef résearcher, because a
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methodology is the epistemological home of an induiYet McNiff and Whitehead
(2006:25) remind us that: ‘The core idea of transftive capacity enables us to
incorporate the insights of others and transforenthas we create our theories of
practice’. This points to the creative collabaratiof teachers and researcher in
constructing new methodologies pertinent to thetia and special circumstances.
The creation of new knowledge is one of the aimthisf AR project. Indeed, Edge
(2001:4) emphasises the importance of the link Bf with rational argument. In
other words, AR must avoid becoming wishy-washy &med grounded in sound
educational theory. The novelty is that the rasteo longer ‘outside-in’ (knowledge
being imposed from outside) but ‘inside-out’ (knedfje being generated from
within). He stresses that, ‘Local understandings primary, and it is in the
articulation of these understandings that actuatcational practice can be theorised
(the contribution theory) and improved (the conitibn to practice)’. Edge stipulates
that AR should strive for an uninterrupted conrattietween ‘improved practice and
authentic theory’ and identifies a good teachepm@es who theorises practice rather
than practises theory (2001:6). The gap betweeoryhand practice narrows.

So, while the researcher’s methodology will be edan his/her system of values and
knowledge, the main purpose of AR is for the redear to see him/herself as an
‘agent’ and to ask questions. (In this context, tbsearcher as agent is someone who
acquires the knowledge and has the interest totaap implement a new project,
driving it forward despite internal resistance tbawcge). The initial question is
followed up by a ‘developmental process’ (McNiff\&hitehead, 2006:32) involving
cycles of planning, implementing, observing andecting in order to improve a
situation. Henning points out that the methodolegyployed involves the crucial
concepts of, ‘participation, involvement, collabmva and engagement’. (2005:24),
and, in criticising the framework for a study ddéised in her book, reminds us that
one should not ‘...employ action research to sohablgms rather than to reflect on
problems’ (2005:25). This astute observation cotafous with the realistic
understanding that problems will never fully disegpand so the team of ARer and
teachers never complete their cycles of enhancemkeinbhemselves and of their
methodologies.
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All of the above sections have dealt with abst@c@demic aspects of AR. The
following subsection seats AR where it belongssagiety — particularly apposite in

the case of AR in an educational situation.

4.2.1.4 Social purposes of AR

The power of AR is at its best when ‘driven by asseof social action...and with the
aim of the emancipation of the participants’ (Hempi 2005:47). It can be
successfully performed within schools, within tlenfly and community at large.
The researcher strives to improve the way in wlieinmunities operate by getting
their members to contemplate what they are doirtjaae held responsible for their
actions. Because AR has always been ‘regarde@@detaking action to improve
their personal and social situations’ (McNiff & Wilhead, 2006:12), it would seem
too that the fluidity that characterises moderniettges and communities would be
well accommodated by the supple approach offeredRy Referring to AR in the
broadest possible context, these authors go sasfdo suggest that: ‘Some see its
potential for promoting a more productive and pé&aceorld order’. (2006:12). In
terms of social justice, Edge (2001:4) sees theogmpment of individual teachers as
a part of the whole. He envisages the whole asjsi@an of a more just society of
fully empowered citizens living fulfilled lives acading to their own freely embraced
values’. Yet he is rational in his realisationtttias utopia remains a mirage and that

the most fundamental concepts of empowerment arenoethe reach of many.

The diversity amongst the teachers and learnersussed in 4.2.1.1 (ontological
assumptions) are not confined to that subsectioneabnd spill over into the social
purposes of AR. AR has upliftment as one of italgget this school is hampered by
a lack of parental involvement. Cummietsal (2007:242) mention that this lack of
involvement on the part of parents is universattyrewledged as a problem. They
suggest that it could be that parents of childrea @oor or in a culturally diverse

school feel intimidated by a system that they db unaderstand; or that the battle
waged by parents working long hours for minimum &sgesults in the inability to

attend.
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4.2.2 Desired outcomes of AR
The goals of AR have been discussed in the pregemiragraphs, and will be briefly

mentioned here for the sake of cohesion.

Edge (2001:5) reminds us that the outcomes weestdr can be identified in many
ways, ‘- not just a certain number of ways, butha multiple, overlapping ways in
which thought and action do interact. He separatieem into the following
orientations. (Note: the headings below in itabee Edge’s, and the examples or
explanation the researcher’s, guided by Edge’srghtiens):

* Means orientedWhat methods do we use to try to improve readinyag-
'n-bietjie Secondary School?

* Ends orientedWhy do we want to improve the reading?

* Theory orientedDuring the project, how do we explain what is heppg
and link it to existing theory in order to contribuo the present theory?

» Institution orientedHow much does the reading programme (by meaits of
goals, practice and subject matter) contributenteducational programme
that is meaningful to the learners within theiriabsetting?

» Society orientedHow is the reading programme (seen holisticallpnpoting
values | hold dear?

» Teacher orientedHow do the researcher and teacher develop, both

professionally and personally by means of this maogne?

4.3 Traditional research versus AR

For the sake of completeness, what follows is @&fbcomparison between the
traditional (quantitative research) and its altéuea qualitative research (AR). This
is done in order to place AR within the researelditron and also to put the finishing

touches to the explanation of why AR was chosenhisrproject.

AR is a division of qualitative research, a term ickh encompasses several
approaches to research, some of which differ censily from others. However, all
forms of qualitative research have two common efgmgleedy & Ormrod,
2005:133): they deal with authentic phenomena dleatrr in the ‘real world’; they
are ‘lived experiences’ (which mean that each pess@xperiences should be
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considered against a changing background) and shedy the phenomena in their

complexity. Qualitative researchers do not trystmplify what they observe but

prefer to recognise that the subject of their sthdy many facets and many layers —
and this is what they strive to portray (Leedy &®od, 2005: 133). The advantage

of qualitative research is that the researcherodiss matters that are not always

obvious.

Leedy and Ormrod (2005:96) draw the attention te fthifferences between

guantitative and qualitative approaches as follows:

The reasons for quantitative research are toltesty, verify and authenticate

while those of qualitative research are to exploverpret and create theory.

The process of quantitative research has fixedajjuiels, known variables and
is relatively context-free and objective as opposedqualitative research
which is holistic, with unknown variables and whehe researcher has to
develop his/ her own methods, is context boundsaihective.

In quantitative research, data are gathered as ewsnineasurements and
figures; the sample is large and representativasaanteasured by standardised
instruments. Qualitative research, in contradiggeon textual and or image-
based data with a small informative sample thamisasured by loosely

structured or non- standardised observations ardviews.

The analysis of data in quantitative research getiaon objective, statistical
analysis and deductive reasoning while qualitatesearch establishes the
meaning by searching for themes and categorie®ewlcknowledging that the
analysis is subjective and potentially biased. IQaieve research uses

inductive reasoning.

Quantitative research results are communicateduimbers, statistics, and
averages in a formal voice and a scientific styds opposed to words, stories,
individual perceptions giving a personal voice iht@rary style in qualitative
research.
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While it is clear from the above that, ‘you usefaiént forms of research to achieve
different goals’ (McNiff & Whitehead, 2006:23), tlkfferences between qualitative
and guantitative research also emerge: unlike ga#we research, which counts,
weighs and measures, qualitative research docuraedtsnalyses data by means of
observation, documentary studies and interviewskisg a pattern and a reason for
the phenomena, and the data are examined in avderath a conclusion that will
satisfy the original research problem. It is tblesar that the main difference between
gualitative and quantitative research is the aralprocess and that, in qualitative

research, the analytical instrument is the reseandtleedy & Ormrod, 2005:96).

4.4 Collecting data

It seems from the discussion thus far that AR effamn approach that is theoretically
compatible with the study of complexity in educati@helps, 2005:38). Through the
ways in which data are collected and analysedyrekearcher has to ensure that the
findings made during the research are trustwortRgliability in AR means that the
researcher feels confident that his/ her findingd @aims are valid. Validity can be
achieved by using multiple data collection methodas to corroborate the findings;
involving other teachers/colleagues in the datéecbbn and analysis; conducting the
research over a long period of time; and corrolimgathe findings with similar
studies in published research literature.

Leedy and Ormrod (2005:143) elate their readerh Wie news that, ‘In qualitative
[action] research, the potential sources of datalianited only by the researcher’'s
open-mindedness’ (The brackets in the text wereried by the researcher). This
gives the researcher a free rein and great fléibilbut the bad news is that the
‘...data collection ... takes a great deal of time’ctidn researchers employ several
ways of keeping data and this requires meticuleasnd keeping and organisation. It
is noteworthy that action researchers seek whaatbementioned authors call ‘an
emerging design(2005:143) and so initial data often influence ¢heice of how data
are collected later in the project. The patterat tthe researcher perceives to be
emerging from the data fashions the value of tlogept because it is here that new
knowledge is generated.
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4.4.2 Methods used to collect data
The following methods were used in order to gatherdata required for the project
at hand: questionnaires, interviews, journal, nesutof meetings, testing and

observation.

Questionnaires

Collecting data by means of questionnaires has hdttantages and disadvantages.
On the plus side, questionnaires can be handedooutany people at once and

collected later. They have the additional advaatihgt they can be completed with

anonymity, which hints at greater candour than migé the case in a personal

interview, particularly if the question is of a penal or sensitive nature (Leedy &

Ormrod, 2005:185).

The perceived down-side of questionnaires is thabeing too structured, important
aspects of a subject that might have come to iighnh interview or more open-ended
discussion could be left out. Besides, the retata of questionnaires is notoriously
low and this skews the result. Leedy and Omrod%285) remind us that the
responses to a questionnaire ‘will reflect theadieag and writing skills and, perhaps,
their misinterpretation of one or more questiondhe reading and writing skills
might put a positive or negative spin on the infation being supplied: a good writer
could hide his/ her opinion under a heap of wowds|e a poor writer may be unable
to express his/ her information fully. This is aspect that deserves consideration in

this project because none of the teachers’ hongubsges is English.

Questionnaires were used fairly widely in this egsh study with varying perceptions
of their accuracy and success in terms of the loiteg provided in this way. This

method also served the exploratory nature of theareh.

Interviews

Interviews yield much valuable information and h#ive advantage that, because they
are conducted one on one, greater intimacy and tas develop between the
interviewer and the interviewee. It follows that iaterview should be well-suited to
gualitative research as it is a subjective instminmdefitting the discussion of

people’s beliefs, perspectives, feelings, motived the reasons for behaving in a
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certain way. This leads to the perception thatistractured, open-ended interviews
with few questions are best for our purpose (Ledyrmrod, 2005:146). Leedy and
Ormrod (2005:147) recount that a telling differermween a qualitative research
interview and normal conversation is the fact thatan interview, the researcher
wants to gather certain information without reveglhis/ her own viewpoint. This
makes the ‘conversation’ (which often deals withinmate thoughts and feelings)
lopsided. As a result, the interviewer has todwmfl, sympathetic and warm, while
keeping his/ her feelings private. Because amvige is inevitably subjective, the

interviewer should regard the data as perceptiatiser than fact.

Interviews were conducted with both teachers arminkrs on several occasions
during the course of this project. In addition tbe intended interviews,

guestionnaires often had to be followed up by iné&gvs on occasions when the
researcher discerned that questionnaires had bésnterpreted or answered in a

slipshod manner. This assisted in the validatiothe® data thus accumulated.

Journaling

Maintaining a journal is a powerful method for ARdause the writing process
enables the researcher to keep a record of how, amdywhen interventions have
been revised or transformed. In other words, dribeotargets of keeping a journal is

to develop a valuable data capturing device.

However, journaling has another more profound vatlué&R: As flagged above,
epistemology is the theory of knowledge and is eomed, in particular, with the
origin of knowledge, its validity and scope. Jalimg presents the act of reflection
as an important thinking tool in teaching effectiges and professional development:
when the writer reflects on what is happening 81 her research project by rereading
the personal thoughts, daily experiences, obsens&nd evolving insights, the act of
reflection becomes an important thinking instrumeith which to examine teaching
effectiveness and professional development. Theenpa that surface take the
researcher one level up from mere observationdiyigl‘thick’ interpreted knowledge
rather than data that is ‘thin’ and undevelope@hi¢k’ and ‘thin’ data are described
below under validation). In so doing, journalingntributes to the validity of the

research. And so, if one agrees with Phelps (B&8)5who contends that ‘knowledge
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is created by the transformation of experienceutinoobservation and reflection’, it
becomes patent that journaling is a fine vehicle e development of such
knowledge. Phelps also sings the praises of theevaf journaling in situations of
‘complexity’ (2005:39). She explains that reflectiis a ‘non-linear approach’ to
learning and asserts that, ‘journals embrace nweafity, enabling intermingled
documentation of ideas and experiences from the ffes present and the imagined
future’. For the researcher to have kept a joudniaing the AR project thus manifests
itself as a method that fosters emergent knowleahgeis most pertinent in the project

at Wag-'n-bietjie Secondary School.

Minutes of meetings

In the same way that journaling enables the rebearto keep a database of the
progress of the project, and also provide a writesrord, which on rereading helps to
steer the researcher’s acuity into what knowledg&ding gained, the minutes of
meetings perform the same function, but on a diffedevel. During this project,
minutes are mainly of meetings held with the schmahagement team (SMT) and,
much more seldom, with the staff as a whole. k& thrrent project the minutes
enable the researcher to detect patterns of balrauigpeding or facilitating the
project. Progress, particularly manifest in changebehaviour became clear when

reflecting on past minutes.

Testing
While testing as a data-gathering technique is igdligeconsidered to live within the
fences of quantitative research, in this reseandjeqt testing has been used to
establish the level of the learners’ reading. Tresults confirmed which readers
needed special attention and what the reading levéhe class was. The same
learners were retested to assess their progress thleroject had run its course. Of
the test selection, Prof Greyling was consulted aadlated the level of testing as
follows (cf. appendix 11:3.3):
A literacy test, designed on the basis of testifipations which are consistent
with the International English Language Testingt&ys(IELTS), and current
testing practices were used to assess learneffiCipry in English. The test
was pitched at Grade 8 level, and for the GradeolBort, we obtained

reliability indices {.e. alpha coefficients) ranging from 0.83 to 0.88.eThst
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is at the beginning stages of the development geyc, we intend to work
towards improving its reliability and validity. Ware nonetheless confident
that the current test provides relatively relialsiiormation about the target

group of Grade 8, 9 and 10 learners.

Observation

In order to evaluate progress and seek new soBjtidhe action researcher
deliberately makes ongoing observations as a gaatit in the project. Leedy and
Ormrod (2005:145) describe the observations initgiizle research (AR) as being
deliberately unstructured and ‘free-flowing’, withe researcher’'s focus swinging
from one matter to another, as new questions afl$eese authors cite flexibility as
the main advantage of observation — and the disadgas as myriad. The researcher
must know what to look for and why; she has to r@dbe observations (where?
when? how?); and much time is often squanderedreder, the very presence of the
researcher will alter what is being unfolded. Leadd Ormrod (2005:146) sound a
shrill warning: 1t is essential that you do not confuse your actulaervations with
your interpretations of thenfor two reasons’ (Leedy and Ormrod’s italics). ¥he
elucidate that the researcher has to be as olgeatipossible in record keeping; and
they point out that interpretations are likely ttange during the course of the study.
This seems to indicate that the researcher’s abjgcwill feed the reinterpretation of

what has been observed.

4.4.2 Validation

Through the ways in which data are collected analysed, the researcher has to
ensure that the findings made during the researlirastworthy. Reliability in AR
means that the researcher feels confident thatfihdimgs and claims are valid.
Validity can be achieved by using multiple data ledion methodologies to
corroborate the findings; involving other teachesiéagues in the data collection and
analysis; conducting the research over a longodest time; and corroborating the

findings with similar studies in published resealitdrature (Yamagata-Lynch :[3]).

Dick (1999:[1]) observes that in AR, rigour deveddpom the cycles and action that

define it. He specifies that, ‘Data collection anterpretation tend to co-occur; later
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cycles can therefore test both data and interpoetfrom earlier cycles. Most cycles
contain action, each action a test of the assumgptichich underlie it’. In this we see

new merit in AR that has been implicit but not ydirticulated: AR validates itself, to

a certain extent. Unfortunately, the rigour inmtri@ AR is usually only clear to its

participants and not the wider audience. For tbhsson, AR should bring other
sources for validation. As examples, Dick cites tlse of several methodologies,
several data-collecting processes, the compari$atata and their interpretation to
data from other sources (1999:[1]).

Leedy and Ormrod (2005:100) list the following coommstrategies employed by

ARers for data gathering in order to lend validaytheir research.

» Extensive time in the fieldThe researcher has spent three years studying the
particular situation, forming faltering opinionscaseeking to support or deny
these opinions by means of reflection on the datheying techniques

discussed in the previous subsection.

» Thick description. The researcher examines the data in order tarcahshe
greater picture by means of interpreting the rawpieoal information (the
‘thin’ description) in terms of qualitative reselar¢the ‘thick’ description)
(Henning, 2004:6). For example, the results of iaterview would be
considered ‘thin’ if the researcher reported onlyatvhe/she had heard in the
interview because no interpretation or insight wtisred and the information
obtained was not linked to any other informatiowasild occur in the case of
a ‘thick’ interpretation. This ‘thick’ descriptioms the defining factor in
progressive qualitative research. It is clear,thstthe research progresses, the
description will become increasingly ‘thick’, and @he research becomes
increasingly ‘thicker’, the clearer the voice oétimterviewee. Throughout the

research project the researcher strove to intetipeedata gathered.

» Feedback from othersThe researcher seeks information and the advice and
opinion of colleagues to determine whether or ruotytagree with her
interpretation of the data and conclusions dravamfit (also see McNiff &
Whitehead, 2006:157-161). In addition to conveosatand written feedback
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from the teachers, the researcher was able to kohsu supervisor who

attended all the meetings at the school.

* Respondent validation.The researcher takes her conclusions back to the
participants in the study and asks whether thegegvith the conclusions.
Dick (1999:[4]) suggests that validation is enhahbg a ‘maximum diversity’
in the sample of people taken, based on the assumtpat a great diversity of
people yield the greatest diversity of informatievhich contributes to
triangulation. In a neutral manner, the resear¢hed to discuss as many
aspects of the project with teachers who were parddo be positive and also

with those who were perceived to have a negativieide.

During triangulation several sources of data aflected in order to seek common
themes in order to direct the research questioedize Ormrod 2005:99). They
point out that, ‘Many separate pieces of informatimust all point to the same
conclusion’.  This convergence of information is the heart of triangulation
(2005:136). Henning (2004:103) emphasises thahdulation itself is insufficient
and that different approaches to ‘working the dati@® as important. She sees the
word triangulation as a metaphor that indicates that the truth isodisred when it is
examined from different angles. This is indeed s been endeavoured in this

study.

4.5 Summary of the reasons for using AR as the ch&rs methodology
With the aim of developing a programme of sustdmabading interventions at Wag-
'n-bietjie Secondary School, AR was chosen as thst hesearch methodology

because it addresses particular problems in afgpkecal and social setting.

The AR cycles of planning, implementing, observiagd reflecting provide the

researchers with momentum to implement the requokdnges and to reflect
critically on the process. Moreover, the cyclegesd AR as a supple methodology
because it allows the researcher and her co-résart¢o change and adapt their

strategies in order to suit the course of the ptoje
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Another purpose of AR which is congruent with ths of this research project is
social upliftment and empowerment: of both thefstafd the learners. Besides the
new teaching skills gained, the newly acquiredigbdf having become reflective
and critical about their own teaching routines $tigueld productive, more optimistic
and dedicated professionals. Alison Perkins (2D®1conveys the power of AR most
expressively:

The process ... has opened the door to the discafenyy own personal

paradigm. The thought, “I love that idea!”, canayly be followed by the

question “Why do | love the idea?” Reflection imtgyates theory and

practice. Introspection: what a powerful tool!

If the researcher and the teachers succeed inlisbkiay a cooperative working

relationship, the strength and pliancy of AR comi® iplay: the teachers supply the
insider knowledge about the social, cultural, eeoitp practical issues that affect
their teaching that the researcher lacks and needactor into her expertise (the
theoretical base that she brings to the projectiteathing reading. Theory and

practice marry at last.

The next chapter which describes the functionaliegjion of AR at Wag-'n-bietjie
Secondary School are well introduced by Heydersyalords (2001:[10]), ‘The life
of practice - its spirit or soul - is not discoverby searching for theories, but by
probing your own practice continuously and questignthe values governing

practice’.
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CHAPTER 5

THE ACTION RESEARCH CYCLES

The world is moved along, not only by the mightysk of its heroes, but

also by the aggregate of the tiny pushes of eadestovorker.

- Helen Keller

5.1 Introduction

The words of Grabe and Stoller (2002:19) that,doademic settings ... the most
common way for students to learn new informatiothi®ugh reading’ were cited in
chapter 1 to give weight to the value being acadrtdereading in this study. These
words direct us to the goal of the project: to depereading at Wag-'n-bietjie
Secondary School in order to improve the acadetaiwdard. The aim of making the
project sustainable will be achieved by training thachers. Because the school lies
within a community where real-life problems occuhe obvious choice of

methodology was ARc(. chapter 4).

Accordingly, this chapter presents a comprehenam@unt of the cycles of AR,

namely: planning, acting, observing and reflectinGhapter 4 revealed that, with

minor variations, each researcher’s descriptionhef stages of AR is basically the

same. This entails that | should:

» identify and assess the problem, recognise the abheplayers and spot possible
constraints in order to plan how to address thélpros;

* act on planning and then describe how the planexasuted;

* observe what occurred during the implementatiothefplan; and

« reflect on how to improve the actions taken, basethe observations.

This sequence makes up a cycle of AR which is suesgly repeated with the

purpose of constantly improving it. Several addidreing performed at once may

result in cycles within cycles moving at differirspeeds. The diagram printed in

chapter 4 has been copied here so that the graghiesentation may contribute to
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our visualisation of the progression of the cydes because it provides a depiction

of the upward spiral of the AR cycles.

Figure 5.1 Schematic representation of AR.
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with real world situation
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(From: RMIT University Educational media website)

Although different authors use different words &sdribe the various moments of an
AR cycle, all essentially mean the same. For thie of clarity, | would like to
specify that, for the purpose of this tract, the &Rles will be described in terms of
the phases of planning, acting, observing andatfig. This project consists of two
complete AR cycles. Before they can be describiesl research problem has to be

identified as and defined as narrowly as possible.

5.2 Identification of the research problem
Leedy and Ormrod (2005:47) aptly describe the rebegaroblem as, ‘the heart of any
research project’. Once stated, the research gmolill be thoroughly delineated

and explored.

As specified in the introduction to this study, Waepietjie Secondary School is
situated in a poverty-stricken area where manymsfearegivers are unemployed.
The principal attributes the low matriculation passe to learners’ low reading

proficiency and the lack of a culture of readingg approached the University of the

76



Free State, requesting help with reading developraerhis school. Because the
university is committed to Community Service Leafias a sustainable method of
learning and research within the immediate comnyunihere real-life problems
occur, the request was acceded to and this propecteived in the hope that valuable
guidelines for teaching and learning under sing@iacumstances will ensuecf(

‘Engage with real world situation’ in Figure.5.1cafe).

Accordingly, | delineated the following researclolplem:

The research problem

The development of reading proficiency at Wag-'atje Secondary Schod
within the framework of action research cycles m endeavour to design |a
programme of reading interventions that will leacbnh-going, sustainable reading

D
=

development at the school. In order to make th@ept sustainable, teachs

development, cooperation and training is a vitpkas of this AR project.

The identification of the research problem gavéhbio the research questions dealt

with in the next subsection.

5.2.1 The research questions

With the intention of a full understanding of thesearch problem, | examined it in

great depth. The literature review pointed toftil®wing research questions:

* How can the learners’ background knowledge be as®d? (Urquhart &
Weir, 1998:34; Grabe & Stoller, 2001:188; 2002:9-#6key, 1986:12).

* How can a culture of reading at the school be gfo{Btoller, 1986:65).

* How can the teachers be trained and their teagiactices changed in order
to cultivate fluent readers? (Serafini, 2003:9n\Retzen, 2006:105-106).

* How can the problems of attitude and motivation agsb the learners be
addressed?Day & Bamford, 1998:21-22; Grabe & Stoller, 200491
Ruddell, 1994:286; Eskey, 1986:19).
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* How can the problems of attitude and motivation agsb the teachers be
addressed so that the project will run successhftigr my withdrawal7Day
& Bamford, 1998:21-22; Grabe & Stoller, 2001:19%ddell, 1994:286).

* How can the teachers become involved as co-resmarclo that the project
becomes sustainable? (Day & Bamford, 1998:27).

In AR, the chosen action is informed by a preceditagature study, as seen in the
discussions in chapter 2. The direct applicatibthe literature to the action will be

referred to below in 5.3.1.3.

5.3Cycle 1
The following section introduces the planning o first AR cycle by means of an

exploratory examination.

5.3.1 Exploratory investigation of the researchopem

The explorative stage of the research corresponts ‘Define the issue’ on the
schematic drawing above (Figure 5.1). It is inwhdo delve into the real life
situation that presents itself as the researchlg@mob In so doing, | strive to gain a
greater grasp of the research context, in termbeohature, scope and variety of the
problems. | also make contact with the teacheresehrole will be pivotal to the

success of the reading project.

| perceived that it would be prudent to spend atersible time, and to use several
differing data-gathering methods to scrutinise thiatus quo in its entirety.
Particularly because this would be the first enteumwith the school, this attitude
would help me to understand and interpret the problinherent in such a unique
‘real world situation’. Extensive data was gatlgeirom the learners, the teachers and
from a ‘School Indaba’ hosted by the alumni. Alltlois will feed the planning phase

of the first cycle, in line with the research preol.
At this stage | employed various qualitative reskamethods (the learners’ tests

were, however, measured quantitively) - in so doingttempted to corroborate and
validate the emerging perceptions, true to the A®hwd of triangulation to achieve
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validation (Leedy & Ormrod 2005:99 and 136). Ild@rto substantiate the research
problem, | gathered and interpreted the followiagad

* interviews with the teachers;

* questionnaires completed by the teachers;

* written report from the teachers;

* meetings with the teachers;

» discussions with the teachers;

» tests of the learners’ reading ability;

» questionnaires about the learners’ socio-econondccaltural backgrounds;

» examples of their writing;

» questionnaires about their perceptions of theibl@ms;

* informal interviews with learners who fared badthe reading test;

» ad hocSchool Indaba sessions (critical reflective plgrssssions) conducted
by the alumni, and the school governing body atehded by a representative
of the DoE).

Flowing from the above (and bolstered by the litereview), | found implications

for the choice of reading interventions to addtessresearch problem.

For the sake of clarity, | would like to explainetthayout of the discussion of the
exploratory step of. ‘Define the issue on Figure 5.1) which sets intioro the
planning step of the first AR cycle. | will firsliscuss the information garnered from
the initial meetings with the teachers (5.3.1.1)d amake a few preliminary
observations. | will then consider the resultstiod grade 8 reading tests and the
guestionnaires that reveal the learners’ socio-@tin circumstances and their
perception of the problem (5.3.1.2). Thereaftbg threads of both sets of data
(gathered from the teachers and learners) willdrepared with those gathered at the
School Indaba (5.3.1.3), and then drawn togetheirndicate the planning as having
been conceived as a consequence of the data ghthémea separate section, the
conclusions that have been drawn from the databeilineasured against the literature

study done in chapter 2.
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5.3.1.1 Data gathered from the teachers: Meetidigsussion and written report on
the problems

On 21 November 2006, a pilot meeting was held whth teachers to identify their
perceived problems with the learners’ reading skilhd to establish a partnershap (
appendix II: 1.1).

The meeting took the form of an informal, open dgsion during which | introduced
the project, explaining the collaborative naturehe research role and teachers were
invited to express their views. They unanimouskpressed their frustration and
grave concern for the reading abilities of therdeas. All agreed that they would
welcome assistance to improve the level of readirtge school. The project has the
full support of the school principal, seeing thatriequested the assistance in the first

place.

They were invited to list the problems anonymoukbnalysed them and sub-divided
them into two categories:
» learners’ problems

» problems within the education/ school system.

The teachers identified the following problems viltke learners:

» Areluctance to read. Rather than read any teatnkers ask the teacher to tell
them what the text contains. The learners do wen eead the instructions on
an assignment or test.

* Alack of fluency.

* A lack of comprehension of what they read.

* Alack of adequate vocabulary.

 Boredom. Learners are not interested in prescrieading (e.gMaru by
Bessie Head). They are only interested in readibgut their immediate
surrounds/ world/ milieu and not in current affamsanything beyond their
range.

» Limited general knowledge.

» Learners do not value reading and a culture ofingad totally absent.
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The learners’ functional literacy level is low atiety enter the high school in
grade 8 with sub-standard reading skills.

Some learners cannot read at all.

The following problems were caused by the cond#ion the education/school

system:

Very big classes of 45 — 50 learners. Consequethidyclasses are difficult to
manage. It is more difficult to maintain discigiand teach effectively. It is
thus very difficult to give any individual attenticand identifying individual

problems.

The Learning Facilitators from the Department ofu&ation are not co-
operative and do not heed observations of the &zach

The powers of the teachers are limited. They a&pee a lack of authority,
problems with discipline, a lack of funds for reaglimaterial and not enough
relevant reading material.

Lack of relevance of prescribed texts. (Both arrees’ problem and a

problem within the system: see 5 above).

At a meeting held on 23 February 2007, the Endhsiguage teachers added to the

list of troubles with the education system. Inagen discussion, teachers reported

the following frustrations:

The departmental intervention teams require a lang@unt of paperwork
from the teachers.

It appears to them that the Department of Educdmi) believes that plenty
of paperwork is evidence of teachers’ doing thebsj This is time
consuming for busy teachers.

The learners do not see the fruit of their labotesling that they work hard
but do not progress.

The Department of Education is results based.

The learners have no dictionaries.

While the complaints about the school/ educatigyatem cannot be dealt with here,

they paint a picture of the factors that discourtige teachers. Despite these, the

teachers seemed very keen to cooperate and reltbaedhelp was available. They
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were eloquent about the problems they encounteréds@emed to be sincere in their
concern for the well-being of the learners. Howevtiee teachers have a daunting
task and there was an underlying note of desperatidhe discussions. It appears
that they feel pressurised by the Department oicktion (DoE) whose requests seem
unreasonable to them. One also wonders whethendla& readers and the illiterate

learners might contribute to the disciplinary peshk at the school.

A short questionnaire was distributed to estabtis@ existing reading strategies
before intervention took place. Some teachers ik pairs and the replies were
anonymous in order for the project to be perceigedbeing non-threateningThe
teachers described the strategies below:

» lots of reading from books and magazines;

* reading aloud in class;

» plenty of practice and opportunities to read,;

» read magazines for pronunciation;

e comprehension questions;

» read short stories and explain vocabulary;

* lots of repetition; and

e pictures.
The aim of this questionnaire was to examine tla¢ustquo before intervention.
Although the replies were generally vague, elusaed did not create a positive
impression about the teachers’ knowledge of hoveach reading, | felt that it was a
rather inaccurate (and even unfair) way of judghngymethodologies being used. All
the same, it is disturbing that not one teachetdcgive a neat, precise account of
how s/he taught reading — and this from languagehtrs. This being so, the
guestionnaire was also intended to initiate a ogedanount of self-examination and
reflection by the teachers. In other words, ‘I'tamrbalise how to teach reading, let
me consider how it should be done’. This was fedld up by Dr van Wyk’s offering
of a short presentation on the value of backgrdurmvledge for reading, the reading
process and developing reading methods and reastnategies (cf. the research
guestions in 5.2.1 above). The timing of explajireading strategies after the

teachers’ self-examination was deliberately coredivhaving examined themselves
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and having found themselves lacking, the teacherg wnmediately presented with

new information about how to proceed.

There seemed to be a problem with a high turnoté¢eachers. Only three of the
teachers at this meeting were at the previous nmgeetit would be imperative to train
the teachers in methods for teaching reading. stéé morale was low as revealed in
their frustration with the DoE and their complairgsout the lack of dictionaries

assumed a plaintive note.

The following subsection introduces the learneesiding abilities and their socio-
economic backgrounds which, it is hoped, when dmrsd together with the data
gathered above and compared to the data gleanedtire School Indaba (below),

will point the way ahead.

5.3.1.2 Data gathered from the learners: teststoummaire
Reading tests were written by the grade 8 learnés®veral problems with the
learners’ reading ability had already been idestdifby the teachers at the meeting on
21 November 2006. In order to establish the saufphne problem, and based on
discussions with the teachers on the reading pmubld decided to assess the
following in the reading test:

e vocabulary;

* comprehension;

» general knowledge; and

» textual connectedness and textual referencing.

The tests were based on books prescribed in Engiidlgeography for grade 8 which
seemed the appropriate level. Few learners passdhese results showed that the

teachers’ analyses of the problems had been aecurat

The following data became available from the testin
* Results from vocabulary test were the most disastrarhe learners had been
instructed to ‘Find a word in the passage that lhiestthe meaning below.
Write the word’. All the learners, with very feweeptions, wrote several
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words and many of them did not appear in the texila No learners gained
full marks in this section. It is clear that, flys they did not read the
instructions carefully; and secondly, that the et too difficult despite the
text having come from their textbooks. It also msed that their
comprehension was affected by poor vocabulary.

The responses to the comprehension test seembadvoascareless reading of
the text, the ‘scientific’ text in particular. #ppeared that the learners were
reading without fully trying to follow the logic ithe passage.

General knowledge was poor: they did not know whatequator was (this
could be the English terminology but they need ¢odble to work out a
meaning contextually); they did not pick up thahton is in England and that
June is summer in England. They had similar diffies with general
knowledge about a car's engine (many said thaBditBe engine referred to
the size of boot or fuel tank).

The learners were unable to reconstruct the testtencloze procedure. This
may mean that they cannot make deductions basepads of speech or

textual connectedness and referencing.

A questionnaire df appendix IV:1) to establish the socio-economic audtural

background was completed in order to gain insigtd the lives of the children and

examine aspects that might influence their readinghe following facts were

gathered:

few (if any) learners had more than ten books atde this substantiates the
words of the Education MEC of Mpumalanga quotedhi@ introduction to

chapter 1;
few learners could distinguish between books angaxziaes;

many of the learners could not read or understhadqtiestions being put to

them;
many answers were unintelligible;

the educational level of the parents varied betweeischooling and (rarely)
grade 12;

learners lived in extended families of between faod ten members;
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* they seldom lived with both parents, not very ofédath one parent and often

with a grandparent:
* many learners feared ridicule;

* the learners’ aims and goals in life are not atimltouch with attainable
reality: most learners want to become doctors,yiawyers, social workers
and business people;

* many learners misread or did not understand theuict®ons/ questions;

* many learners are desperate for spectacles; and

» several learners pleaded for help.

The level of reading was very poor indeed and #s¢ Wwas too difficult despite the
fact that it had been based on prescribed booktherbservations are described

below.

» Teachers need to be made aware that they shouldtimetaders read aloud to
the class because it undermines the confidencearfrpaders altogether.

* The learners all come from book-poor environmemd some learners can

barely write at all.

* Most learners requested help; some pleaded.tHusclear that we need to be

able to teach basic reading.

» The library is poorly equipped, unfriendly (is necfied, has old books and
iron bars at the door), and understaffed. Thealtian is on duty once a week
and, when interviewed, confirmed the lack of insér@ reading among the
learners and, ironically, complained that the toéthooks was a real problem.

» Likewise, most classrooms are untidy and bare littte evidence of anything
that might stimulate interest in or around any sabpeing taught at school.
When interviewed, one of the incumbent teachersptaimed that the library

could not function properly because theft was rife.
* The lack of reading culture is palpable.

The state of play described above supports theralsimoncerns for their alma mater
and was a reason for the School Indaba early i8.200
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5.3.1.3 Data gathered at the School Indaba

On 19 January 2008, | attendedahhocSchool Indaba convened by the alumni to
address the poor matriculation results of 2007. e Bthool Governing Body,
members of the alumni, some staff members, a reptatve from the Department of

Education and other interested parties attended.

The data collected is available in appendix Il.. 3The session was conducted in the
form of a critical reflective plenary session. Taient points have been cited below.
| have deliberately quoted the transcript of the&cdssions verbatim in an attempt to
allow the ‘voice’ of the attendees to be heard.isTiot only develops the reader’s
‘feel’ for the people who use such emotive languagd allows the reader to grasp
the strength of their concerns for the school bst @nsures that | have not skewed

the interpretation (Tarentaal, 2008):

* The lack of accountability/ responsibility of lears has teachers crying for

help.
* Teachers spoon-feed the learners too much.
» Learners lack vision (hope).
* Both learners and teachers show a lack of respecine another.
* The literacy problem leads to the disengagemetiteofearners.

* Language barriers are a barrier to communicatieading, speaking, writing
and listening). Some teachers refuse to change la@atbme more
accommodating and refuse to learn other languagesachers are segregated

and work in different directions.

» Life values of teachers differ. Honesty does muyiear to be a shared value

when messages are relayed down the chain of command

* The old school culture does not want to make wayafmew all inclusive

culture. There are also language and culturadigfices.
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* There is no unity in the school management teathe SMT themselves do
not adhere to what has been agreed (set a poorpg&)amrhe SMT is not

giving direction as they are divided.
» Parents are not involved as expected.

e There is a lack of communication and/ or poor comication.
Communication from the school management teamtisim@ys clear as there

IS NO process or system to prevent miscommunication

* There is a lack of direction and a lack of commasion. There is no
willingness to execute any plan, starting with 8T and trickling down the
chain of command. The SMT’s current plan is notussed and poorly
communicated hence there is doubt about its existeThe plan is too top-

down with no buy-in from the bottom.

* There is a lack of growth and undesirable growtlhie areas of academics,
staff, unity, communication, interpersonal relasbips. People are not

receptive to new ideas.

* There is a lack of motivation and negative attirudéleachers and learners
feel overwhelmed by socio-economic factors. Thageof the school is very

negative.
* There is a lack of discipline of both the teaclserd the learners.

This distressing picture extends many of the olzems and statements made by
both the teachers and the learners and that weserided in the preceding
subsections. It supports my perceptions that dtafhing is required and my
awareness that, in striving to improve the readihghe school, much wider issues,
such as motivation, discipline, leadership and ni@nagement of change, will (or

would) have to be attended to. This seems togmgential minefield.

With the aforementioned insight into the schoolwis fitting that | consult the

literature lest | proceed with the planning stafjthe first AR cycle too recklessly.

87



5.3.2 Substantiation of data by the literatureeevi

Having gathered a fair amount of data from theidhi&éncounters with the teachers,
the alumni and attendees of the School Indaba eathérs ¢f. above), | needed to
correlate the data with the current research aedryhthat was described in the

literature review.

In chapter 2, | traced the development of the d&im of reading in detail. This is
summarised in the paragraph below so that thetsestithe explorative data can be

hitched onto it more easily.

During the literature study, definitions of readingnfolded from the initial
observation that it is a ‘cognitive process’ (Go@itm1989:11), via the novel idea
that it should encompass the readers’ backgroumavieuge of the world and their
‘pragmatic knowledge and skills’ (Urquhart & Wei®98:34) with the ultimate goal
being comprehension (Grabe & Stoller, 2001:188)arr€ll (1988:1) revealed that
second language reading should no longer be redjasléhe passive process as in the
past, with the text ‘controlling the reader’ (Gooaim 1994:1061); rather, reading is
seen as an active or rather an interactive procése view that the reader plays a
central role in the construction of meaning, drayviumpon prior knowledge and
experience to attend selectively to specific aspext a text is known as the
transactional model of reading (Serafini, 2003:9)he ‘transaction’ takes place
between the reader and the text in which the reatlnprets a personal meaning: it is
thus not only cognitive, but subjective. (Thisako referred to as the reader’s
schema —cf. chapter 2). In other words, reading (with corhpresion) does not
reside in the text; it does not consist of ‘matghsounds to letters’, neither is it is
predetermined, ‘waiting to be discovered by compieteaders’ - but depends on the
reader and what knowledge and experience s/hestmghe text, his/her attitudes
and cultural, social, political and cultural valuég they in the widest or narrowest
sense. The idea of reading being cognitive ansigoe develops into a more abstract

understanding, with even an affective aspect cnggjpito the definition.

The literature also described good readers’ chamatits €f. chapter 2: 2.3.1), all of

which were pinpointed as lacking in the data gatidrom the teachers’ comments
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and also the test results at Wag-'n-bietjie Secondachool. When summarised, the
characteristics add up to: reading quickly withtamé word recognition, a large
vocabulary, being able to integrate informatiorthia text with their own knowledge,
being able to identify the purpose of the text aisds strategies and techniques to
read for the purpose of the text, being able tontifie and correct poor

comprehension.

If the information contained in this summary isretated with the data collected in
the exploratory probe into the state of reading &saching, one observes the

following deficits which will drive the planningage of the first cycle:

» the learners lack background knowledge, and possess of the attributes of
fluent readers, their comprehension is poor ant tteeabulary is so meagre
that it affects their understanding;

* the teachers’ lack of knowledge of the latest meétthagies for teaching
reading;

* the teachers’ dedication and work ethic will hawdé addressed.

The reading methodology chosen will have to gulte teachers to teach in such a
way that the learners play an active role in thedireg process, where background
knowledge is developed and existing knowledge uhedrand activated; where the
characteristics of fluent readers are developedvdrate, in special cases a particular
hiatus in the learners’ knowledge appears, a ‘bottip’ teaching technique addresses
the problem.

Moreover, the literature suggests (as do the dallacted from the School Indaba)
that teachers be sensitised to the cultural vatuebedded in themselves (as most
probably the teacher will come from a differenttatdl background from that of
his/her pupil) and also the values and culturatieggions and frames of reference
intrinsic in the text, the language of which iscalsnlikely to be the pupil’'s home

language.

In addition to the above, an intervention stratégyddress the lack of background

knowledge will have to be implemented. Data gatidrom both the teachers and
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the learners’ tests support the lack of generaiedge amongst the learners. The
findings of the literature study are thus doublymdéng: according to the data

collected, the learners have no background knowledgd, without background

knowledge they will read poorly.

Grabe and Stoller (2002:188) declare that ‘all aesleers recognise that the actual
ability to comprehend texts comes about throughinga and doing a great deal of it,
as the core of reading instruction’. They (2008)18lso mention that experts agree
that comprehension is developed through extengadimg - an opinion borne out by
the empirical research conducted by Coleman (2@)Z&0a disadvantaged school in
South Africa. This tells us that the reluctantiesis at the school have to be teased or
‘seduced’ into the belief that reading is pleaslgawo that they will do it. Hence, a

culture of reading has to be grown.

Condy (2008:610) sounds the alarm bells: ... litgrachievement depends crucially
on the nature and quality of instruction that |leasnreceive in the classroom ... the
quality of the principal, the level of teacher coitment and the extent of community
involvement’. These she declaims as the ‘most pimvéactors’ that shape how a
school is run! The information collected from titéendees at the School Indaba casts
a dark shadow over any hope of the successful mmgaation of the current reading
project - it points to flawed teaching methods, ltevels of teacher and learner

commitment, intolerance and defective leaderstumfthe SMT.

The planning stage of the AR cycle will be coupledvhat has been discussed in this

subsection.

5.3.3 Planning phase of cycle 1

The preceding section specifies exactly what neztde addressed in order to achieve
the goals of improved reading at Wag-‘n-bietjie @atary School. Accordingly, the
interventions which have been described in detathapter 3 were chosen. With the
purpose of smoothing the progress of their imple@ateon, | must first put the
planning phase of the AR cycle into operation. i§Til described as ‘Plan action’ on
the schematic representation, Figure 5.1, abov&jter the findings of the data

gathered from both the teachers and the learnetrdéan shared with the teachers,
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written suggestions, requests and recommendatiormifig part of the questionnaire
about the problems at school) were invited. Thesvan attempt to involve the
teachers’ more intimate knowledge of the real siluaat the school. None was on
offer. And so | progressed towards the planningsghof the AR cycle, mindful of
the fact that this was one of the first encountéthk the teachers and in the hope that

future collaboration would be forthcoming.

5.3.3.1 Planning phase of cycle 1: Determiningahieomes

Having discovered and identified the research gmobhnd spelled out the aspects that
need consideration, | am enjoined to make a deétaieposal of the way ahead. In
order to maintain the focus of the project, letragiew the goals as described in
chapter 1:

* to provide the teachers with the necessary skilts tachniques to implement
good reading practices in their classrooms (irs@ltijects) in order to improve
the reading of weak readers;

» to ensure that practices implemented are sust&nabl

» to develop a culture of reading at the school,

» to reflect critically on each step of the implenagiun;

» to replan the process based on the results ottefie

» to facilitate the professional growth of teachers;

» to motivate teachers and learners;

* to implement appropriate methods and techniquesdbas insights gained
from the literature review; and

* to engage teachers as participants in the research.

The literature study indicated that the goals ef pnoject required that the following
be implemented and considered, and that | wouidesto:
» develop extensive background knowledge;
* understand that reading is an interactive prockas ihvolves the readers’
schema;
» realise that reading is always linked to the readerowledge and experience
s/he brings to the text, his/her attitudes anducalt social, political and

cultural values, be they in the widest or narroveestse;
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» consider the characteristics of good readers irerotd understand the
problem;

* implement effective methodologies for the teaclohgeading;

* be aware that cultural values are transferred»t that cultural assumptions
and frames of reference differ from culture to wrdt and that teachers carry
their cultural perspectives to their teaching azabiing practices;

e apply in practice the knowledge that the best wayearn reading is by
reading;

» realise that comprehension is grown by extensiading;

* understand that SL readers differ from FL reacsns;

* try and establish intrinsic motivation in the semisat learners will discover

the value of reading.

With the outcomes of the course having been stipdjal should consider the
constraints that might hinder the process. Itmpartant to consider the AR process
from all angles to be in line with the injunctidmat requires AR to be performed by a

reflective practitioner.

5.3.3.2 Planning phase of cycle 1: Determiningdestraints
Pertinent to this stage of the study - when | amceoned with the phase of planning,
based on the data gathered - is a brief considerafithe restrictions imposed by the

‘real life’ situation that presents itself.

Indeed, Burns (1999:46) makes a striking point wkba warns that it would be
imprudent to tackle AR at any school without hegdihe constraints imposed by a
school environment. She warns that the institatiarature of a school and other
prevailing conditions make a school a difficulttseg for research and mentions that
teachers are reluctant participants because tleegieen no credit for research - nor
does time allow for it. Unfortunately, researchredegated to the periphery of
classroom activities and is sometimes seen asn‘@avnright wrong’ (Burns,

1999:46). Apart from a lack of time and resouraagianisational problems when
dealing with unexpected interruptions such as icispes, changes of timetable,

sports days and examinations were problems enaedghia the current research
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project. Burns (1999:46 - 47) adds others, aldargxat Wag-'n-bietjie Secondary
School, to the list:

» disapproval and disinterest amongst the teachers;
» professional factors such as teachers’ rights baddle of the unions;
» extra workload resulting from the research; and

» little local support for the research (from the gds, teachers, School
Governing Body, alumni, the DoE).

In addition, the cultural variations and deprivatithat have been mentioned in this
discussion ¢f. chapter 2) need to be tackled with an urgency ighaot part of the

institutional and cultural framework at the schablthe vast gap of background
knowledge is to be narrowed. That the culturaletsity caused problems was
corroborated by the data captured at the Schoalbiade. that some teachers refuse
to change and become more accommodating; that dlsey refuse to learn other
languages; and that the old school culture doesvaat to make way for a new, all

inclusive culture.

The data gathered from the School Indaba made amirstatements about the
teaching staff: a high rate of staff absenteeisrtac of discipline, dedication and
involvement of the teachers are hindrances to tkceess of the project, as is the lack
of leadership from the management team. Although teachers initially seemed
enthusiastic because the level of reading was swr plwat it interrupted their
instruction, retraining would make inroads on theme and, even more seriously, the
energy and confidence required to effect a paradspift was lacking. 1 am ill-
equipped to manage change because this is a spediatea beyond the scope of my
field of study. The intrusion of factors beyond figld of expertise or beyond my
range at the school was also mentioned at the €érsl3dl.3 above (motivation,
discipline, leadership and the management of changgertainly, despite being
beyond my control and outside my field of knowledipese factors will encroach on

the successful implementation of the reading ptojec
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Data from the School Indaba and from the teachefieated that the learners are ill-
disciplined and have no sense of responsibilityareRts are uninvolved with the
school which undermines the teachers. In additiosproblem of theft coupled with
the lack of books aggravates the problem of teachieracy - with theft and an
unreliable staff presenting serious preclusiondhanding out either magazines or

books without strict control.

| perceived a constraint in being an interlopeaistructure where | had no authority
to implement any action or effect any changes. sTWwas a source of personal
frustration particularly when the solution to theolplem was not only obvious but
simple. It was difficult to discover the gamutmfy boundaries from the principal,
who had, in fact, requested this assistance. WYnlezoss the threshold into the
research setting armed with the awareness of prabtbat are bound to crop up, a
rocky road may lie ahead. Yet, equipped with kremlgle and wisdom, enthusiasm
and optimism, a spirit of cooperation and flextyilithe battle may be fought
successfully. | chose the following methods t&kiathe reading problems.

5.3.3.3 Planning phase of cycle 1: Methods of ugetion

Based on the reading problems diagnosed in the g#dteered from several sources
(the learners, the teachers and the School Indadbdhe literature review), | selected
the following methodologies: sustained silent ragdand extensive reading; content-
based instructionReaducateand various activities in order to advance auraliof
reading at the school. These methodologies arelynarentioned here in order to
introduce them neatly within the planning sectidrihe first AR cycle. They have

been described fully in chapter 3.

With these techniques having been selected, a mgeetas held with the teachers in

order to explain them and ask for any comment aggestions. The teachers offered
no suggestions but were enthusiastic about theeqrojOnce consensus had been
reached, the time had come to move into the nexselof the AR cycles, depicted as

‘Act/ intervene’ on the diagram (Figure 5.1).
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5.3.4 Acting phase of cycle 1

Acting is the second step of the AR cycle, durirfgoh the chosen interventions are
implemented. Inevitably, because different intetiens are taking place, the action
often consists of a series of small cycles, whicbvenat different paces. In the
paragraphs that follow, | describe how each of itlterventions that have already

been discussed has been implemented in the fickt of AR.

5.3.4.1 Acting phase of cycle 1: Sustained Silezad®ng

At a meeting with the language teachers on 23 Fepr2007, the concept and value
of SSR was explained to the teachers, a list dé¢&'wisupplied to each teacher and, it
was decided that, with the cooperation of the mpal¢c a period would be set aside
once a week during which the whole school wouldire@n 25 May 2007, when the

reading period had not yet been slotted into theetiable as had been previously
recommended and requested, this appeal was repestiéakt a school period was set
aside on Fridays after break and the programmese¥ Sarted at the beginning of the
third term, at the end of July 2007.

The progress of the SSR will be monitored and dised under the phase of
observing and reflecting so that new actions mayaken to improve matters in the

second cycle. And so, the implementation of CBI be considered.

5.3.4.2 Acting phase of cycle 1: Content-baseducsibn

On 25 May 2007, at the end of a meeting with thd,sbr van Wyk presented a brief
introduction to important aspects of reading anchalestrated how to teach reading.
The characteristics of a good reader were discug$echapter 2) in the literature and
pre-reading techniques demonstrated. In respongetawareness that some teachers
make the learners read out loud, | explained tregtmeading should be silent lest the
poor readers be compromised. Dr van Wyk demomestrard-building techniques
that help with vocabulary building and explainedwhthe teachers could build
background knowledge using this method. The teaatmmpleted a questionnaire on
what they had learned (see appendix IV: 4).
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This introductory demonstration was followed up two CBI training courses
(offered by Dr van Wyk) and a demonstration lespossented by one of Dr van
Wyk’s education students reinforced the knowledgat twas introduced to the
teachers in this way. During these courses, hasdeare given to the staff and
examples of CBI lessons discussed. Dr van Wyklaitbve to involve and inspire
the teachers with interesting demonstrations. pre@gched the teachers to prepare
demonstrations of CBI classes to present to thedrgpin the hope of cultivating an
awareness of and a desire for professional impreme¢rand even kindle a spirit of
comradeship. Although two teachers were standingplgive CBI demonstrations,

they never materialised as, despite pleas, datesexer set.

The third aspect of the acting phase (thatReaducate which aimsto help the

illiterate learners, follows.

5.3.4.3 Acting phase of cycle Readucate

Initial reading tests indicated the need for litgralasses because many learners
cannot read at all. Fortuitously, at the end offy 2007, Raubex Construction
announced a generous donation towards the readiogcp at Wag-‘n-bietjie
Secondary School. Some of this money could be tsedmain teachers to teach
literacy. Coincidentally, having heard of the negd project at Wag-'n-bietjie
Secondary School, Mrs Edna Freinkel frdReaducatereceived an anonymous
sponsorship for the literacy training of ten teasheNot only would thdReaducate
course solve the problem of illiteracy but it woeichpower the teachers (in line with
the stated goals of the project) as it could bel usegenerate a private income too.
The problem was who would receive tReaducatetraining. A group of eight
teachers and | were identified and the first tragnsession took place in October
2007, and a second group of eleven on 4 Febru&§.20

Because the initial identification of illiteratealmers had been rather random, at the
end of January 2008, all grade 8, 9 and 10 leawers tested using a new test to
ascertain their levels of literacy. Learners wdnaded into classes and a trained
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teacher allocated to instruct them in the newlyugregl Readucatemethods. Their
progress will be described in the phase of obsgr{@h chapter 3: 3.4 for the reasons

for institutingReaducate

5.3.4.4 Acting phase of cycle 1: Creating a cultfreesading

In order to create a culture of reading at the sthib was decided to approach a
professor specialising in marketing in the relevdepartment at the University of the
Free State. A prospective student was identifedla this project as a master’s
degree on the marketing of reading at the schétdwever, the student disappeared
and | was compelled to attempt the marketing oflireamyself, and appealed to the
teachers for assistance and support in this ventMigintention was to try and ‘sell’

reading as a rewarding, enriching and fun-filledvaty that would have value for

leisure and in the job market, and to try to reveading in a new light — unrelated to

the drudgery of school books. Accordingly thedaling ideas were generated:
* apuppet show promoting reading was held in thieimduly 2008;

* a notice board was put up and the staff were eagear to communicate via

the written word on the notice board,;
* areading room was requested;
* magazines were collected;
» sets of ‘read-along’ books containing CDs were linbug

* avoluntary ‘read aloud’ was introduced at break-adays ¢f. reading aloud
in chapter 3);

» balloons were handed out and posters made by traees to advertise
reading;

* prizes were awarded to the learners who had attietitee most ‘read aloud’

sessions; and
* ‘Visagie’, a toy singing donkey became the readmagcot.

Appeals were also made to the teachers to be hasastic about reading as possible
and the staff was invited to put forward suggestionThe tension between the

reluctant response to this plea to the teacherstlamcenthusiasm of the learners’
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responses dominates the discussion of how to estadblculture of reading into the
next action, that of observing. Yet, before thesesbing phase of AR, a short
subsection casts a glance at the situation of ébaehers, and how | perceived the

actions | should take in order to support and dgyvéhem.

5.3.4.5 Acting phase of cycle 1: The teaching staff

Because of the problems of low morale and factismalthat had been discussed at
the School Indaba, | felt that action was calledifoorder to revitalise the teaching
staff. This was important because the problemstified impinge on the efficacy of
the reading methodologies being introduced. Caneseity, the matter was raised at a

meeting and the following proposals put forward:

* The teachers should come together in the staffrimnmeetings as often as
possible. This would open the lines of commundaatihelp with discipline

and develop a professional ethic.
* Drvan Wyk requested the SMT to improve staff ghBoe.

* Money would be spent on cutlery, crockery and lisenthat a weekly tea
could be instituted to make break time a pleaserakperience for the staff,

and thus try to help improve their spirit and meral

* The teachers’ absenteeism should be monitoredr{eroocasion, 15 out of 37
teachers were absent). It was explained that reaghers had study leave to
which they were entitled and that they were alstitled to a certain number
of days’ leave a year. Too much interference canltir problems with
labour unions. This was one of the warnings meetioby Burns (1999:46 -

47) in the section on constraints above.

The SMT agreed to address these issues with as enmigy as possible. | was
directed by the principal to address the teachdrs were shirking theiReaducate
duties, but after consultation with Adv. Smit, Idemstood that this would legally be

beyond my mandate.
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The following problems were documentexpeatedlyfrom the end of 2007 until the

end of 2008. None was resolved:
* Punctuality at meetings of both teachers and SM3 aveontinuing problem.

e Communication with the school was poor (calls netumed, messages
undelivered, not being informed of a change of ptatephone and e-mails

unanswered).

* Attendance of meetings was poor (of both teachads SMT) despite the
principal’'s request (that was acceded to) thatakise all meetings on the

school calendar a year in advance.

 The suggestion that the language programmes onstheol’'s computer

system be investigated and implemented was neilewkd up.
* The learner and staff discipline remained a problem

» Collecting progress reports and questionnairesngasione.

Encouraged by suggestions made during the interviighv Prof. Botes ¢f. appendix

II: 3.4), Dr van Wyk and | invited a volunteer frotime staff to assist us in choosing
crockery, cutlery, tablecloths and an urn for tkeffeoom so that, with the aid of
colourful tablecloths and tea set, a compulsorgdyriteatime get-together could help
boost staff cohesion and morale. Up to this tithe,teachers had each brought their
own mugs and made tea or coffee individually usingurn that did not reach boiling
point. Dr van Wyk and | inaugurated the new equeptrwith an offering of cake for
the staff. The teachers were encouraged to cathectey for communal supplies of

tea and coffee and the occasional eats.

The descriptions above constitute the action pléglee first cycle which leads into

the phase of observing.

5.3.5 Observing phase of cycle 1
The observation phase of the AR cyalé Figure 5.1 ‘observe what happens’) allows
me to consider the unforeseen practical probleras ¢reep in to the interventions
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which have been ‘enacted’. What is observed dritiesphase of reflecting, which
will determine how the actions may be modified,reoted or improved — and so
drive the planning of the second AR cycle in an apvspiral. As indicated
previously, different interventions in AR might newat different speeds and require
more or less adjustment than others. And so, tffereht interventions will be

described separately as was done during the déearigf the action phase.

5.3.5.1 Observing phase of cycle 1: Sustained SReading

SSR has taken six months to implement. The refsasuch a long delay is unclear
and it appears that the idea of SSR is very straengn bizarre, to the teachers, and
that this could be the reason for the lack of thri3n the other hand, authorising and
organising an SSR period rests with the managenidgtobservation that SSR is an
alien concept is borne out by watching the classken | visited the school on
Fridays in order to monitor the progress, and amlalated by the teachers’ written

comments, which are discussed below.

After six weeks (allowing time for the idea to takeot), the teachers were asked
(anonymously to encourage candour) to submit aemriteport on the primary stage
of SSR, in which they:

» described what was happening in their classrooms;

* pinpointed the problems;

* recognised successes;

» formulated suggestions and proffered their persopalions.

The purpose of this exercise was to gain insighd the situation via the teachers’
eyes and thus include them in the decision-makiraggss: their comments and
suggestions could then emerge in the planning pbashe second cycle. The
teachers’ comments were most valuable becausesinfgrass roots contact with SSR
and their responses would indicate the areas afnderstanding of SSR that could be
corrected. The teachers responded well by answehegguestions diligently and

were mostly optimistic.
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However, in the descriptions of what was happedungng the SSR period, it seemed
that, despite several who revealed a good grafipegbhilosophy driving SSR, others
were totally lost (e.g. ‘Learners who stutter andhdt want to read in front of others’;
‘Readers need to be tested’ and, ‘Can also besedilas a study perigd It became
clear that the teachers needed to be remindedeofrutes’ for SSR (that had been
discussed previously), and | explained the ruletheostaff and a list of rules was
redistributed to each teacher.

The problems in the classrooms seemed to be adadoncentration, a lack of
reading material, noise from outside the classrdearners not taking SSR seriously
and the sharp insight from one teacher that, ‘Soeaehers themselves do not
see/understand the importance of reading’. Byrastitsome of the successes were
most heartening: ‘They seem to be interested irstbgy — want to know how it ends.
Most learners are serious’; ‘Some learners do weh éear the bell ring. Some want
to take the book to come and read after school’, ahéarners learn how to
concentrate and try their best to read’. This lalsservation already suggests a
progression by means of the implicit message tmatdgarners could not concentrate

before.

Opportunely, the teachers’ suggestions and opinmese worthwhile. A few
examples of the excellent suggestions are quotdahtimn below and several were
heeded and executed. (This is in line with onthefaims of the research, to involve
the teachers as co-researchers and colleagues):
» Grade heads can assist by taking classes of tesawherare absent.
« Instead of register class, the ." Beriod (after break) would be better.
* If the school could come up with a programme thatld be uniformly
implemented, we would be sure of one goal.
* All must be serious — outside noise could stilhieard.
* Bring back a “library period” to make reading fun.
» Excellent idea! Readers enjoy and get an oppdxtuairead. It encourages
learners to read more at home on their own. ltd@Velop their concentration

skills.
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e Use comic books, picture books, magazines, easiingdshort stories, fairy
tales).
Although these opinions revealed a positive atétumhd insight, other equally
perceptive revelations about the teachers, by ¢laehers, were less encouraging
(these have also been quoted verbatim):
» Good thing, as long as everybody does his/ her. diigachers should be in
class, not outside, talking!
* It could be very fruitful if well planned; but veriime consuming if the
objectives are not understood by both teacherdeanders.
 This can only work if every teacher and learnerliseahow enjoyable,

enlightening, interesting and important readinpithe intelligence.

Although these reports are often sincere, honedtravealing, they should also be
taken from whence they come: teachers know what éhe expected to say and are
unlikely to confess that they are the ones ‘outsidiking!” Thus, my sallies into the
classrooms to investigate the situation give a nmmaknced view, generating the
following observationghe first visit being made in October 2007:

» Learners were up to 20 minutes late.

* The noise outside was excessive for a long tineetim period.

* The teachers left the classrooms unattended often.

» The teachers did not read and did administration.

* Many learners were ‘reading’ a single piece of rmaper covered with

advertisements, or school textbooks.
* Many learners and teachers loitered in the corsidor
* Some classes were without supervision (rugby bpiaged in one classroom)
while members of staff sat idle in the staffroom.

» Afew classes were running perfectly but were diztd by the noise.
Some of the staff reports hinted at these samdegmsbl described (of noise, the lack
or reading material, staff absenteeism, the lacteather involvement and discipline
and the lack of discipline among the learners).esehtroubles mirror exactly what
emerged from the preliminary investigations and 8&hool Indabacf. 5.3.1).
Additionally, the lack of a culture of reading hetschool is palpable.
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By March 2008 | observed that both the teachers laachers had settled and, in
general, the SSR classes were quiet and the |samaiding. However, few teachers
were seen to be modelling reading. Moreover, llised the importance of

establishing a system that would incorporate incgmmembers of staff into the

reading programme and the prescriptions of SSRobderved and recorded the
predicament in my AR journal of new or substitidadhers looking lost and not a
little puzzled in chaotic classrooms when the S&&ling period is rung and learners
arrive with newspapers. This was raised at an $MEting and, according to the

SMT, such systems were in place. It does not sgem

It was awkward for me to address this issue offteest refusal to follow the SSR
prescriptions when | found them to be in defiantéhe rules which had been stated
repeatedly. Eventually, in some classes, it wasMed that a few learners had made
the transition from newspapers and magazines tésecan indication that reading

had reached a more serious level.

It is important to take note of the warning soundedahapter 3 that the classes of
teachers who do not follow the recommended metheticoiously, or in whose

classes the learners read only erratically, shtthe limprovement. In other words,
‘Having the books in the classrooms was not enouldiey had to be used regularly’.
(Elley & Mangubhai, 1981:16). Similarly, Day anduaford (1998:129) caution that
the teachers should not, under any circumstan@ggrad the SSR period as an
opportunity for them to fulfil their administrativduties. They maintain that this

undervalues reading which is exactly what SSResrivot to do

On the occasions when | found the learners witheueacher, |1 described and
explained the project to them. The learners’ pasiteaction to a gentle and logical
account was astonishing and prepared my mind ferfittal phase of the first AR

cycle — that of reflecting.

Before moving to reflection, | must complete thesetving phase by considering CBI

next.
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5.3.5.2 Observing phase of cycle 1: Content-basstduiction

There has been a major shift in the language tegdtaff and many of the decisions
and discussions were made with people who arengetdhere. Consequently, | have
increased the scope of the intervention to inclaliesubjects rather than only the
languages (as had been planned initially) becaliseembers of staff and all school
subjects can benefit from CBI and can apply ithiea tlassrooms. In this way general
knowledge may also be grown, important aspectanduage be developed and all
the teachers trained and empowered in agreemdmtivataims of the project.

However, it is difficult to get hold of the stafhd after Dr van Wyk’s introductory
lecture, the follow-up demonstrations on the basfdSBI required the turning of new
sods every time. The teachers were requested toyon (anonymously) what they
had gained from the first session and which aspgbetswould implement. Although
the answers indicated that the teachers could same of the concepts that had been
demonstrated, the answers were a little vague antused. To be fair, one must
concede that these are early days and the conappéar to be new to the teachers.
Many had difficulty in expressing themselves in kEsigand should be told in the
future that answers in Afrikaans would be welcor® suggestions were made - and

one teacher’s comment that s/he would use SSRsi@BI was not encouraging.

Valiantly, the initial demonstration was followeg by regular lectures which were
designed to increase audience participation agehehers, it was hoped, grew in
knowledge and confidence. Dr van Wyk arranged afribe star education students
from the University of the Free State to give a dastration lesson to a class of grade
8 learners. As in all CBI training and demonstnasi, the attendance was poor,
despite adequate and repeated advance warningle \ttilei teachers said the right
things, my gut feel was that they were not engagiitg the new methodology. This
perception was endorsed by the fact that whenuesigd that teachers invite me to
view their efforts at CBI in their classes, onlyotwnvitations were issued. |
consequently decided to interview a sampling ohietgachers individually in order
to assess their understanding of CBI. The resu#tse dismal and none could
describe what CBI was. The interviews are trabsctiin appendix 1V:4.

104



While CBI would tend the reading development of lghrners,Readucatewas

introduced to assist the illiterate learners. Ndgervations follow.

5.3.5.3 Observing phase of cycleRleaducate

When the learners had been divided into classesaammdined teacher allocated to
instruct them in the newly acquir@®kaducatenethods, the acting phase was in place

and | proceeded to describe their progress inblserving phase of AR.

The illiterate learners had been sifted from thibse can read by means of a reading
test €f appendix 1) and divided amongst the teachers wdw HeceivedReaducate
training (during the firsReaducatéraining session). The classes were scheduled for
Tuesdays and Thursdays after school. The atteedaas very poor and | observed
that not only the learners, but also the teachessevguilty of absconding. The
teachers often cited unexpected intrusions andiafipents as excuses and a vicious
circle was set in motion: when the learners arritrexte was no teacher and when the
teacher arrived there were no learners. Yet, |allasated a class and the attendance
was good and the class ran regularly. It is tousaty that | found that the least excuse
on the learners’ part kept them away. The teachake to be able to be good
motivators in order to keep the attendance higme ©f the trained teachers sat
passively in her classroom, and left after five ub@s, without having made any
attempt to seek her pupils out and motivate therattend. Over R5 000 had been
spent on her training, yet she taught not a sinlgles before leaving the school. In
total, of the first training session, three of thae trainedReaducatdeachers were
lost to the school.

The testimony to Fofosa School's success viRtbaducatehas been included in
appendix Il and shows how, in a class of 46 gradearners, eight were considered
competent and 38 incompetent readers. After oma t&d Readucate(daily), the
results show that 37 learners were competent and imcompetent - a complete
reversal in the class. (A letter of validation tséy the DoE to Mrs Freinkel of

Readucateés also included in appendix Ill). Unlike at Fofpshe crisis of illiteracy is
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not being resolved with the current state of teagtand discipline at Wag-‘n-bietjie

Secondary School.

Both sessions oReaducateteacher training sessions proved problematic. The
teachers arrived late, were tardy in returning raftee tea break and were
unexpectedly absent. After the second trainingiseas the teachers established a
committee to deal wittReaducateproblems. They decided that the new classes
would be taught on Fridays after school. Needlessy, none was taught and they
were rescheduled to midweek. With the trainingimgbeen completed in February,

it took nearlysix monthsbefore the first classes to be taught - in AuQ@8! On 9
October 2008, | journaled that, after Readucateteacher’s untimely death, the
committee had done nothing to reallocate the leartteat had been in her classes.
After a year of teaching, feRReaducaterained teachers had taught more than the
alphabet and the 60 setsRéaducatdooks bought for the project and given to the

vice-principal could not be traced.

| perceived that some of the warnings cited by Bum5.3.3.2 (Planning phase of
cycle 1. Determining the constraints) probably ggygre: viz: disinterest amongst the
teachers; extra workload resulting from the redeahttle local support for the

research (from the parents, teachers and the SMT3.true to say that teachers had
been co-opted into thReaducatetraining, having been identified by the deputy
principals and with my being unaware of their wijness or otherwise to undergo
training at the time. In rereading my journal ifml mention of some dragging of feet

which possibly should have been heeded

However, it is a pity that, in view of the teachdrastrations with so many illiterate
learners in their classes, and their apparent confog the children’s futures, the
teachers are unwilling to help for an hour or twtr@ per week. At this point of the
project,Readucates the only intervention that asks the teachergkira time - SSR,
CBI and the creation of a reading culture are att pf the school day. The section

that follows considers the observing phase of orgat culture of reading.
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5.3.5.4 Observing phase of cycle 1: Creating aucailof reading

The acting phase of cycle 1 described the losshef rharketing student whose
expertise would have been valuable. Consequdribg to propel the campaign and,
as mentioned in the acting phase, requested tistaag® and support of the teachers,
in particular the principal who had accepted thlispart of his role definition at the
meeting on 23 October 2007.

In the description of the acting phase, the idesaseated were listed (balloons were
handed out, posters made by the learners, a psppet presented, a notice board
installed, a reading room requested, magazinesatetl, read-a-longs and voluntary
‘read aloud’ sessions were introduced and prizemded for its attendance and a toy
singing donkey introduced as a mascot). The ndbcard was a success - its

prominent position made learners aware of any métion that was displayed.

This notwithstanding, it must be noted in the obiser phase, that all efforts have
been on my initiative, with Dr van Wyk’s supportiaassistance. | was sentient to the
fact that marketing, like other aspects of the gebjsuch as staff motivation and
control over the work done, were not only beyond fieyd of research (which is
reading development) but also beyond my power t&statl in the interview with
Adv. Smit (appendix II: 3.2) who warned about thegdlity of accepting the

delegation of authority.

| became intensely aware of a hunger for books gstahe learners. An entry in my
personal AR journal describes a learner attendipditeracy classed.é. a child who

could barely read) who held a ‘read-a-long’ boolhé&s chest, stroked it and said, ‘I
wish | could have a book like this! In additioie ‘read aloud’ sessions on Fridays
started with an audience of one solitary learned eeached a climax (after the
attendance prizes had been handed out at assee#ilyhe end of 2008) with over 50
learners crowding the library and sitting on theofl The numbers stabilised at

between 20 and 30 learners once a week.

107



The enthusiasm of the learners was also observdtineal with which the younger
learners made posters and blew up balloons, atiteinwarm reception of a puppet
show about reading organised by Dr van Wyk and Mewever, the response to the
appeal for magazines and books was less succedsfid.will be described in greater
depth in the following subsection (5.3.5.5), beeaiis is more relevant to the

observation of the staff.

Before moving to the final phase of the first ARcley (the reflecting phase), what
remains is a brief observation of the roles of tiching staff at this stage of the

project.

5.3.5.5 Observing phase of cycle 1: The teachiaff st

The action phase mentioned that the low moralethadoroblems described at the
School Indaba should be addressed lest they ercmathe efficient establishment
of the reading programmeThe SMT agreed to address the issues of low morale,
absenteeism and slack discipline with as much gresgossible.

On the initiatives of Dr van Wyk and me, a weeldg twas instituted which several
teachers reported to be greatly enjoyed by thé, $taf no proposal was forthcoming
on any of the interventions implemented. Exampteslisted below:

» Teachers were requested to attend my ‘read al@assians in the library and
to come forward and do some themselves. Four ¢eaactame to listen but

none offered to read.

» Dr van Wyk and | collected several boot loads ofjaranes for SSR and the
teachers none. The teachers complain about tkeofaeading material for
SSR saying, ‘All the magazines have been stolébhe load of magazines

was transferred to a teacher’s boot for delivery m@ver seen again.

* There is no commitment to teach literaayf. (5.3.5.3 Readucateabove),
despite the teachers’ complaints that their teachsnhindered by illiterate

learners.

108



The CBI training is poorly attended. Teachers wallnd out the meetings at
will, answering cell phones and even eating. Nouegrs are proffered for

absenteeism and no disciplinary action taken.

Teachers show no enthusiasm to motivate the leafoeiISSR and rebuff any
attempts to get them to heed the rules which, a@owgrto the minutes (see

appendix II: 2) have been given and explained ¢otiseveral times.

The school is noisy, classes are unattended aroheesa wander around,
talking in the corridors and even warming food he tmicrowave oven in the
staffroom during teaching periods.

In my journal, | recorded the cynicism of a teach#ro said, ‘The learners
only come to reading at break because you give thisguits!’ In truth, the
number of voluntary listeners was growing with bisg or fruit being handed

out only occasionally.

The observing phase delivers us to the reflectibis hoped that the deliberation and

analysis which follows and which signals the endhaf first AR cycle will indicate

the way forward so that, in accordance with Figufe the second cycle will be more

productive than the first.

5.3.6 Reflecting phase of cycle 1

AR, as depicted in Figure 5.1, enjoins the actesearcher to ‘reflect and analyse the

intervention’ as the last phase of an AR cycle.is®ntails that | should contemplate

the issue that was defined initially and considsrevolution through the phases of

planning (when the issue was still abstract instiese that it exists as a theory on the

drawing boards), via the operational, practical gghaf acting, through the more

passive phase of observing what happened in pealttore reflecting on the cycle.

After reflection, the process repeats itself ingkeond AR cycle.

Figure 5.1 also measures the axis of time agaestkis of change, indicating that

AR implies improvement (change) as the cycles @msgi(over time). In fact, | will

drive this quest for improvement in the second eyof AR and the consequent

modifications to the actions that the reflectiondicate. The ideas born from the
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reflections should consider what happened in ths fiycle, what can be changed
(and how), in order to replan a subsequent cyctd thill achieve the desired

improvement, and so designate AR a worthy researsthodology.

As in the preceding sections, | plan to discussrdikections on each intervention

separately, starting with SSR.

5.3.6.1 Reflecting phase of cycle 1: Sustainedh&Reading

The acting phase mentioned how, despite a slow, skee SSR settled down to a
stable situation with the learners reading quigtlynost instances. My observations
that the teachers did not really adhere to the &8 and the positive reaction of the
learners when | explained the value and exciteraén¢ading to them provoked the

reflections described in the following paragraphs.

My ideas and preconceptions were jolted and chgdldrby a conversation with one
of the teachers (recorded in my AR journal) dunvigch the teacher had said, ‘The
problem is that we, the black teachers, have ntumubf reading ourselves!” The
teacher described how she, reluctant and boredidaatla book during a long spell in
hospital, and how surprised she had been at thé juad given her. This prompted
her to buy herself books. These words recalledubrels of a different teacher whose
written response to a questionnaire about the olestao the programme stated:
‘Some teachers themselves do not see/understandnp@tance of reading’cf.
5.3.5.1). This eye-opener harks back to the alltbratus described among the
constraints in 5.3.3.2 (Planning phase of cyclBdtermining the constraints). In the
same vein, | subsequently picked up on a similamroent made bthe Mpumalanga
MEC for Education, Mathulare Coleman, who pronountteat, The problem is that
even our teachers don't read because they didetoargeducation that adequately
prepared them to teach and develop reading sk{Mokgakane, 2008:[1]). At the
time | observed this but did not ascribe it suéfiti credence despite the reminder in
chapter 2 (2.3.1) where the socio-cultural and emaodftactors influencing English
Second Language readers were mentioned. In thiestion (2.3.1) Eskey (1986:4-
5) reminds us that the second language readertabdyibelongs to a culture with

ideas about reading that might be very differeatrfrour own — indeed many of the
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learners can be said to come from an oral culturerg/stories were preserved in the
retelling from one generation to the next in theeatte of writing. | observed that,
while having been vaguely aware of this lack ofdreg culture among other ethnic
groups, | had failed to transfer the observatiomslenof learners to the teachers from
the same book-poor culture - subconsciously mattiegalse assumption that trained
teachers would be readers. At this stage of migatdn, | queried the depth of
teachers’ professional training and possibly morpartantly, their schooling in terms
of teaching methodology, matters of urgency andiglise.

Consequently, | became alert and understood tivatuld have to intervene in order

to rouse both the learners and the teachers to deagsponse to this, | decided to do
lively motivational demonstrations during the S3&sses to inspire both the teachers
and learners alike. In line with this, | considkrhat the learners required more
stimulating reading materials. These reflectiond erect the initiatives for SSR

introduced during cycle 2.

A positive move made by the SMT, based on the &atisuggestions (described in
5.3.5.1 Observing phase of cycle 1: Sustained SReading) to move the SSR period
from the periodafter break on Fridays (when the learners lingered inkereé mood
before coming to class), to Thursddyeforebreak. | regarded this as an admirable
and inspired move, and laud the management tearmmjglementing the teachers’
suggestions. In this way the teachers becamevatdas co-researchers, which is one
of the aims of the project. Heeding their suggestishould improve their feelings of
disempowerment and improve their morale. If thesgposals can be successfully
implemented, the improvement will be in line withetAR ideals of progress over

time, indicated in the discussion in the first gmegh of this subsection.

The next subsection describes my reflections omptbgress of CBI, the methodology

which aims to empower and develop the teachetseimtiest for improved reading.
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5.3.6.2 Reflecting phase of cycle 1: Content-bassiuction

On 10 May 2008, my AR journal details how difficuttis to monitor what is
happening in teachers’ classrooms without beinqusnte. Yet, how else can their
understanding and commitment to CBI be establish&tis is a particularly thorny
issue because CBI is potentially one of the magisicant ways in which all the
desired reading outcomes specified in chaptersb @l 5.3.3.1in this chapter) may

be achieved.

Moreover, CBI is the methodology chosen to re-temid empower the teachers - with
the retraining of teachers having been identifiethis dissertation as essential to the
improvement of readingcf chapter 3. This is also applies to the resegquestions

in 5.2.1: How can the teachers be trained and thatching practices changed in order
to cultivate fluent readers?) and empowerment asobithe basic aimsf, chapter 4).
The application of CBI would also improve all thepacts of reading identified as
lacking in chapter 1,viz. vocabulary, general knowledge, language and

comprehension.

In the observation phase of CBI, the elusivenegsheftaff in terms of attendance of
training sessions and buy-in was mentioned. Maaghers arrive late. Others come
and go at will. Some of the questions the teacasksndicate that they have no idea
what we are trying to do. (A teacher said, ‘Therhers do not have TV. That is why
their general knowledge is so poor,” and addedastically, ‘If you want to impress

us, give us dictionaries!). | considered thetitatle defeatist and, as illustrated by
the quotes in brackets, their preparedness to cbtortiie project seemed conditional.
This attitude was very wearisome to me as is tie tfaat the legwork done over a
period of more than a year had to be repeateds whs discussed at meetings with
the SMT and, unfortunately, despite assurancesh& dontrary, there was no

improvement, or disciplinary action from the managet team. In a last-ditch effort

to inspire the teachers, Dr van Wyk arranged faisding academic and expert in the
field of CBI, Prof. Donna Brinton, to give the té®es an elementary introduction and

demonstration of CBI in April 2009, during cycle 2.
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Because the SMT seems reluctant to assist in thevation and discipline of the
teachers, the situation does not appear very cgttorand the way ahead, bleak. My
deliberations brought no other insight about howadbin order to boost CBI into the
second AR cycle. Hope for the second cycle of @Bts on meeting and hearing a
world-renowned expert in the field, Prof. Donnaron, who has agreed to help the

teachers during a scheduled visit to the university

The next paragraph considers the first cycle reflas that will inspire the second
cycle concerning the attemptdteaducateintervention that is aimed to teach the

illiterate learners to read.

5.3.6.3 Reflecting phase of cycleReaducate

The observing phase recorded the disappointingressgn the running of the literacy

programmeReaducate

During the observing phase Beaducat€5.3.5.3) | mentioned that teachers had been
co-opted into thé&keaducatdraining, and that those chosen had been idedtifiethe
deputy principals with my being aware of neithez tiiiteria used for their selection
nor their willingness (or otherwise) to undergadrtnag at the time. (However, | did
not yet know the teachers in order to be able tkensaiggestions but did specify that
dedicated teachers should be chosen). | alsotezpor the observing phase (5.3.5.3)
that, on rereading my journal, | had noticed th@nhes teachers were dragging their
feet when attending the training course. This Ehpossibly have been heeded as a
warning. The aspects relating to the selectiorthef teachers (described above),
together with the additional work entailed by atlewy the training course and
presenting the classes to the learners which weseritbed in the constraints to the
programme ¢f. 5.3.3.2), could be partly responsible for thechkeams’ lack of
application. This being so, it may be concludeat tihis type of training should be
entered into less glibly. However, at the times teachers all verbally endorsed the
programme and empowerment was a common refrain gnttoem. In addition,
without some internal intervention to help thet@fate learners, it is a conundrum to

know how else the problem of illiteracy at high aghlevel could be solved.
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In the running of the classes, the management meeid none of the monitoring (I
was aware of roll call being taken on about threeasions by a learner who had been
seconded to do so by the vice-principal) or motoratl tasks suggested (which they
had undertaken at the meetings with the resear@tfeeppendix I1)).

In order to salvage the situation, | considered gshggestions that had been made
several times by the teachers on various occas{@haneetings and in individual
conversations diarised in my journal) and requeshed Readucatebe presented
during school hours. However, this would dependhenprincipal’s approval. This
request was made at a meeting where, coincidentabySMT put forward the same
proposal. Once again the suggestions of the temtlagl contributed to a refinement
of the practical applications of these interverdionConsequently, for the second
cycle of this projectReaducatavould run during school hours (albeit only onceain
seven day cycle) and so, the first AR cycle conogriReaducateended on an

optimistic note.

5.3.6.4 Reflecting phase of cycle 1: Creating &ucalof reading

How to create a culture of reading in the schoo$ wae of the aims and research
guestions in this project. The acting phase ofecyne mentioned that, despite the
principal’s acceptance of the role of motivatortbé teachers and learners in all
aspects of the project, all of the ideas described far ¢f. 5.3.4.4 Acting phase of
cycle 1: Creating a culture of reading) had bedrated by me.

During my contemplation, | considered the marketiggmpts described in 5.3.4.4
(puppet show, balloons) as being efforts on a geaedscale - in the sense that they
were spectacles to grab the learners’ attentioh thieir flamboyance and amusement
value - but this style of marketing tends to beesfipal and its effect short lived.
While these ostentatious motivational attempts alsly have their place, they lack
the depth that can be achieved subtly in each mesgith the gentle persistence and

persuasion of a passionate well-trained teachardrsciplined classroom backed up
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by methodologies such as CBI, and based on thbégacmwn fervour. In the same
way that | cannot ‘police’ how much CBI is beingpglamented in each classroom, |

cannot show or force the promotion of reading mtémachers’ classrooms.

Thus, | reflected that it was impossible for megtow a true culture of readingd.
the classroom motivation described in the previparsgraph) on my own because of
my limited direct contact with the learners. | smiered that the best | could do,
would be to establish a venue where | could makecticontact with the learners and
try to build a culture of reading for pleasure ageanonstration model to the teachers
who, | hoped, could eventually take over, onceptggect had gained momentum. In
this way, | wished to lead by example. Despite mgf to work with the teachers
and not the learners, | hoped to reach the stadfroundabout way. (cf. the research
guestion: How can the problems of attitude and vatibn amongst the teachers be

addressed so that the project will run successaitgr my withdrawal?

As mentioned in the observing phase (5.3.5.4)d fwccessfully implemented a day
for reading aloud for pleasure at break. In viewemuests from the learners, the
hunger for reading, the lack of an active librairgehool and the reasons described in
the previous paragraph, | reflected that | woukk lito increase the number of
voluntary reading sessions available to the learmerthe second cycle, and that |

should, once again, ask for my own classroom todeel as a reading room.

The problem of how to involve the teachers in éngata culture of reading still
remains and it leads to the phase of reflectintherteaching staff.

5.3.6.5 Reflecting phase of cycle 1: The teachtaf s

From the report on the teaching staff in the acphgse 5.3.4.5, it can be concluded
that at this stage of the project, the teacherstlamdeadership of the school lie at the
kernel of the reading project’s lack of progresshat school. At this juncture it is
valuable to reiterate the words of Condy (2008:6W)o avers that ‘literacy

achievement depends crucially on the nature antityjud instruction that learners
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receive in the classroom’cf( chapter 2; 2.3.3). (This quote is also pertirtenthe

discussion on creating a culture of reading indlassroom in 5.3.6.4). In addition,
Condy emphasises, ‘the quality of the principag iével of teacher commitment and
the extent of community involvement’ are the ‘mpetverful factors’ that shape how
a school is run (and implicitly on the success h# teading programme currently

being undertaken).

After all, my role in the reading project at théhsol is to train and empower the
teachers. | remind myself that the fact that gechers have given no cooperation is
not of my making. On the occasion that | invitectepresentative from the education
department and the chairman of the SGB to atterdiff@ult meeting about the
problems experienced in eliciting cooperation freime teachers and the SMT, a
representative of the DoE admonished the prindyadsking, ‘If you didn’t want to
burden your staff with extra work, why did you able university for help?’ | had
been invited by the principal to improve readirttg thosen interventions were all in
place and yet there seemed to be little effort ftbmteachers. | wondered whether
the teachers who were doing well could be acknogéddand perhaps be used to start

other classes off well.

At this point it might be valuable to reflect ortimtde and motivationcf. also the
research questions in 5.2.1) as discussed in ahapi2.3.3) where the remark was
made that, ‘It would appear that, for this projetite problem of attitude and
motivation is twofold: at Wag-'n-bietjie Second&sghool: both the teachers and the
students are in need of this powerful instrumen€hapter 2 also cites Day and
Bamford (1998:22) who differentiate betweaittitude andmotivation They specify
that the nature of attitude is evaluative — refgyrio whether one regards something
with favour or disfavour. It is clear that the ¢dbars’ attitudes towards the school, the
SMT and the learners are negative.

Understanding the source of the teachers’ attitudebe first step to solving the
problem. In my reflections, | consider the datéhgeed from the teachers during the
preliminary questionnairescf{ 5.3.1.1 in this chapter). In 5.3.1.1 | dividduet
problems into two categories: those pertaininght learners and those pertaining to

the school/education system. It becomes cleahiatstage of the project that the
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reading interventions address the problems withgbhmers only. The poor attitude
of the teachers is caused by factors over whicaveHittle control and no authority
and | dealt with this in the following ways:

» The SMT has been requested to lead, disciplinecamimunicate with the
research team and the teachers (I have offeredgemise a mentorship and
have supplied literature in order to assist them).

* | have requested help from the DoE (a represesetatias invited to attend
several meetings, and attended one).

 The SGB has been requested to intervene (the ensinp attended a meeting,
and assisted somewhat but has limited powers. h&nahmember failed to
arrive or excuse himself from a meeting that helteeh asked to attend).

* The alumni have been approached for support: thppl®ed the data from the
School Indaba but did not return phone calls whentacted and their
representative missed a meeting to which he hadl ibgged, with no excuse.

(The involvement of the DOE and other stakeholdeas endorsed by Prof. Peter
Rosseel) ¢f. appendixlIl:3.6). Bamford and Day (1998:22) maimtthat any attitude
may be changesubject to variables such as how strong an attitsidather attitudes
and the source of the attitude. The source ofatlitide has been discussed above.
The other aspects (how strong an attitude is ameroattitudes), | cannot but
speculate upon. These may be general such asatutupersonal attitudes. And,

with a teaching staff of about 35, this is unfekesib

Among the offers Dr van Wyk and | made to the SMdswhat of a mentor to assist
with the management problems. It was tactfullygasged that an ex-headmaster of a
top achieving school be called in to assist the Skth the school management. This
was done after the School Indaba when the problents management and
communication had been raised by people otherltlgddr van Wyk and me, and the
subject was thus out in the open. Such a suggestiuld also be in line with my

prerogative to empower the teachers. It was tudwoseh.

Despite the above, the SMT should be given craditlie excellent suggestions for
improvement in the presentation ®éaducatend SSR (discussed under the relevant

headings above). One of the deputies came forteatdke the reins (the principal
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seconded all authority in terms of the reading e tleputies) and, without this
deputy, the project would have died young. Thenraseting with the SMT at the end
of 2008 was positive and the spirit better. Addefihements such as offers of tea
and biscuits were a significant improvement. THdTShave attended meetings
punctually (during the first 15 months they weragistently late), and for the first
time placed items on the agenda of their own acc@mivate conversations with Prof.
Wilfred Greyling (the then professor of English, &lEf. appendix II: 3.3) assured Dr.
van Wyk and me that, despite apparent slow progiasa subtle yet steady and
gradual manner, change was happening. Accordihgilgped that this augured well

for the second cycle which is described below.

5.4.7 Conclusions and results: cycle 1

All the preceding subheadings describing the phateycle 1 (5.3.3 to 5.3.6) have
alluded to Figure 5.1, which is a schematic repregmn of the phases of AR. This
has enabled me to pinpoint my progress while wgrkimough the AR phases as
meticulously as possible. Accordingly, the follogyishort section is congruent with
the final injunction on Figure 5.1 Report resultdefore moving on to cycle 2 which
starts with the word®e-engage with real world situationBy reporting the results,
this brief discussion ties up the threads of treeaech thus far so that the value of
cycle 1 may be qualified and the second cycle bedim all the facts at hand.

One of the most straightforward inferences drawomfrcycle one is the value of
Sustained Silent Reading as a first-rate reading t&SR is not only relatively easy
to implement, but also seems to be one of the mwostessful interventions (despite

teachers’ refusal to follow the prescriptions) tissted by the following contentions.

The Wag-‘n-bietjie Secondary School's 2008 matatoh results showed an
improvement of over 30% on the 2007 results. Vih#h2008 results coinciding with
the first throughput of the new Outcomes Based Btioic curriculum, one could
argue that the improvement might be false and acaental result of the change in
curriculum, however four factors point to SSR agifigamade a positive difference:

* The other high school in the same township, Watkox&n School, with a

similar learner profile, applied to me for assis@mwith reading. The teachers
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at Watervalboven School quoted the teachers at Whagetjie Secondary
School who, apparently, attribute the improvemer8$R.

e During the 43rd annual TESOL convention on 26 Ma2€i99 in Denver,
Colorado, USA, Dr van Wyk interviewed Prof. Bill &re, professor of
linguistics at Northern Arizona University, USA.r Ban Wyk expressed her
doubt that the improved matriculation results atgWabietjie Secondary
School could be attributed to SSR. (SSR was thy iatervention that had
been applied to grade 12. The others had targbeetbwer grades and were
not yet fully operational during 2007-2008). Pr@rabe stated his firm
conviction that the SSR had indeed played a majer r

* Writing about the 2008 matriculation results Mail and Guardianonline,
Charlene Smith (2007:1) refers to the 62,5% natipaas rate and observes
that, ‘this is somewhdbwer than what has been achieved in recent years’, and
that, ‘[tlhe pass rate has declined each year 22004; in 2007 the pass rate
was 65,2%, [as the] Minister of Education Nalednda unblushingly tells
us’ (italicised emphasis and brackets inserted BY. nin contrast, the results
at Wag-‘n-bietjie Secondary School improved fromaas rate of 52% in 2007
(below the national average) to 88% in 2008 (carsibly above the national
average). The progress at Wag-‘n-bietjie Secon&atyool runs counter to
the national trend.

* The results of th8ook Floodexperiment described by Elley and Mangubhai
(cf. chapter 3, 3.2.3) support the improved examinatsults.

| admit that these examples may be criticised asduotal, yet hope that support from
four such diverse sources endorses the assertisncoess. It must be remembered
that proving the improvement quantitatively in ttgort term is not the aim of this
project; rather it is a long haul to change resojtsneans of reading and empowering
the teachers in the long term. It is very sigaificthat pre and post-testing of learners
in grade 9 in 2009 shows a definite improvementesuding after nearly two years of
intervention. This is reported in more detail elkere.

One of the most remarkable insights gained duryaiecl was described during the
reflecting phase on SSR when | was astounded tsedhat the lack of a culture of

reading extends beyond the learners to the teathensselves. If truth be told, this
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acuity may account for some of the lack of ‘buy-idéscribed during all the

interventions of cycle 1. In the light of this ighkt, all the interventions (SSR, CBI,
the growth of a culture of reading aR&aducatgwill have to be modified in such a
way as to accommodate these teachers in orderctmgdish the desired positive
change over time as the project moves out of cy@ded through cycle 2. Examples
of some adaptations have been described and caomsiat finding more stimulating

reading materials for the learners and giving destrations to both teachers and

pupils. | have also considered starting a sthffly.

The lack of a reading culture among teacher ledonguery the depth of teachers ’
professional training in terms of teaching methodyl (the principal believes in
drilling and repetition, ‘the good, old-fashioneéyt) and possibly more importantly,
their own schooling in their perceptions and ex@®e of matters such as urgency
and discipline. Many of the teachers grew up dadied during the apartheid era and
received the inferior education dealt to black adoured’ people and, although the
data gathered implicate the SMT in failing to letdte school, Wag-‘n-bietjie
Secondary School has a proud history during whickvas led successfully by
coloured people from the community. | bewail thekl of communication, the litter,
teachers lingering on the verandas, smoking, tiserdgbeism and failure to attend
meetings that go undisciplined. If one extends thie of thinking, the DoE also
comes under the magnifying glass. Smith’s newspariile after the release of the

2008 matriculation results reiterates one of thestaints cited in 5.3.3.2:

The unions also have to be accountable. The SAfriban Democratic
Teachers’ Union has succeeded in building a geoeraif teachers who
simply don’t care. It's important that worker'gjhits are protected but not that
they are so over-protected the under-performersneser be fired and the

future of children is wrecked because they dorcenee adequate education.

Various factors prodded me to consider questionatd@thodology as a problem with
the teaching at Wag-'n-bietjie Secondary Schoatl(iding the principal’s comments
cited earlier in this paragraph). One of the n®ighificant factors influencing my
thinking was the realisation while researching thssertation of how the definition —
and the consequent understanding - of reading hasged since the 1980sf.(
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chapter 2). The Development Bank of South Afriq@d8SA) Education Roadmap:
Focus on schooling systementions that, ‘The most common form of readinthiese
classes consisted of teachers (sic) writing 3 @edtences on the board and then
leading the reading of these, with children follog/in chorus’. (2008:26).

| infer that all teachers except, perhaps, the yemyngest are ill-equipped to teach
reading, assuming that the institutions at whiah tfost recently qualified teachers
studied are au fait with the latest thinking andhndologies. It becomes apparent
how important retraining and refresher coursedeseteachers become fossilised in
their profession. Indeed, the DBSARadmapemphasises the same point, insisting
that, ‘Effective teacher development is critic&008:43). The successful application
of CBI would put the teachers at Wag-'n-bietjie Gadary School at the top of their
profession in terms of training. It is importat teiterate that the SGB and the
alumni have been fully informed of the problemsamtered. Their hands are tied. |
have also kept the representative of the DoE updateut the impending disaster in
terms of academic proficiency unless reading at Vidgetjie Secondary School is
improved and he consulted Prof. Greyling in thigarel in November 2008.cf( Prof.

Greyling’s analysis of the reading tests in appemdi

The ineptitude of the teachers described in cygieihts to the importance of having
simple systems in place so that incoming membertadf may be incorporated into
the reading programme and the prescriptions of edehvention. | hope to leave the
school with these systems in place, including #s and memorandum to sift the
incoming grade 8 learners each year so that thosease functionally illiterate can

be diverted toReaducateclasses. In so doing, it is hoped to fine-tune &l

interventions during the second cycle of AR whigldéscribed next.

Despite my gloom at the sad state of the teachatdhas been described in cycle 1, |
recorded several positive moves that have beenndeied in the relevant sections
above €.g.the change of timeslot for SSR aRéaducatea reading room has been

allocated). These were changes initiated to imptbe efficacy of the interventions,
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and thus we see the wheels of AR cycles movingeifafionderously) in the desired

upward spiral — that of change for the better ice.
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5.4 Cycle 2

Preliminary contact with Wag-'n-bietjie Secondarmgh8ol had been made at the end
of 2006 and the first AR cycle for this reading jpod kicked off in the new year,
when the schools opened in mid-January 2007. étetid of cycle 1, the reflecting
phase recounted the sluggish start to all thevatdions and the subsequent difficulty
in picking up speed during that (the first) cycli.truth be told, in December 2007
my disappointment was such that | came close taddrang the project. Indeed, this
frustration is a constant theme in my AR journag(dothReaducateand SSR took
six monthdo implement after the intention (SSR), and tragnReaducate)had been
completed), climaxing in the documentation of tleadmaster’'s comment that my
‘sense of urgency’ was unreasonable. | perceikiedas an indication of differences
in cultural attitudes that are difficult to resohand realised it was a sensitive matter
to address. Whatever the truth, cycle 1 was caeghlever a period of two years:
from January 2007 until December 2008. Obviousdystems in place and
momentum gained in cycle 1 fuelled the project apde 2 was completed in less
than a year - between January and September 2009my remaining in contact in

order to drive lagging enthusiasm.

For cycle 2, the following data-gathering techngjueere the same as those used in
cycle 1:

» interviews and discussion with and questionnaires fthe teachers;

» written reports from the teachers;

» consultation with experts in different fields (Prd?eter Rosseel, Mr Paul
Cassar, Prof. Donna Brinton; Prof. Lucius BoteBhese are referred to in the
text below and extra information supplied in append3.

* meetings with the teachers, in particular a critreflective plenary with the
teachers but without the presence of the head putes (suggested by Prof.
Rosseel and described later);

» tests of grade 9 learnense( the 2008 grade 8 learners who had been tested
early in 2008) to measure any improvement in theading in a period just
short of two years.

A great deal of the data collected in cycle lilsrgtlevant, and indeed spills over into
cycle 2. Also, much of the data from cycle 1 aaéidated in cycle 2 (e.g. the lack of
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leadership becomes palpable when, after three segjube principal still had no plan
for sustainability). This validation adds depthdaaoredibility to the data and
conclusions in cycle 1. In addition to data gaddein this way, | also interviewed
several experts in different fields to sound the@rceptions and reactions to the
problems that | encountered during the second cythese discussions are described

in appendix II: 3

It has become an established practice during tlapter on the AR cycles to pinpoint
the project’s progress by referring to the difféarphases of the particular cycle as
depicted in Figure 5.1. Having reported the resaoitthe first AR cycle above, | start
my engagement with cycle 2 with the directive toe-81gage with real-world

situation’, from where my redefinition of the isswél relate to the results of the first

AR cycle.

5.4.1 ‘Re-engage with the real-world situation’ aDdfine the issue’

What follows is a brief summary of the state obaHf after the completion of the first
AR cycle. In so doing, | will ‘Re-engage with theal-world situation’ at the school.
In addition, the issues that need to be addresgebdeamentioned (‘Define the issue’)
so that the planning phase can be considered. itBebp inevitable overlap between
the different subsections, the interventions wdldonsidered individually and in the
same order as described in the first cycle. Adogiy, cycle 2 will correspond with

cycle 1.

Sustained Silent Reading is running quite well snithe most successful aspect of the
project thus far. At the end of cycle 1, | realigkat the teachers do not value reading
enough and lack the motivation to adhere to themptaules for SSR and so | intend

to intervene to inspire the learners, class bysclas

Content-based instruction has been marred by distta@hdance of the workshops
and demonstrations. Questionnaires in cycle laledethat the teachers had no idea
of what CBI was. | hope that the proposed visitrfran internationally acclaimed
expert in April 2009 will help inspire the teachers
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Readucate’progress has been slow because of the reluctante ¢éarners and the
teachers to commit to teaching and learning aftéiosl. During the last SMT
meeting of cycle 1, it was agreed to incorporaesRbaducatelasses into the school
day.

The creation of a culture of reading rested on imyufders in cycle 1. The ‘read
aloud’ sessions have been successful and | hopetease the number of readings
per week and seek a reading room. It has beeresteggon numerous occasions that
the teachers involve themselves in reading to ¢laenkers, but they seem unwilling.
They have been invited to visit during the readihgg have not done so. The

problem of sustainability will have to be solveccytle 2.

The teachers are reluctant to participate in arth@ifinterventions that | have offered.
This is a result of poor discipline, a lack of asctability, low morale and weak
leadership ¢f. the data collected from School Indaba and fromtéaehers, above).
In addition, | have been nudged by comments in owyrjal which have helped me
develop tentative observations into insights. @oeh reflection was to consider
whether the teachers have had adequate trainihgot,l and if their behaviour as
teachers has been moulded by poor training; and ¢ken perceptions, experiences
and beliefs about what ‘happens’ at school basetth@n own experience in similarly
poorly disciplined schools, they can hardly be k@dnior the way in which they
teach. In other words, the school culture mightblbsed on their experiences at
schools with a low work ethic and no accountahilitpne of the teachers seems
embarrassed or ashamed to arrive late for clagsésave a class on its own, to linger
on the verandas smoking or talking while the naisming from the classrooms is
deafening. TheEducation Roadmap: focus on schooling systeteased in
November 2008 supports these observations, and eatsnthat ‘Effective teacher
development is critical’ (2008:26), and cites theBEDpriorities in 2008 asi.a.
‘principal and teacher training and increasing tluenber of Dinaledi high schools
[that] prioritise mathematics, science and litefg@p08:16). (The Dinaledi schools
project that aims to increase access to higher egrathths and science in
underprivileged schools has contributed to a steachease in the pass rate in those
subjects (SouthAfrica.Info: [1]).
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| see the heartbreak of learners’ becoming incnghgisidelined from the rest of the
world where today’s technology is out of date byéorow — and the principal refuses
to generate a sense of urgency. It becomes dhedirthe theory and practice of
change management needs to be considered.

The paragraphs above have established the statustqine beginning of cycle 2.
From this starting point, | move to the planninggé of cycle 2.

5.4.2 Planning phase of cycle 2

During the first AR cycle there was a consideratie up to the planning phase.
Fortunately, this is not so in cycle 2: the momentgained in the first cycle makes
the progress less ponderous than at the outské dirst cycle, and ideas generated at
the end of cycle 1 fuel cycle 2. Instead, | amossned with the refinement of the

interventions that are in place during cycle 2.

5.4.2.1 Planning phase of cycle 2: Sustained Shestding

In order to improve on SSR which was functioningesmoothly at the inception of

cycle 2, | considered how to stimulate both thecheas and learners to become
passionate about books and reading. This declgonbeen made during reflecting
phase of cycle 1 and it was resolved to preparevatainal lessons for the staff and
learners and to buy as many diverse high-intevesit;illustrated books as possible,

so that the learners could read at the leweinus 1(cf. chapter 3: 3.2.2). It must be

mentioned that my decision to ‘climb in’ to rougee tteachers and learners during
SSR not only addresses improving SSR but also lvefzge a culture of reading. My

resolution to integrate SSR and the creation otilfuie of reading in my planned

motivational lessons was referred to in the obsgrywhase of cycle 1. To this

purpose, | reiterated my request for a reading rée@hich had been unsuccessful in
cycle 1).

It was decided to initiate the motivational classeth the lower grades in order to
develop a body of reading learners from the lowadgs upwards because improving
reading, learning to read and creating a culturesafling are all long-term goals. |
developed a lesson to present to each class inwiiimthe teacher present. The

session would contain the following elements:
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» The singing donkey and the words of the song sdemers could read and
sing along. (This was devised as an ice-breakérn@rcreate the perception
that reading is fun).

* A ‘chat’ about the value of reading. This was kepbrt and was referred to
often during the lesson. (This was to developdhg term value of reading).

» A tactful discussion of differing cultural attitusléowards reading. (This was
to try and change attitudes towards reading).

* Real examples of my own children’s books with tlethiday and Christmas
inscriptions. (This demonstrated the value atteduo books by people - as
representatives of certain cultures - that givekisoas gifts. Learners were
fascinated by the realia, especially the dates amimnate personal
inscriptions).

* Telling the story and showing the pictures in of¢he humorous children’s
stories given as gifts (above). (This was to shywmeans of the text, the
fantasy, the humour and the illustrations that iread/as fun).

* Examples of fun books for young people. A greaietg of high-interest,
beautifully illustrated books on all levels to baade available in the reading
room. (This was to show the learners what waslabai to them, close at
hand).

* A ‘read-along’ with a CD and learners sharing boaksitaining the text.
(This was to help learners read easily and shaeading experiencef. read-
along in chapter 2).

» Friendly but firm discipline and an insistence oatual respect. (This was an
attempt to show that discipline is necessary dedmving fun).

* An invitation to the reading room at break for fumading of the books

available.

The practical application of this plan will be dissed in the acting phase of SSR.

Before this, | will consider the planning phaseCd].
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5.4.2.2 Planning phase of cycle 2: Content-bassgttuction

The phase of cycle 1 that reflected upon the implgation of CBI to improve
reading at Wag-'n-bietjie Secondary School conaluda a dismal note because Dr
van Wyk (who assisted in the demonstration of GBIJl | were unable to reach and
inspire the teachers to execute CBI, and both delpair when questionnaires
completed by the staff revealed that they couldheei define nor describe the
process. This, and indeed all the poor attendafcal CBI workshops, fed my
growing malaise with the level of teaching methodgl at the school and the

consequent need for retraining described in 5@oh¢lusions and results: cycle 1).

Accordingly, we pinned their hopes on the visit Bfof. Donna Brinton, an
internationally acclaimed expert on CBI, who agrézdive a talk and demonstration
to the teachers in April 2009. Dr. van Wyk prondigkat those who had attended the
lecture and demonstration would be awarded a wat of attendance which would
enrich their CVs (in accordance with the stated afrthe project to retrain and thus

empower the teachers).

Fortunately, it was possible to plan Prof. Brinnisit well in advance so that the
teachers could make arrangements to attend. i@ddr van Wyk and | were able
to prime the teachers and the SMT about how pgeitethey were to be able to attend

a demonstration and talk first hand from an acadehProf. Brinton’s stature.

However, before Prof. Brinton’s visit can be comesetl, the planning phase of

Readucatenust be reviewed.

5.4.2.3 Planning phase of cycleReaducate

It will be remembered that by the end of cycle gaBucate was running on empty:
the attendance of both teachers and learners \adeguate to maintain a successful
teaching dynamism. At the end of cycle 1 the SMiicunced their plan to redesign
the time table so that so that tReaducatgorogramme could run during school time

in 2009. This was the only hope of helping thigeithte learners.

In line with the sifting process established inleyt, the SMT and | resolved to test

all the incoming grade 8 learners so that the maalers could be separated from
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those who could read adequately. The new gradar@érs would be tested using the
same test that had been applied in 2008 and wha vased on the International
English Language Testing System (IELTS). (It w# recalled that the initial testing
had been too difficult with a test based on thenlees’ prescribed textbooks). Once
the learners had been sorted, the weakest wouddldmated to th&keaducatdrained
teachers. It was proposed that the remaining éesanvould be given journals to write
and that | would give the teaching staff a shdik #and suggestion on the theory and
practice of writing journalscf. chapter 3; 3.4.1).

With the planning phase of tiieaducatentervention in cycle 2 now complete, | will

proceed to describe my designs for creating a @uttfireading at the school.

5.4.2.4 Planning phase of cycle 2: Creating a celltdi reading

In cycle 1, | had started reading aloud to therlees - with an initial audience of one.
This swelled to a record of 50 but reached a consté at least 20 learners who
requested that the reading be done more frequehe of the problems of reading
in the library was that meetings were often heldréh With a reading room this
would be obviated and | felt that | could try andate a special place just for reading.
The idea of reading taking place in a ‘special’cplaadds to the value and status of
reading and also has practical implications: baaoks equipment can be stored there.
Because of the problem of theft at the school, & Wyk and | resolved to provide
lock-up cupboards for the reading room and sewatar classrooms and a security

door for the reading room, using some of the madwated by Raubex Construction.

| would like to reiterate that the creation of dtere of reading overlaps with the
desired outcomes of SSR, and appeal to the reddeisalocument to consider them
together. For example, the motivational lessoncrlesd in 5.4.2.1 above was
conceived to influence the learners’ behaviour BRSbut also serves to inspire
extensive reading and implicitly, should nurtureuture of reading. In addition |
would like to point out that the research questiqesncerning background
knowledge, the training of teachers, teachers’ laadhers’ attitude and motivation,
and the teachers’ involvement as co-researchexsglso dealt with here.
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| realised that the ultimate sustainability of teading room will be the litmus test of
the teachers’ commitment to their calling and @ithprior undertaking to generate a
culture of reading. Accordingly, | resolved to anporate this in my planning of how
to approach the teaching staff.

5.4.2.5 Planning phase of cycle 2: The teachini sta

Despite the sad state of the teachers that wasildesgan cycle 1, | recorded several
positive moves that have been documented in tegant sections above. These were
changes initiated to improve the efficacy of théeimentions, and pointed to the
desired change for the better that AR strives aftdoreover, any positive initiative
from the teaching body was in accordance with thted concept and aim of the role
of the teachers as colleagues and co-researchers.

My experience with one of the deputies was positve my growing perception that
| was, perhaps, judging the teachers by my owndsta@is prompted me to plan a
comprehensive questionnaire in which | hoped teamn:

» the teaching body's perceptions, understanding em@mitment to each
intervention since the inception of the researchdyti.e. how aware,
unswerving and engaged they are;

* what, where and when they had studied and how tékyabout continual
study in the teaching field,e. the value of their education, their level of
professionalism; whether they felt they neededaetxrining and their attitude
towards teaching;

* what they would be prepared to do for the readirgggamme in order to
make it sustainable;

* any suggestions they might have to improve thesptdjefore | left.

| planned to investigate my perceptions that estedf training was necessary, the
teacher’s level of dedication to the children esied to their care. | hoped that the
guestions would help point the way. Besides theseanted to consider what the

teachers really wanted me to do before the researoject was complete and |

withdrew from the school — a major concern being shstainability of a project that

had been running at the school for nearly threesyatthat stage.
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Prof. Peter Rosseel from Belgium, an authorityha field of educational change,
suggested a critical reflective plenary sessionhbll with the staff without the

presence of the head and the two deputies.afpendix II: 3.6). This was prompted
by the awareness of the low morale and deep di$setion at the school which was
ruining the chances of implementing the readingrirgntions and, in so doing, it was

hoped to gauge whether and how the teachers ceutelped.

The planning stage of cycle 2 now makes way forabing phase which will be

introduced in the paragraphs below.

5.4.3 Acting phase of cycle 2

Although acting involves the implementation of tk&ategic plan, it must be
remembered that the action should not be completatyrolled by plans: rather, the
action merely looks to the planning phase for @sonale — hence the advantage of
great flexibility in research afforded by the AR ttimedology. Heydenrych’s words
(2001:[10]) that, ‘Due to this flexibility, negotian and compromise may be
necessary. Change may be slow and build in srtegksboth encourage and warn

us.

The acting phase of Sustained Silent Reading wiltdnsidered first.

5.4.3.1 Acting phase of cycle 2: Sustained Silezsd®ng

As described at the end of cycle 1, it was decitiedhange the SSR period from
Fridays after break to before break on Thursdagaume the new time would be more
conducive to a serious attitude towards readinigis Was implemented in cycle 2 and
represents the AR ideal of an improvement over tend, as previously stated

involved the teachers as co-researchers.

In subsection 5.4.2.1 (the planning phase of sustiasilent reading), it was resolved
to present motivational sessions to excite thenkyat and teachers’ interest in
reading, starting with the grade 8 classes and mgosteadily upwards, grade by
grade. | made my presentations on Thursdays duhiagSSR period. Of great

consequence to the SSR programme was the purchasesast number of high-
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interest, well-illustrated children’s books of vary levels of difficulty and covering
the widest possible range of topics (as specifiethe discussion on SSR in chapter
2). These were to be made available to the lesuthering SSR and at break time in
the reading room, as were a few sets of ‘read-albogks with accompanying CDs.
(The new books and the ‘read-along’ books alsordmried to creating a culture of

reading). |incorporated these books into my national demonstration lesson.

With the allocation of a reading room that was msuéable than the large disused
woodwork room offered previously, | scored a hatkir At last it was possible to

knit the threads of motivational lessons, new baakd a reading room into a pattern
that benefitted both SSR and the creation of airulbf reading at the school. | could
use the room for storage of the books for SSR angrivate enjoyment, and intended

to use it as a reading haven for the learnerseatikowhere the stories could be read.

The progress of SSR is continued in the sectiothenobserving phase of cycle 2.
Meanwhile, the acting phases of CBegaducatgecreating a culture of reading and the

development of the teaching staff will be explomethis order.

5.4.3.2 Acting phase of cycle 2: Content-basedusibn
In the planning phase, Prof. Donna Brinton’s weis viewed as a last-ditch attempt

to breathe life into the enactment of CBI.

As author of several books and articles on GRlgppendix B: 3.5), Prof. Brinton is a
linguist of world renown, and a specialist in tihed of CBI. During a working visit

to the University of the Free State in April 2088¢ agreed to present a workshop to
the teachers at Wag-‘n-bietjie Secondary Schooknwo requested by Dr van Wyk.
This action had been planned towards the end o8 20@ the teachers invited to
participate. This action is in line with the sthi@ms of empowering and developing
the teaching staff described in chapter 1 and ¢isearch questions posed above in

this chapter.

Accordingly, two hours were allocated during whiRiof. Brinton explained CBI and
presented a simple demonstration of a basic CBdolesaugmented by many

alternative activities that could be used in thesa&r a similar lesson.
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Subsequent training sessions were scheduled factireg phase of CBI in the second
cycle. However, at the time of writing they had get been implemented because
my repeated requests for a date failed to beat. frbn addition, the questionnaires
completed by the teachers indicated that few wanteate training sessions.

Comment and analysis on the state of affairs wallrbade in the observing and

reflecting phases in which a final attempt to trtie teachers will be mooted.

Thus ends the acting phase of CBI and | proceedotwsider the same phase of

Readucate.

5.4.3.3 Acting phase of cycle Readucate
| was excited to have thReaducateclasses changed to a period during the school
day. After the sifting had been completed (by nseainthe established and validated

test,cf. the planning phase), the learners were divideongnthe trained teachers.

In the planning section, journaling was proposedmasctivity for the learners who
had not been allocated tReaducate. | explained the idea of journaling to the
teachers, as planned; and exercise books were bbogh the sponsor’s funds and
distributed to the teachers. In addition, | suggblihe teachers with a list of suggested

journaling topics and motivational techniques.

It was difficult for me to check on the progresstio¢ literacy classes because each
teacher taught his/ her class during a differenbpgeand the school is on a seven-day
rotating timetable, with periods varying in lengthd starting time from one week to

the next. | requested the times in vain. Aftanedime (and numerous requests for
information) had passed, Deputy A assured me Heatlasses were up and running.
Deputy B was requested to report on the progresadi class.

The acting phase &teaducateoncludes seemingly on a positive note. From vere

discuss the enactment of the creation of a cutitireading at the school.
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5.4.3.4 Acting phase of cycle 2: Creating a cultfreesading
The planning phase recorded my delight when, &t daseading room was allocated.

This was where | hoped to create a haven wherengaduld be nurtured.

During the planning phase (5.4.2.4), it was mermtbthat the creation of a culture of
reading should be considered in tangent with S@Rause of the huge overlap. This
is seen in the increase of the number of volunkeayners in the reading room after
successful demonstrations of the value of readurgqng the SSR perioctcf, 5.4.3.1).

In order to create a stimulating atmosphere ardigplay this room as the entrance to
a different world, the door of the reading room vpasnted red, the floor scrubbed
and polished, a carpet and table cloths from fserahd the room decorated with
movie posters, A.A. Milne characters (Winnie-thaRa@nd friends) and flowers. |

played music when the bell rang to invite learnets the reading room.

Without a doubt, this acting phase was an excipiag of the project and managed to
maintain its dynamism and vitality. | opened tkading room daily to learners who
came of their own accord. The activities in thediag room were varied each day. |
printed out Disney songs and made a songbook doattsing-along became an
exercise in reading too. Other activities computitiee read-along that had started in
cycle 1, read aloud (by the teacher) and silerdinggof a variety of magazinesa.
Knowledge National Geographic, Soccer, Rugby, Ideas, ldees), YHuisgenoot,
People, Your Family, Popular Mechanjand the high interest books that had been
bought for the project. It was hoped that som¢hefreading matter provided would
improve the learners’ general knowledge which thachers had identified as a
problem ¢f. chapter 1).

The teachers were invited to spend a few minutasrg the singing and the books,
and listening to stories. Few came. And so, thi@n appropriate lead into a

consideration of the teachers.

5.4.3.5 Acting phase of cycle 2: The teaching staff
In the acting phase of cycle 2 data were garnemethree ways: by means of the
critical reflective plenary, an exhaustive questi@ine and informal discussions with

the teachers. It is hoped that the data colleatdldexamine whether the staff has
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been fairly judged. These conclusions will be dssed in the observing phase and

suggest how to proceed (the ‘reflecting phase’).

During the critical reflective plenary meeting segted by Prof. Peter Rosseel
(mentioned in the planning phase), the teacherskeudoin groups to answer the
following questions:

1. What would you like to experience in your teachat Wag-'n-bietjie Secondary
School? (This refers to your calling as a teacheryour job satisfaction).

2. Would you like for the learners? (What is yoigian for them?)

3. What problems hinder you in achieving the above?

4. Will the reading programme be sustainable dfteave left? (This examines the

commitment)

Besides the critical reflective plenary, the teaghbody filled in an exhaustive
guestionnaire which probed their attitudes towaedgling, the interventions in place
and their commitment to them. It also investigat®eel teachers’ levels of education
and their attitude towards ongoing training. (THuestionnaire and a summary of the
answers are available in appendix 1V:5). Complemamnto the questionnaires, |
sought out certain teachers in order to discussensadrising from the questionnaires
and to try to drive the commitment to sustainapibf the project by one-on-one

contact.

The results of the data gathered will be discussele following subsection, that of
the observing phase of cycle 2.

5.4.4 Observing phase of cycle 2

The phase of observation essentially concerns exagiithe effects of critically
informed action. Because | will never be ablentapate all the pitfalls imposed by
the ‘real-life’ setting that is fundamental to Aéyservation should be done with great
circumspection, great vigilance and as meticuloualy possible.  Thorough
observation informs the reflection in the final paand it is here that the hoped-for
change that is the purpose of AR will be contengolat Accordingly, the

interventions of this project will be observed @ta time.
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5.4.4.1 Observing phase of cycle 2: Sustained SReading

The change of time for SSR from Fridays after breaKkhursdays before break was
successful. Learners’ punctuality improved arsk#gmed that their concentration was
better too. This was indeed a change for the battd an example of the positive

cooperation of the SMT with the researcher as aglies.

The motivational lessons described above were meise well-received by both

learners and teachers, several of whom express@dgbpreciation, astonishment and
delight. The learners were remarkable in theirnkess to handle the books and
thoroughly enjoyed the ‘read-along’ — sitting itesice and even pointing to the text.
However, occasionally teachers seemed uncooperativelisinterested — one teacher

had earphones in his ears.

| found moving from classroom to classroom with kgaof books and paraphernalia
hard work, especially when teachers were absent cdaskses had been moved
unexpectedly. | noted that, while | would likepgepare a box of 40 of the new books
for each SSR class each week, counting these bmgkand in could not really be
done by one person alone. In addition, the numbédroxes being collected and by
whom has to be controlled. | often brought a fi¢o help but this is not a long-term
solution - and in fact | organised the books alonBecause theft is rife, it is
imperative that the books be counted and the teacral learners held accountable.
For this reason, strong cupboards that lock westalled in some of the classrooms.
It was hoped to install these in all classroomsdmeggelock-up facilities; but with so
little buy-in from the teachers in terms of lookiafjer the resources, Dr van Wyk and
| started hesitating and baulked at the expensetheecame clear that the teachers

were not committed to fetching books and acceptsgonsibility for them.

In terms of the SSR intervention, the teachersitp@scomments far outweighed the

negative ones. The question, ‘Describe the pregoes SSR since the beginning’
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elicited the following responses (the numbers exckets indicate how many teachers

made similar comments. They are quoted verbatim):

Positive observations.
* SSR:helps learners to read in silence (2);
* The learners concentration has increased (4);
» Learners more restful they have learned the valueaaling (4);
» It is valuable to the learners; progress is patiemiearners obviously enjoy it
4);
* The learners do show interest in reading/ enjoyr{@nt
» Disciplined reading, material not textbooks any en(®);
* At first SSR was difficult to implement due to lears; not being used to
reading (5);
e Progress is visible (5).
Other comments:
* It improved my own reading and writing;
» Little progress;
* The teachers must still get into the same routirtediscipline;

* Noreply (2).

The following question overlaps with the previouepbut was conceived in this way
in order to probe and stimulate reflection in theachers’ responses to the
guestionnaire. ‘Describe any change in behavioom fave noticed since the
inception of SSR’:

Positive responses (these have been quoted vejbatim
* At first they couldn’t make sense of the period atrdiggled to settle. Now

they settle down quickly and easily the moment tbpgn up their reading
materials (4);

* Learning behaviour has improved; more challengebcamious;

* Now they can read in silence and spelling is imprgy

» Learners feel free to share their thoughts;

» Eagertoread (7);

» Their behaviour has changed a lot because durieig tlee period you see

them with magazines and newspapers, reading;
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* Moved from reading pictures to text (2);

* They are beginning to become inquisitive, discigdirand enjoy reading;

* Bring their own books;

* More excitement and interest in reading by sommb&za. They are starting to
value books more, but there is lots of work to baal

* They have started feeling more comfortable, coma&nimore and their work
has improved.

» Learners are keen to get newspapers or any maaedahre not shy to ask.

Negative replies
* No answer (5);
 Can't say;

* No significant change.

As reported at the end of cycle 1, there is eviddaoncsupport the notion that SSR is
making a difference. | conclude on a positive rm#éore moving to my observation
of CBI: | read success in many sunny smiles anddsvof welcome when | arrive at

school and the learners’ applause and cheering Wieliver boxes of books.

5.4.4.2 Observing phase of cycle 2: Content-basstduiction

The teachers seemed to enjoy the lecture and lgsssented by Prof. Brinton.
Many attended, yet there were many absent from pghestigious event with no

proffered excuses (despite having been alerteloetalate the previous term).

The teachers participated in Prof. Brinton’s deni@ti®n with enthusiasm but with

certain silliness (perhaps their jokes about whebas could be eaten indicated a
lack of self-confidence). It was difficult to ddei whether this was a reflection of
their attitudes or not. My impression was that tis@chers were not serious enough

during this session.

In cycle 1, | had interviewed the teachers to dstalwhat they understood by CBI
after the training sessions that had been presentld interviews revealed that few
had any understanding of what CBI was about. blvesl to follow up Prof.

Brinton’s lesson and demonstration with a questnenin order to establish whether
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there had been any growth in the teachers’ undetstg. The questionnaire would

also ask about the implementation of CBI in thehess’ classes.

The questionnaire brought the following informattoriight:

* Only two answers indicated an understanding of v@i entails. (Only 25
out of the 33 respondents answered the question)

* Twenty-two (out of 33 respondents) did not ansvier questions about Dr
Brinton’s lecture. (Nine answers were enthusiadivo negative and one
‘knew it all’).

» Eight teachers stated that they would like more @Bining; 11 said they
would not; 12 did not answer and two were undecided

» Two teachers were prepared to give a demonstraG@i lesson for
constructive criticism (18 said no; 12 gave no arsvand one was not yet
confident enough).

 Two would be prepared to organise such a demoiwstraiNo answers: 11;

no reply: 20.

Based on these data, | conclude that CBI has net las successful as had been
anticipated. Discussion of CBI will be resumedidgrthe reflecting phase of CBI.
In the meantime, | will document my observationsh&fReaducatelasses.

5.4.4.3 Observing phase of cycleRzaducate

Having been assured that the classes were up amihg, | nevertheless requested
that the deputy collect progress reports and cornsrmamtheir experience of the new
Readucat¢ime slot. On the appointed date, only four reparére forthcoming. The
most devastating account was the headmaster’s tyeptich has been copied

verbatim below:
Progress Report:

1. Progress is slow because there are more learnavscauh read, but

needs (sic) encouragement.

2. Sifting is a painstaking process.
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3. Those who cannot read will then after the siftirgg the necessary

attention.

4. Reading: The idea was that they read and then their conepisen
tested. Those without comprehension and those whose alphahe

locked away will then be tended to.
5. The rest of the group will be re-integrated in ltingger reading group.
(The use of bold is in the original report)

This report reveals that the principal is unawéa the learners have already been
sifted by an IELTS-validated test. Those in thiagpal’s group had all achieved less
than nine out of fifteen in a comprehension testgoade 4 level df. chapter 1
described how the first test based on the gradeeScpbed books in cycle 1 was
found to be too difficult and the IELTS-validatexbt was devised). The test had been
discussed at a meeting with the staff at whichphecipal and Prof. Greyling were
present and during which the principal questioriedvalidity. There is no need for
him to re-integrate any learner into ‘the biggeadiag group’. In other words, the
learners in the principal’Readucategroup have already been sifted by the time the
principal has been allocated the learners and theipal has not taught a single
lesson between the testing in January 2009 anch@ 2009, the date of his report.
Moreover, the principal willingly underweReaducatéraining having acceded to the
moral implications of accepting training of R525D.Per trainee which had been

impressed upon all trainees, following problem#imfirst training session.

Common to several reports from otlHReaducateeachers was the observation that
the changed time was a great improvement on thea-extiral time-slot. They
reported that the attendance had been much blestiebefore.

My inquiries into the use of the journals that Hmekn provided to the learners not
attendingReaducatevere futile. It was impossible to say whetherjthenaling was
being applied as a language technique at all. fBaehers’ final questionnaire

revealed that some teachers said the learnersdwany this period but | wonder

140



what they read as the boxes of books are locked thpe reading room. In the final

guestionnaire, only one teacher mentioned thaletdmaers wrote journals.

Another example of the lack of dedication and dssive attitude towards the
programme is seen in the following report, quotedoatim (the teachers had been
requested to write a report to indicate problemakensuggestions and comment on

the progress):

Report onReaducateClasses

| completed book 1.
Busy with book 2.

Book 1 covers the alphabet. This implies that sixamonth period, the teacher has
covered little more than the ABC.

In their final questionnaire, the teachers percsstiof the programme were vague
and non-committal. They have been summarised peragix 1V:5. Many teachers
felt it was more suitable for use in primary sclspgketReaducatdas proved itself as

successfully addressing adult illiteracy tob Chapter 3; also appendix IlI).

Fortunately, in this account of the project thduia of Readucates counterbalanced
by the success of the reading room.

5.4.4.4 Observing phase of cycle 2: Creating aucailbf reading

It has been mentioned that the implementation efattions planned for SSR was
integrated with those of the aim to create a cealtof reading at the school. The
success of the inspirational lessons was evidethanncreased number of learners
who came to the reading room voluntarily at breadet The learners who came were
respectful and responsive and very keen to reabbeoread to. The books and
magazines were well cared for and, unlike the ottlassrooms at school (at my
insistence), there was no litter in the readingnatespite learners’ eating their school

lunches there during break. It has been an immplesesure to interact with them.
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Admittedly, the 25 to 40 learners who attended,sgidvoluntarily and were not likely
to be the ‘difficult’ children at school, and thekesponse to gentle chiding when

necessary was always positive: no disciplinary f@mls were encountered.

In April 2009, a reading room was incorporated itite reading project as a base for
reading, and as an instrument for the creationaflare of reading at the school. To
my mind, the greatest problem would be sustairtgbiliCorrespondingly, Dr van

Wyk and | placed this matter on the agenda of stvaeetings (10 March 2009, 2
June 2009, 18 August 2009), with the particulauesq that the SMT should prepare
a presentation of sustainability for the meeting2atune. A reminder was e-mailed to
the school two weeks in advance. No plan was ¢ortling. The request was
repeated before the meeting with the SMT on 18 Aug@009 but no plan had been

prepared.

In my AR journal, | recorded the astonishment, epanic of the SMT when they
realised that my time at the school was running ddhe of the deputies mentioned
that one of the teachers was prepared to take elwdrthe project, but | struggled to
set up a meeting with her. In the meanwhile, piacame forward and in fact took
over the reading room a few days a week. Howewar,occasion the mother
cancelled at the last minute which slowed the mdorarof the reading intervention.

| observed that the numbers of readers in the mgagiom dwindled when it was not
open daily. In order for this intervention to bh#&ceessful | hoped that the teachers
could be persuaded to do this voluntary work. THust leads the discussion neatly
into the next subheading which concerns the bodgaxthers.

5.4.4.5 Observing phase of cycle 2: The teachiaff st

Thus far, the teachers have appeared to be medraostpes of teachers in
underperforming schools in South Africa: uncomnadiftell-disciplined, lazy and
absent without reasomf( South African Principals’ Association ConfereriJune
2009 and DBSA education roadmap, 2008). In chaptef. 4.4.2 Triangulation and
validation) Leedy and Ormrod (2005:100) list ‘Exd¢ere time in the field’as a
criterion which would to lend validity to AR andauisibility to the results. | have
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spent three years at Wag-'n-bietjie Secondary Schad observe that all of the
problems identified in the pilot investigation (thaere validated by the School
Indaba) still exist. They were recorded in theicai reflective plenary session with
the teachers on 22 July 2009. Furthermore, theh&za replies to the final

guestionnaire were a well of information. The daling deductions were based on

these documents and supported by my observations.

During cycle 2 the social dynamics amongst thehieacbody seemed to modulate
and became difficult to grasp. Although in gendled teachers were friendly and
open to discussion, | documented my puzzlement thighfactionalism amongst the
staff in my journal, and was careful not to probesrtly or become involved in

gossip. The teachers’ hostility towards the dephy tried to take up the reins of the
failed leadership was patent. One teacher recduinée defiance of the deputy’'s
authority with pride; another commented in the toesaire that she was being
‘spied’ on. One teacher made the comment thag THezism on the staff has reached
boiling point’. This refers to the coloured teadi®stensible resentment of the black
children and teachers. Moreover, having annoufgedmminent resignation, the

principal’s presence waned. Despite this, a matlyifostile attitude was perceived
which spilled over into antagonism and even rudeifi@sn teachers on occasion: one
teacher bluntly refused to complete the questioenanother closed his eyes and
slept during the critical reflective staff plenameeting, with an earpiece in his ear.
This period of flux, with its lack of leadershipdasommunication, was summarised
in my AR journal in Yeats’s (1972: 210) words: “higs fall apart; the centre cannot
hold’. This underlines the need for a strong cdnigadership, to bind the school

together.

The indication in March 2009 that | would be coniplg my project and my
consequent request for a plan for sustainabiliguaed incredulity, if not shock,
amongst the teachers and the SMT. No suggestionssdstainability were
forthcoming initially. As described above, the ahvement of a parent was mooted,
followed up and came to fruition with a mother openthe reading room up to three
times a week. After a few weeks, | managed to egath few volunteers and

143



demonstrate to them that the reading room was aspite (requiring a minimum of
effort), rather than a burden. At last things seeérto be happening, a shift which

augurs well for the school should it come undesrgjrieadership in 2010.

One more observation was that many of the teaclaasiers to the questionnaires
were certainly questionable: many claimed to haseduthe overhead projectors
(OHP) (that were still in boxes); their initial cphaint of having ‘very big classes of
45 — 50 learners’ did not agree with my tally chsdes ranging between 22 and 45
learners, with an average size of 34. By way aohgarison with a well-functioning
school, according to Mr Cassar, the class sizeuatcé High School is about 30 — 36

learners.

During this research project | expressed concesedan my observations at the
school, about the level of the staff's qualificasoand whether they were up to date.
The questionnaire revealed that the teachers wamerglly well qualified, and that
many were still studying. This leaves little exeu®r poor performance. The
teachers’ lethargy and apathy seems clear frorntimber of questions that they
were not prepared to answer. This observatiom ibne with the following facts
which appeared in the DBSA roadmap (2008:26) wisafuoted below:
» 386,000 teachers, with most trained pre-1994
* Post-1996, voluntary severance packages led to iilgd teachers leaving
the profession
* Subject knowledge problem is more serious issue timaer-qualifications
* Some teachers may be encouraging pupils to takeri@vel (easier to teach)
subjects

» Effective teacher development is critical

The observation phase of the AR cycle appearsivehatstraightforward: | have

immersed myself in the ‘real-life situation’ beistudied over a long period of time
and hope that | have gained a profound understgrafia unique situation by means
of the immersion, perhaps more deeply than coulddtained from the face value of

the items on my questionnaire items. However, myolvement has been an
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investment of time, energy, and self which couldgast an element of subjective
colouring. Despite this, | hope that the lengthimie in the field and the triangulation
of my data with that from the teachers themselved faom outside — the alumni -

contribute to the credibility and validation of tresults.

5.4.5 Reflecting phase of cycle 2

In this phase | reflect on the success of the wetgiions that have been implemented,
based on the observations on how the action anehrmas processes have gone
(‘making sense of evidence’ (Heydenrych, 2001[11Heydenrych explains that the
reflection ‘takes account of the variety of perdpes possible in the social situation
and comprehends the issues and circumstances wmdehn they arise’. He also
reminds us how reflection leads to the identificatof a new problem or problems
which prompt a new AR cycle (2001[11]).

5.4.5.1 Reflecting phase of cycle 2: Sustainedh&Reading

As noted briefly during the observing phase (51.,4he change of time slot for SSR
has not only been an improvement but also an exaofghe positive cooperation of
the SMT with the researcher as colleagues. Thiatisaship where positive
suggestions are freely forthcoming and are discuasd implemented by colleagues
without obstruction lies at the heart of the ARadldgy. In my personal AR journal, |

recorded my cautious optimism that this was a sighfo a smoother way ahead.

It has been mentioned that the actions plannedSf8R were integrated with the
creation of a culture of reading at the schoole $§hccess of the inspirational lessons

was evident in:

» the increased number of learners who came to tuoling room voluntarily at

break time;

* learners approaching me to reserve the a bookefading during SSR the

following week;

» ateacher’s account of her overhearing two boysiaggabout a fact that one

maintained to have read in one of the new books;
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» children’s requests that the reading room be often school

» learners asking to come to the reading room to wde&h a teacher was absent
and they were left alone.

It is important to note that all of these pointaahange in behaviour that has been

effected at Wag-‘n-bietjie Secondary School.

| recorded my delight in my AR journal that | had,least, touched these lives. In
consultation with Dr van Wyk and me, Prof. Rosqeélappendix II: 3.6) endorsed
this, and insisted that this reading experiencetbached the learners’ lives and could

never be taken from them.

The most pressing problem threatening the sucdefsfictioning of SSR is the
distribution of the new books that are in the regdioom. The books have to be
counted before the SSR period and again when tlesbare returned - and the
teachers and learners held accountable. Thisgmoblas epitomised when a teacher
left for home unexpectedly during an SSR periodyileg the books with the learners.
| waited in vain for the books to be returned apdrg 40 minutes tracing them. It is
unclear how this system will ever become sustamalbl there is so little
accountability amongst the teachers. A few isdlateidents of the non-return of
books have been noticed. In cycle 1 the magaziakscted by Dr van Wyk and me
had all been stolen. This was recounted by thehta with a shrug and request to

‘please bring us more’.

| am pleased to report that the mother who canteelp with the reading room was a
dedicated and responsible person. In practicemasite cancellations destroyed the
momentum of daily reading and it is clear from the out that (humbers of readers
fall after an unexpected cancellation of readingrabk) that a backup system with a
teacher in charge has to be in place - as the ngadtervention can hardly be

imposed solely upon a parent from outside. | otftn the possibility of forming a

committee of learners which would become activéhm next cycle as a support to

teachers helping in the reading room and which @alive the reading room project
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from the bottom up. (I would like to reiterate tlegcle 3 is hypothetical in terms of
this dissertation but that | hope to help exteredgioject forward in 2010).

Of all the reading interventions at Wag-'n-bietdecondary School, SSR is the most
successful and, as described in 5.4.7 (Conclusaoaisresults: cycle 1), it is hoped
that SSR has contributed to the improved matricnatesults in 2008.

Having reflected on the value of SSR in this prjéavill deliberate on the situation

of CBI at Wag-'n-bietjie Secondary School.

5.4.5.2 Reflecting phase of cycle 2: Content-bassiuction

In cycle 1 the teachers’ answers to a questionnathieated that they did not really

know what CBI really was, despite several sessi@wsng been presented/ arranged
by Dr van Wyk. The questionnaire answered durreggsdecond AR cycle, subsequent
to Prof. Brinton’s visit, revealed the same. Irdi#éidn, in the second questionnaire

disclosed that the teachers were not interestadyrmore CBI training.

It was wonderful that the consultation with Probd9Reel provided at ray of hops. (
appendix II: 3.6). He suggested that my approaa$ wo scholarly, and that | should
move away from a purely academic approach in fawdutelling the teachers to
perform a few basic operations in each class teagh, for example, they should
teach vocabularyand sentence construction. It was decided ast @it effort, to
have a final meeting with the teachers and suggesnharrower approach, if nothing

else.

It seems that CBI has not proved to be very subdeissthis project. The discussion

moves to the reflections ddeaducatevhich has been as difficult to launch.
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5.4.5.3 Reflecting phase of cycleReaducate

| am horrified at the implications of the headmésteeport on hilReaducatelasses,
and indeed the lack of reports from the other &diteachers. The principal’s report
revealed finally what had long been suspected: &= ik ignorant about what is
happening in his school. He does not know thatdamers are being sifted by means
of the reading test and presented to the schoaltasl for testing each grade 8 class
entering the school so that immediate attentionbsagiven to the failures by means
of Readucate

Dr van Wyk and | spent several weeks doing cas#iestiof the worst failures in order
to try to explain where and why the reading proldenginated. | decided to teach a
few of the weakest of these exRaaducatelasses during the SSR period, starting at
the beginning of September. It became clear floarfitst lesson that the learnérad
never heard of the vowels presented in the firstédaaccording to théReaducate
methodology. And yet, according to them, they badn attending classes. It was
patent that, between their sifting tests in Jan@&g9, until September 2009, nothing
had been taught to them. This state of affairs sasning. How could the teachers
involved accept training and empowerment at great and then fail to do anything
about learners in their care whose future is comged because of their inability to

read?

While the cheerless description above signs anl$ skeaReaducatantervention in
terms of this dissertation where only two AR cyclesve been described, the truth
that AR moves in a dynamic upwards spiral mustdya kn mind. Accordingly, | am
pleased to recount a new thrust that falls beybedstope of the two cycles described
here - but which (I hope) will give tHeeaducatesaga a positive spin. This rainbow

of hope is described below.

The aim of eReaducateefresher course had been on the agenda of medtetgeen

Dr van Wyk, the SMT and me several times, to ndlavauring this period, contact
with Mrs Edna Freinkel aReaducateindicated her enthusiasm to arrange such a
course. In desperation, | requested Mrs Freinkatact the school directly since |
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could not obtain a suitable date from the SMT. HAgteat tenacity, Mrs Freinkel
contacted the school and was granted time at W4dmetjie Secondary School. She
addressed the teachers on 14 October 2009. It had allowed for a third AR
cycle, this new impetus would have been the starpoint for the Readucate

intervention in the new cycle.

What follows moves from the poor picture descriladabve to the most successful
aspects of the project, alongside SSR: creatingtare of reading.

5.4.5.4 Reflecting phase of cycle 2: Creating aucalof reading

In cycle 1, it was observed that when | first expented with the idea of reading
aloud to the learners at break, the teachers shakédownership of the reading and

each take his/ her turn to read.

However, with the increase in numbers of learndtending the reading, and
following numerous requests to read more ofteealised how important the reading
was to the children. Consequently, | feared thatrhomentum gained would be lost
if teachers did not arrive or if the reading wagnthusiastically performed: | felt that
the reading had to be done regularly and rigorouslgrder to build enthusiasm to
drive a momentum; and that a culture of readinglccanly be grown if this

momentum were maintained. In addition, in neitiherfirst cycle nor the second did
any teacher come forward with an offer of help witlading, despite invitations to
attend and participate in the readings — and sept kip the running of the reading

room herself.

The reading room has become an astounding suggsskwas aware that | should
not be running it because my brief was to engagje and empower the teachers - and
not to interact with the learners. The failuretlod teachers to engage in the project
propelled me to connect with the learners — fordtw otherwise would mean

abandoning a successful intervention.
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At this point | return to my awareness that | midgg® expecting action from the
teachers that they are unable to give.terms of reading, the Mpumalanga MEC for
Education, Mathulare Coleman, pronounced th@he‘ problem is that even our
teachers don't read because they did not get aratoln that adequately prepared
them to teach and develop reading skills’ (Mokgaka2008:[1]). How can such
teachers be expected to motivate learners to rédd® final questionnaire answered
by the teachers is very revealing: although mogtlipaservice to the value of reading
in their own lives, many replied vaguely and mangweers reflected shallowness in
educated adults’ reading tastes. A (black) teaslvemment cited in cycle 1, that the
black people have no culture of reading is recaflece. (€ 5.3.6.1). In addition, a
(coloured) teacher’s words that ‘teachers themsetienot value reading’ have been
qguoted. In other words, there are three diver$eremces to the lack of reading
amongst the teachers. Indeed, most teachers ptufigpepopular magazines. A

summary of the teachers’ answers to the questi@utalvhat they enjoy reading,

follows:
* Noreply: 4
* Nothing: 1

* Magazines: 10

* ‘Everything’ (sic): 4

* Magazines and books: 8
* Books: 3

e Other: 1

The magazines and newspapers cited were also fisiglein content You
HuisgenootSarig Men’s Health, Daily Sun, Volksblad)

Upon reflection, | admit that the reading room pobjdeveloped rather quickly
without interaction and consultation with the statih other words, | behaved in a
unilateral manner that is inconsistent with AR noeiblogy. However, my concern
for the learners’ manifest hunger for reading cveer my concerns for correct AR

procedure as the teachers had never volunteereghtbto the learners when | was
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piloying reading aloud in cyclel. | was aware ehlving in a one-sided way at the
time but the experiment had almost launched iigsethat it had been driven by the
learners’ request for more reading. Seen fromghirspective, the reading room is in
line with AR methodology which strives for improvent over time, with the

progress based on observation and reflection onstiveess (or otherwise) of an
action. Moreover, | felt that, if the reading rodmad to be abandoned after six
months due to the unwillingness of the teachertake over, the learners would at
least have had six months’ exposure to books wvighdnly cost being to me — in
terms of my effort to set up the reading room, Istb@nd open it every break time.
The reading experience that the learners gaindrrélading room touches their lives

and can never be undone.

At the time of writing, the omens are good: a dathd parent assists a few times a
week and, apparently, the staff has volunteeredeip the project going and |
established a committee of learners. This woulthbesetting for the planning phase
of AR cycle 3, which is beyond the scope of thissdrtation: however, given the
ethical considerations (discussed in chapter 4oatalv) and that the project has been
running in a ‘real life setting’, | feel compelléd continue playing a peripheral role at
Wag-‘n-bietjie Secondary School, should the newngpal (as yet unannounced)
condone this and | be welcome.

| reflect that the ontological assumptions deliedat chapter 4 are a pertinent here:
the practical issues of improving reading havedadrfused with moral values. In a
spirit of commitment to the school and because géruine desire for progress in an
admittedly difficult setting, | cannot walk off, gBertation in hand, having used the
school as the means to an end. The teachers’ sepu however sluggish and
tentative — towards taking over the reading roomguawvell for the project. |, once

having officially completed my task, would like keep inspiring them to continue the

project.

The final act of reflecting concerns the teachitagffs Since the beginning of this
chapter, the topic of the teachers has been dadit umder all the subheadings
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describing the interventions because | have thoggbd to do so, allowing a separate
discussion of the teachers each time because rtieiris seminal to the long-term
success of the project. Obviously this approacthéodiscussion results in a certain
amount of overlap and repetition - but this is it@we in such a tightly knit and

dense exposition.

5.4.4.5 Reflecting phase of cycle 2: The teachtaf s

The planning phase described that the criticakotifte staff plenary session intended
to examine the root causes of the low staff moeald patent unhappiness. In so
doing, it was hoped to gauge whether and how taehtrs could be helped. The
discussion of attitude and motivation in chaptem@icates that attitudes can be
changed, albeit with great difficulty. The chaptdso considered the value of
intrinsic motivation. While job satisfaction is hthe same as motivation, the two
concepts are clearly linked. Indeed, in the walikn Maslow’s hierarchy of needs
theory (1943:370), the need for self-actualizat®othe final need that manifests when

the lower level needs have been satisfied.

It is clear that few teachers experience any jay fafilment in their teaching. This
is attested to by their outspoken complaints abweit lack of fulfilment, their threats
of leaving, the absence of discipline, and of #eklleadership attested to, amongst
many other complaints, at the meeting on 22 Jul@92@f. appendix II). It is
significant to reflect that nothing has changedcsithe initial interviews on 21
November 2006 and that the same gripes were meatiam the School Indaba
conducted by the alumni in January 2008. In adidjtthe general laxness cannot
possibly be conducive to job satisfaction. Thestjoes of the staff plenary session
quizzed the teachers about what they wanted froair flobs. The discrepancy
between what they want and what they get is adyaijob satisfaction. In addition,
their relationship with their principal is at fauthis is an important aspect of their job
satisfaction and throughout this study the dateehavealed dissatisfaction with the

management of the school.
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Heydenrych (2001:[9]) is eloquent in his referetméhe personal consequences of a

situation such as this. Referring to the workplasdahe site where most of our lives

are spent, he develops the following line of thdugh

... the workplace experience can have a tremendopsdnon the rest of
people’s lives. If a participatory society is pbss, it must be instituted at
work, for the workplace is the most political of ateas. The current situation
is such that human efficacy can develop more oeitdiee workplace than
inside. In general most staff members have given their input does not
seem to make a difference and they fall into ainaous state of apathetic
indolence and emptiness. These people have hibiity towards self-

actualisation, which is important for re-establghiprofessional practice.
People will have to learn to be of worth to themesl by identifying and

taking up their professional ideals. ... [P]eople éndw move from learned

helplessness to empowered actors.

In other words, despite all problems, the teacharge a choice. My reflections on

these powerful words remind me that, despite difficircumstances, there is no need

for competent people to act incompetently. If teachers could develop a high

internal locus of control, they would believe tlatents result primarily from their

own behaviour and actions. The responses to laéduestionnaire underline this:

The teachers requested new apparatus and thenotlidsa it when it was
provided. In the final questionnaire several répedheir request for OHPs
and other apparatus to help them — and the OHPsbbked delivered and
handed over at least a year previously.

The teachers whinge constantly about their workloae, do little extramural
work and yet Mr Paul Cassar, headmaster of Eunigh Bchool (the most
highly rated school in the province) recounts thath teacher is responsible
for three hours’ extra-mural activities a week.

The results of the questions that probed their &filorgal status indicate that
many are highly qualified. (My doubt about thettueational level was
discussed previously, and has thus proved unfoynded

Many were unaware of what was happening in theimggatogramme, despite

its relatively high profile, and constant request domment and involvement.
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Their complaint that their teaching is hinderedl&sgrners’ poor reading has
become a refrain. WitReaducateén place, this refrain loses credibility.

* Their answers revealed several teachers werergkittie truth: many claimed
to have used the OHPs provided by the sponsor Wkaow that two out of
the three are still in boxes (and the one thatbees unpacked is the one |
opened for use in the reading room).

These factors being so, the teachers are forgeigdlwn unhappiness.

Yet 23 teachers do not have sufficient textbookddaching — a situation dire enough
to depress any teacher in any school, let alongromich illiterate learners struggle
to copy their work from the board. (Seven teachesge sufficient textbooks for
teaching; three did not reply). When Dr van Wyld drrealised the scope of this
problem and suggested fundraising for books, thecimal announced that head
bought chairsfor the staffroomwith the last monies raised in this manner. This
suggested plan of action was not discussed. #nbibhaviour, | perceive the ‘learned

helplessness’ quoted above. The same conduciei®frthe examples listed below.

It was mentioned in the reflecting phase of cyctédt Dr van Wyk and | had offered
a mentor the SMT to assist with the school manageme&his offer was refused as
were other offers of help:

» | offered to coach ten willing borderline matricata using CBI in order to get
them through their final examinations, thus impngvthe matriculation pass
rate.

» Mrs Edna Freinkel's desperate desire to do a reérdReaducatecourse and
motivational talk had been on the agenda for maoyths. (Mrs Freinkel
visited the school on 14 October 2009 after sherebtiated with the SMT
directly and insisted on a date).

* When it became clear how many classes were witleatibooks, Dr van Wyk
requested a list of books for grade 8 before tme Jwlidays so that she could
buy them — at the time of writing this dissertati@t the end of October,
nothing has been forthcoming.
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At the beginning of the third quarter it seemed the principal would be retiring at
the end of the year. At a meeting between the SMTyan Wyk and | on 18 August
2009, the principal voiced his displeasure withvan Wyk and me in angry tones
because, he maintained, we had consulted him dmend?rof. Brinton's visit nor that
of the local newspaper (which resulted in a newspapticle and photographs being
taken). When it was pointed out that these mattadsnot only been minuted but had

been on the agenda, he apologised and left.

After this incident, | perceived a change in thealyics at school with the principal
distant and the deputies more committed and respons Perhaps this is the
beginning of new impetus which will result in greatstaff commitment in the

hypothetical ‘cycle 3'.

There is no doubt that the interventions have ahéke world of the teachers. Within
the last few days about eight volunteers have ptedehemselves as volunteers for
the reading room and | have sent magazines tet#fgoom so that the teachers can

have their own ‘library’.

All the interventions have been fully discussed aw the following section
concludes this chapter with a quest for wisdom dr&wm what has been described

above.

5.4.6 Conclusions and results: cycle 2

As in cycle 1, the progress of cycle 2 has follovied phases of AR depicted in
Figure 1. This has enabled me to describe the Bd®g¢s as meticulously as possible.
The disadvantage of adhering to the schematic septation precisely is that the
written report becomes fragmented and rather nghien, in reality, the phases and
actions overlap, merge and do not always procedteagame pace and the end of one
AR cycle flows into the beginning of the next. Hdugh this dissertation covers two
AR cycles only, AR should be an ongoing advancer dvee. Consequently, the
observing and reflecting phases of this, the secyobk, propel the project towards a
hypothetical third cycle. As a matter of fact,m@dor ‘cycle 3’ are in place and will

be indicated as the thrust for 2010 in the discusbelow.

155



In the conclusion to cycle 1, despite my gloonedarded several positive movies
the launch of cycle 2 (the new timeslots for SSR &whducatethe allocation of a
reading room).Both Sustained Silent Reading and the creationcofitare of reading

in the school have been most successful are thesuosessful aspects of the project.
In terms of the success of the SSR interventiomesponse to the questionnaire, the
teachers’ positive comments far outweighed the tnaganes ¢f. 5.4.4.1). My
motivational lessons seem to have vyielded fruit #mel teachers reported greater

concentration and interest in reading.

| have established by means of the questionnaaetttere is no real reading ethic
amongst the teachersf.(5.4.5.4). In other words, it is not completedyr fto expect
non-readers to impart their enthusiasm for readinthe learners. My decision to
intervene and offer my motivational lessons wasstlmorrect. Based on the
experience, observation and reflections on thetgevientions, | have considered and
started to implement new initiatives which wouldnfothe planning phase of a third
cycle. These initiatives are intended to providstainability of the reading room and
try to encourage the teachers to read. Despitanmyinent withdrawal from the
school, these ideas have been mooted and accepted:

* | have collected magazines and books for a stiaffaty’.

* A meeting has been held with volunteer teachersake over the reading
room. | demonstrated that the reading room doésnmolve any work; that
it is pleasant ‘work’ and that the teachers wilt have to perform this duty
very often.

* A committee of learners has been set up to mothreading room and to
‘drive’ the teachers. In other words, the leasnesin approach the willing
teachers for supervision in the reading room.

* Based on suggestions made in the teachers’ queatren | have requested
that the library be reopened.

* | have requested that the SMT and heads of depatsm@&OD) should
attend the last meeting with the SMT scheduledHerend of October. With
hindsight | think that the HODs should have beemived in these meeting
from the beginning of the project from the stard éime constant requests that
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were agreed to and then not acted upon might haga more successfully

carried through.

Content-based instruction has been marred by distt@hdance of the workshops
and demonstrations. Questionnaires in cycle laledethat the teachers had no idea
of what CBI was; and the questionnaire in cyclé&dgd a similar result despite the
lecture and demonstration from Prof. Donna BrintdProf. Rosseel suggested that
this intervention should have been offered in @& lasademic manner and that the
instructions to the teachers should have beenddniv precise brief directions, e.g.
teach all new vocabulary, define all new conceptake the learners read a short

paragraph and rephrase the content.

The progress oReaducatavas slow in cycle 1 and has continued slowly inley:
Mrs Edna Freinkel, a founder and truste®keaducateame to visit the school on her
own initiative after my negotiation with the schdalled and attempted Readucate
refresher course and a motivational talk to thehees. This would form the thrust
for a new AR cycle as discussed earlier. Unfortelya despite Mrs Freinkel’s
sincerity and gentle, inspirational manner, she mas with boredom, hostility from
the group of teachers and defiance from one teagherwas rude and challenging. |
am reluctantly forced to admit defeat with therhigy training.

The bad attitude of the teachers has been mentiosiede. In addition, | considered
whether the teachers had adequate training. Tlestigunaire answered by the
teachers indicated that most of them are well-§edli albeit not always very
recently. | believe that a good education, no emndtbw outdated, should cultivate
self-reflective people. For most teachers at Wabiéetjie Secondary School, this is
not so. The comments in tlducation Roadmap: focus on schooling systeat
‘Effective teacher development is critical’ (2008)2pply here too.

However, because this research project is beingghitoto a conclusion at the most
difficult time possible for the school where thenpipal has resigned and is less
involved than ever, it is probably unfair to tak thle teachers with the same brush. |
perceived a glimmer of optimism when | started dittwing from the school. At the

time of my withdrawal, which is being done a sté@dime, it seems that the more
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committed teachers feel compelled to step forwadiaccept some responsibility. In
truth, this research project is reaching its ena etucial time at this particular school,
where rumblings of change are perceptible: thecppal has resigned, and the
deputies have jumped into the breach. Furthernsmegral teachers (and a parent)
have volunteered to run the reading room. | hapmomted a committee of learners
to ‘drive’ the teachers and learn responsibility this shows that, still, the initiative is

mine.

Against the backdrop of my long experience at Wadyietjie Secondary School, |1 do
not perceive Mrs Freinkel’s visit (mentioned abowas)an entire waste of time and
describe my reasons in excerpts from an e-maiint &8 Mrs Freinkel afterwards.
This is included because it gives perspective ¢adlal operation of the project:
| ... wish to thank you for the trouble you took tonte. Despite the
problems that you perceived at the meeting withtdeehers, Arlys
[Dr van Wyk] and | have found that every little @ist in the right
direction at [Wag-'n-bietjie Secondary] School etwesdly has a
cumulative consequence. While the learners sufi@m the poor
leadership, lack of discipline and lax teachers,grade 9 tests seem to
reveal a vast improvement after two years. Whiahnot attribute
this toReaducatdecause, as you can see, most are still on bool2 1
nevertheless the learners - and indeed those &ackers - are being
challenged in ways that would have eluded them \Wwadnot been
there. On Thursday | got a reading room commi@ag and told the
learners to drive the teachers. Arlys and | almmmented on the total
lack of respect that seems to be typical of all iflationships at the
school. By your kind and compassionate behavimwatds the
teachers, the kids and that poor boy with theualéit we are showing
them something different. Arlys forced a claspick up the rubbish
in a classroom on Thursday: | allow no mess in riéeding room.
That is also respect and they are learning. Slowlgnow. [The
deputy] does not have this disrespectful attitudgpsrhaps she can
effect change... A last thought apropos of [thecler’s] behaviour*:
Arlys [Dr van Wyk] and | have found that the oniynés there has
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been progress in our work at the school has bden afconfrontation
which shames them. And the teachers were horrdretlembarrassed
by her behaviour.

(* one of the teachers had been challenging angmuete to Mrs Freinkel)

In terms of the ethical considerations mentione@lapter 4 ¢f. 4.2.1.1 Ontological
assumptions), | feel bound to continue to dire@ thading project for a while -
particularly because the new dynamic describetierobserving and reflecting phases
of cycle 2 has resulted in much new knowledge duthre last month or so of this
cycle. Indeed, as Heydenrych (2001:[1]) argueshe‘Tresearcher’'s role is
characterised by the immediacy of the researclmr@vement in the action process.
The researcher becomes as much a subject andrlemtbe participants. AR is
therefore not simply research done on other peopl€his intimate involvement

makes it difficult for me to walk away.

At the very end of cycle 2 | retested the grade&mrers (who had been tested the
previous year in grade 8) in an effort to measumeraading improvement. Although
this is not a quantitative study, the trend wastrptsasing. The statistician from the

University of the Free State presented the follgaieport:

‘In order to determine whether there was a statifii significant increase in the
results for the test, the results of those scholre were in Grade 8 in 2008 and

again in Grade 9 in 2009, were compared. Thisasvsehn the figure below (N=60).
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Figure 5.2 Test results Grade 8 (2009) comparésranle 9 (2009)

Grade 8 (2008) compared to Grade 9 (2009)
Only scholars in both (N=60)

2008 W2009 1213 4,

Score

The table below shows a comparison of the scoréiseo$cholars from 2008 to 2009.
From this it can be seen that the mean and modeitmproved by 2 points, and the
individual scores changed from a low of & (there was one individual whose score
worsenedoy 6 points) to a high of 10 (one individual’'s sz@amproved by 10 points).
When the changes in the scores between 2008 artdv2®@ compared with a t-test
for paired samples, a highly significant result weésgained (t=-5.48, df=59, p<0.01).
Thus the results of the scholars did improve sigaiftly from 2008 to 2009.

Descriptive statistics for 2008/2009 scores (N=60)

Statistic 2008 2009| Change
Mean 8.5 10.5 2.0
Standard Deviation 4.1| 3.8 2.8
Median 9 12 2
Mode 5/ 13 1
Minimum 0 2 -6
Maximum 14, 15 10

The changes can be seen in the figure below:
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Figure 5.3: Change in scores from Grade 8 to Géade

Change in scores from Grade 8 to Grade 9

The table below shows the descriptive statisticsafblearners who were in both the
Grade 8 and 9 classes of 2008, as well as the Gratiess of 2009. From this it can
again be seen that, overall, the Grade 9 clas®@d fared much better than the Grade
9 class of 2008, with an increase in the mean dStone 8.9 to 10.4, and a two-point
increase in the median score. When the scores bptite Grade 9 classes of 2008
and 2009 were compared with a t-test for indepeindamples, a highly significant
result was again obtained (t=-3.40, df=329, p<Q.0hjs again confirmed that the
Grade 9 class of 2009 had fared significantly lo¢tten the Grade 9 class of 2008.

Descriptive statistics for 2008/2009 scores, athers:

Statistic Grade 8—2008 Grade 9—2008 Grade 9—2009
N 139 164 167
Mean 7.8 8.9 10.4
Standard Deviation 3.9 4.1 3.6
Median 7 10 12
Mode 5 12 13
Minimum 0 1 0
Maximum 14 15 15
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A truly quantifiable result would take a larger lyoof learners and a control group,
amongst other things and so | am aware that sstimgewould not pass muster in a
guantitative study. Nevertheless, this is an ARIgtand these results are intended to
bolster the other ‘proof’ of improvement seen ie 2008 matriculation results, the

learners’ behaviour and the teachers’ observations.

The final chapter considers the broader conclustansbe drawn from the experience
at Wag-‘n-bietjie Secondary School and their vdtueresolving the literacy crisis in
South Africa.
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CHAPTER 6
CONCLUSIONS

Once you learn to read, you will be forever free
Frederick Douglass (ca 1818 — 1895)

Former slave and abolitionist

6.1 Introduction

The introduction to Chapter 1 of this dissertatiold of the rapid and turbulent period
of adjustment in our world and society since 19%4e field of education is a case in
point: there has been no area of greater conceomritountry than for the future of
education; and few other domains have been sutgeat much change as education.
What is more, South Africans have become awarewf foorly their children rate in
literacy when compared with their peers in otherntdes — and this literacy project

was born of the national reading deficiency.

6.1.1 The purpose of the study
This subsection intends to recap the stated airtfsecdtudy in a couple of paragraphs.
In rereading the goals, the reader will be bettepared for the discussion and the

final conclusions.

Apart from the key aim of improving the literacy lgfarners, this research project
sought to equip teachers with the necessary skilistechniques to implement good
reading practices in their classrooms (in all sciisjein order to improve the reading
of weak readers and develop the teachers profedsiorby improving language and
reading, performance in all subjects will improvBecause the chosen methodology
was AR, the teachers were to be included as paatits and co-researchers while
improving their teaching skills. Teachers wereoaisined to assist the illiterate
learners to learn to read. Furthermore, it waseddp create a culture of reading at
the school, and to ensure sustainability so thatélachers could run the programme
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after the completion of the project. An additioaah was to reflect critically on the
interventions in the quest for a more generalisedetstanding of an educational
problem, in the hope that the results would hatiexhal value: to facilitate a closer
understanding of reading development in one townskhool as an example of a
general educational problem. This chapter conteahsable guidelines for teaching

and learning.

The subsections that follow will consider and asalyhe results and findings of the
research project as they apply to the original gaated above. They will be
discussed before the limitations of the study amel recommendations for further
study deliberated. The next sectidtesults, analysis and significance of the work,
examines:

* the results in terms of the improvement of reading;

» the application of reading as an agent of change;

* the findings in terms of leadership and human skdevelopment that

impinged on this study;
» its application in the community; and

e comments, suggestions and a blueprint for similagiss.

6.2 Results, analysis and significance of the work

6.2.1 Results: reading improvement

The cycles in chapter 5 have revealed that somentefventions (SSR, CBI,
Readucatecreating a culture of reading) designed to empother teachers and
improve the learners’ reading had different sucaedss. In point of fact, this
dissertation ultimately aimed at the improvementedding: and so, the following
paragraphs will discuss the extent to which thisy b claimed to have been

achieved.

When the results of the grade 8 learners in 208&ampared with those of the same
group of learners who were in the grade 9 towahneéseind of 2009, it appears that
there has indeed been an improvement in theirmgadihe learners wrote the same
test a little less than two years apart, and théissitian’s graphs are available in

chapter 5 and in appendix I:2. While a normal ioyement in reading over time
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should be expected, it would appear that the tremsalient. The statistician reported
the results as follows:
When the changes in the scores between 2008 artovi2fi@ compared with a
t-test for paired samples, a highly significantufesvas obtained (t=-5.48,
df=59, p<0.01). Thus the results of the scholagsimiprove significantly from
2008 to 20009.
It has been emphasised before that this is notaatgative study and that ethical
considerations preclude a control group. In otdesonsider the results from another
angle, the statistician compared the grade 9 nfaoks 2008 with the grade 9 marks
from 2009. In other words, he first compared thegpess of the same learners over a
period of time and found ‘a highly significant ré&sand then compared the marks of
two grade 9 classes (2008 and 200@), of different learners at the same level. In
this instance the following results were reported:
it can again be seen that, overall, the Grade $sah 2009 fared much better
than the Grade 9 class of 2008, with an increasleeérmean score from 8.9 to
10.4, and a two-point increase in the median sddifgen the scores between
the Grade 9 classes of 2008 and 2009 were compaitbda t-test for
independent samples, a highly significant resul wgain obtained (t=-3.40,
df=329, p<0.01). This again confirmed that the Gr&dclass of 2009 had
fared significantly better than the Grade 9 cl&s2008.
In other words, the learners who had been subjetcthe programme measured

significantly better than their peers in the samaalg the previous year.

Furthermore, in the conclusion to the AR cycle thapter 5¢f. 5.4.7), it was noted
that the Wag-‘n-bietjie Secondary School’s 2008rioalation results had showed an
improvement of over 30% on the 2007 results, aad tthis improvement ran counter
to the national trend. This and three other pietesvidence supported the hope that
the reading interventions have nudged the resplgtds (for a full description see
5.4.7 in chapter 5).

To recap: the results of the reading should be sgamst the background that this
study was done using qualitative methodology tha#sdnot set out to weigh and
measure exact quantities in a precise manner. tHar avords, it is apt that exact

figures are not the purpose of the study becawsdeakielopment of reading is a slow
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process and any progress in language is subtlelasive and takes place over a long
period of time. The intention is not for the qukative measurement to be taken
literally but rather be seen as an attempt to ifleattrend. It is important to note

that, apart from the practicalities, the ethicaugt of AR precluded some learners
being sidelined from reading improvement in ordetake the part of a control group
for statistical purposes. A true measurement whale to be taken in a few years’

time. In the meantime reading as an agent of ahanldjbe discussed.

6.2.2 Effecting change

It has been mentioned that education has beencsubjeanmense change since 1994.
Unfortunately, change is inclined to have an adveeect on human beings and
results in increased levels of stress, low prodigtiand clinging to outdated
methodologies and strategies. This section digsuasd analyses the findings of the
project in terms of how change was perceived ifedéht ways: as at the heart of AR

methodology yet presenting as a problem area ictipea

In their chapterOrganisational Change and Stress Managemegat) Daalen and
Odendaal (2001:412) emphasise that an importargradge of AR ‘lies in providing
a scientific methodology for managing planned clegand his dissertation has shown
how AR is designed to spur change. In the caskaimd, AR impels educational
change and staff development in that it:
» s decision-driven (indeed the teachers may be @athe decision-making
process) and not hypothesis-driven and so fa@stauality problem-solving
and decision-making (Krathwohl 1998:601; Kember &451992:301);
» focuses on the problems with the ‘ageattively trying to solve them (van
Daalen & Odendaal, 2001:412); and
* relies on employees as co-researchers and thushaul@d) reduce the
resistance to change (van Daalen & Odendaal, 200}1.:4
Yet, despite its positive attributes, inherentha hoped-for change are the problems

that the change itself brings.

During the endeavour at Wag-‘n-bietjie Secondatyd®t, the practical application of

AR as an instrument of change revealed how extrenfellenging it is to implement
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new interventions to effect change without stroogpert systems, good discipline
and leadership. It is important to remember then ggituation at the school at the
beginning of the project which impinged on the ismf the school, making working
there — and implementing change — trickier thanhinige expected from a ‘normal’
school. This is discussed in detail in the AR egdh chapter 5. The challenge in AR
is to marry research and practice. Heydenrych X2(6]) points this out and
comments that, because teachers work with huntfam$aws of human nature should
not be overlooked in the practice of AR. Indee@, description of the constraints to
the project in chapter 5 cites human relationshipgfi-culturalism and multi-racism
as potential threats to the smooth running of geptcat an educational institution.
All of these have to be managed positively in ahyasion where educational change
is the focus.

During a personal interview, Prof. Rosseel poirgatland recommended one of the
most important values that can be extrapolated fitenwork at the school. He drew
attention to the fact that change management ih suschool could be effected by
means ofconcentrating on the readinig the reading programme because it calls up
people’s values and beliefs; and not by focussingtlee teachers’ or even the
children’s behaviour or by using an academic apgrodn other words, the reading
itself should be used as an agent of change. 3tidle observation implies a
dichotomy in what is meant by change within thetegn of this work: my initial
perception of change was that | would enter th@asicand empower the teachers to
teach and improve reading. However, it becamer @eahe research unfolded that
the teachers’ attitudes would also have to changdetlzat this was beyond my field of
expertise. Prof. Rosseel's suggestion reconchieddisparity and links the practical
with the theory discussed in chapter 4 where Mchifid Whitehead (2006:23)
explain that ontology means ‘the study of beingd anaintain that AR is not only
suffused with values and is ‘morally committed’,t ibat the research should take
place within a social context. These findings poted by Prof. Rosseel are in line

with these ontological assumptions.

167



One of the insights to be gained from this workhigt change happens slowly (Prof
Rosseel’s words were: ‘patience, patience, patierice This observation ostensibly
gives the lie to my sense of urgency maligned leyphincipal ¢f. chapter 5). Out of
this discrepancy is born the insight that a serisggency forthings to be donand
the patience that is required forchange of attitudéo occur beforghings can be
doneare the opposite sides of the same coin. In atioeds, the urgency in action, in
practice, will change attitudes. This was perogit@ happen in the instance of this
research project with my leading by example andibuyllowing, albeit tentatively
at first. The incorrect assumption was made atbéginning of the project that the
attitudes of the principal and staff were the saasemine. Thus, [, too, have to

change.

Prof Rosseel’'s proposal that the emphasis shouldtemand the new focus be on
human skills and values rather than ‘academic ppggmns’ as agents of change was
partly achieved during the second AR cycle — and groves his insight to be
accurate: had there been more time between thetharttime of writing, the success
would have been greater. When | started demomgjréte value and excitement of
reading and running the reading room herself, | a@s to reach the teachers and the
learners via the realia in my demonstrations atdaive books in the reading room.
Once artefacts that had sensory, emotional and gtlee transformed the theory of
reading, the project improved. After an initiallynreceptive response from the
teachers, (some) teachers have changed and ararquei run the reading room.
This is a major achievement and plans are intacturdure this new attitude in the
New Year.

One of the aims of the project was to empower daetiers by improving teaching
skills. This was attempted by meansR¥aducateCBI training and the SSR. As
recounted in chapter 5, it was difficult to implamhehe training ofReaducateand
CBI fully. However, the teachers were not alwaydling to model reading as
prescribed and this precluded optimal achievemeB8ISiR €f. the results of the book
flood described in chapter 3). Despite this, angeaof behaviour was observed and

the creation of a culture of reading was successfal even spilled over into the
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staffroom where efforts are being made to estalalismall staff library of magazines
and books. It is clear that that many of the figdi in terms of reading are tightly

linked to the comments on leadership, change anthhiskills discussed elsewhere.

It is clear that a project on reading spills ovetoi many other realms of human
behaviour. The foregoing paragraphs show thatr aki#s and insights than the pure
application of academic knowledge are demandedrekearcher — as attested to by
the following observations on leadership.

6.2.3 Leadership and human skills development

The negative effects of change in education citeza were all present at the school
when [ first met the teachers. These manifestethfielves (amongst other things) as
the teachers’ frustrations with the poor levelsesHding - but were, in fact, part of a

bigger picture that was not obvious to me at theetand which was described in the
data gathered at the School Indaba. These ggalitexe all defined as lacking at

Wag-'n-bietjie Secondary School and were discusgatie SMT meeting on 2 June

2009. The findings about the teaching staff haaenbdescribed in detail in chapter 5
and validated by data captured from the teachleesnselves, from the School Indaba
and in observations and discussions with teachedssaveral experts in different

fields (cf. appendix II: 3) and by three years at the school.

It seems that the institutional culture of the sdtshould be addressed. This refers to
an unconscious way of behaving and getting thirgged Schein (1992:12) defines
this type of corporate culture as:

A pattern of shared basic assumptions that thepgtearned as it solved

problems of external adaption and internal integnatthat has worked well

enough to be considered valid and, therefore, ttabght to new members as
the correct way to perceive, think, and feel iratieh to those problems

If these ‘basic assumptions’ are deficient, theguith be changed. Problems such as

excessive absenteeism, staff discipline and tlgirrhorale might be solved. All of
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these problems impinge on the successful applicadioreading strategies at the

school.

Human skills should also be developed amongstehehers amongst whom defiance,
racism and backbiting are rife. These skills imeathe ability to work well with other
people both individually and in a group. Manageith good human skills are able to
get the best out of their people. Consequentigcammendation for the future at this
school specifically and for education in genemkthat human skills and management
expertise be developed. This is in line with reomndations by the Annual
Provincial Conference of the South African PrintspaAssociation (2009: 12), the
Education RoadmapFocus on schooling systef@009: 43), and the declaration by
the erstwhile Minister of Education to the Southriédn Principals' Association
(SAPA) conference, Pretoria on 4 September 2008. tHs occasion the minister
stated that ‘In recognising principals as leadem® wnust learn and as stewards of
learners who require learning, new skills, new athiindividual and community

morality; you have captured the essence of whatadhn leadership should mean’.

In chapter 5 | mentioned that | would not be leguine school abruptly at this point:
it has already been mentioned that one of the hitsitp be gained from this work is
that change happens slowly. In order to succeeesearcher doing a similar project
must be committed wholeheartedly to the real diwathat presents itself, be
prepared to change his or her mindset and in sagdacknowledge the others in the
project. Itis important to spend a consideralgieqal of time in the research field and
it would be true to say that such a project shawdt be driven by the pressure to

complete an academic project.

This subsection (of 6.Eindings and their implications for language prdicther9g
has discussed human skills development and leadeaslaspects that would improve
the functioning of a reading programme in a simifestitution in the future. The

following subsection outlines how the community easist in achieving this goal.
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6.2.4 Application in the community

This project revealed the need to involve the comiguin the improvement of
reading. Chapter 4 (Social purposes of AR) meetiothat the power of AR is at its
best when ‘driven by a sense of social action...aild the aim of the emancipation
of the participants’ (Henning, 2005:47); and thatan be successfully performed
within schools, within the family and communitylatge. This AR project is in line
with these words as it concludes that the actioedeado move beyond the school
gates and try to improve the way in which commesitoperate by getting their
members to contemplate the situation and beconpomegble for their actionscf;

4.2.1.4Social purposes of AR

Prof. Rosseel’s suggestions of ‘stakeholder managérare also apposite here: the
possibility of optimally levering teachers, parenteembers of the SGB, community
leaders such as the ministers and church groupsleusvestigated in order to uplift

the community and support the teachers. (I didlverthe SGB and the department
and contacted the alumni during this project: havethis needs to be extended with
the aid of the new principal). An extra benefitiofolving the stakeholders would be
that by becoming more involved in the school, tha&y help improve the motivation

of the teachers and the learners. Certainly,able 6f motivation in both the teaching
body and the corps of learners was one of the resemestions posed in chapter 5.
Passion for the school and commitment to it will leen from the stakeholders’

involvement, and passion and enthusiasm are motazat

A request that | act as consultant to run a smpitaject at the other secondary school
in the township has been acceded to. This reggi@stimmediate consequence of the
project at Wag-‘n-bietjie Secondary School and¢atks the community’s awareness

of the value of education and that education cahaatchieved without reading.

The project has been propelled and enabled by arges donation of funds by
Raubex Construction. It is of great consequendheagproject that the findings and
applications can be applied to a similar educatiorstitution because this adds depth
and merit to the work completed at Wag-‘n-bietjiec@ndary School in that the
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knowledge and experience can be used and appligmhthehe limits of one school’'s

boundaries: carrying the experience and expemiseaird, and it further adds a future
dimension to what might be a purely academic egerciCertainly this initiative is

congruent with the spirit of AR as existing in pree in a real world.

6.2.5 Comments, suggestions and a blueprint foitagistudies

Despite the ambivalent success of the teacheigingadescribed above, a result of
this study is that learners’ reading seems to hiangoved €f. the discussion of the

improved matriculation results in chapter 5 andyaenspecifically, the results of the
testing of the grade 9 learners after less thanyears of reading, both mentioned
above). It has also been found that, although tdaehers seemed intractable,
awareness of the value of reading has been creafextordingly, the following

results and suggestions may be recorded:

* The learners have become hungry for books. Thegtwad need new
attractive books of high interest. They are wgliand enthusiastic. This

craving for books was the impetus for the creatibthe reading room.

» According to the retesting of the 2009 grade 9riees, their reading seems to

have improved significantlyc{. chapter 5).

* There is an indication that the reading intervamgionay have improved the

2008 matriculation resultgf( chapter 5).
* The library should be opened.

» The parents and stakeholders should become invd@hlisdussed above and

below).

* The most significant result is that the learneehdwviour has changed. They
are seen walking with books and magazines and deafmave requested on
more than one occasion that the reading room beeapafter schoolcf. the
teachers’ comments in chapter 5). This shows grpssion from reading at
break time once a week via daily opening of thelirea room to an even
greater need for access to literature. In additiba learners’ punctuality has

improved
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It must be remembered that the research has beepleted at a most sensitive time

at the school with the imminent departure of thegypal and when there has been

tentative buy-in from some of the staff. It is lkdpthat new leadership will result in

training being better received in the future.

The following scheme is offered as a type of bluggdor future work:

1.
2.

Establish the style and strength of leadershipeasthool.
Negotiate the scope of the projed. what it involves and how much time

teachers are willing to spend on it.

3. Establish the will of the staff and create a tedrhose who are willing.

4. Staff development is at the heart of the projeket.other words, during this

project reading would be used to develop the teacl@d the learners.
Change will be effected via reading: by using thiugs and beliefs embodied
in reading and in people’s attitudes to readingnpkasise the human skills
and the practical skills rather than the acadekiltss

Involve the DoE and try to institutionalise my pasi by obtaining a mandate
for my work from the DoE, the SGB, the alumni ahd parents.

Establish outstanding, formal channels of commuiuna

7. Involve the HODs with the SMT in meetings and tewase responsibilities.

Insist on respect (including matters such as patitpy cleanliness and
communication).
Plan for sustainability (the staff, committees efrners, students doing

community service, parents, churches, the elddibgussed below).

10. Arrange mentorships from the excellent schoolgwrtto inspire professional

behaviour at school and change the corporate eutitithe school (discussed

below).

11.Keep aims simple, e.g. all subject teachers mashta few specified aspects

of language in their classes dalily.

It is fortuitous that what was learned in the caotneroject will be applied in 2010 at a

school in the same township with a similar profilehe blueprint will be applied in

this case.
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This section reveals the complexity of the issmeslved in such a study. It has been
possible to draw conclusions and make suggestinriseotopics of:

» effecting change;

» leadership and human skills development;

» reading development at a school; and

» the application of the study in the community. .

Inevitably, a study contains shortcomings and cairgt These are mentioned below.

6.3 Limitations of the study

| experienced the complexity of the situation atgAfabietjie Secondary School as a
severe limitationdf. chapter 5 and also appendix 11:3.1: the Schoadhlad. Also, the
tension of developing the reading and actually en@nting the change at the school
was difficult. It was difficult to balance the ingmentation of the intervention and
academic rigor of the AR (which intends to enhasieé inform the process) in a way
that was acceptable to both me and the teaching. bothis was noted in the
description of the AR cycles. Consequently CBI &whducatevere only partially
implemented which meant that the more specific detihiled aspects of language
were not addressed specifically enough. Simil#uly intended involvement of the
teachers as co-researchers and colleagues wag genieved: much of the action
was based on their suggestions (which were theatetbut the practical initiative

was slow in developing.

In retrospect, | should have spent more time atstt®ol before embarking on the
study to gain a clearer insight of the context strelcomplexities involved. Diversity
training or study before attempting change woulg@ehheen an excellent way of

reconnoitring the situation in advance.

In line with the comments in the preceding paralgrdbpe process of selecting which
teachers to undergReaducatdraining was not thoroughly thought through andwa
done in an arbitrary top-down manner by the depuiycipal when | did not know

the individuals concerned. (This was mentionedchapter 5). Had | done an

advance study of the status quo in the schooleatitie,Readucatanight have been
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abandoned or tackled differently. Yet it happenedxpectedly at the beginning of
the project that teachers had to be identified ndeugo this training. This was
undertaken by the SMT at the time, one of whom meas on the staff. Only once the
training was underway did the teachers’ reluctaticgarticipate become evident.
This setReaducateup for failure in 2007 - 2009.

In a similar vein, my establishment of the readidlssessions was a unilateral
decision. This blossomed into the establishmerat ifading room with daily reading
activities. Because this way of acting runs coutethe AR spirit of consultation
and colleagues’ working together, it is thus atatnon of the study. Ironically it was
one of the most successful efforts and it seentsntitla the committee of learners that
has been established, and the tentative buy-inrakswilling teachers and a parent, it

may succeed.

In spite of the limitations, this study offers gelishes for other practitioners wanting
to effect change in a school setting (see abolv)reover, it seems to have improved
reading and, most importantly, succeeded in changfre lives of many learners

whose attitudes and behaviours attest to theirnegard for books.

6.4 Recommendations for further research

This study attempted to improve the reading awaghip secondary school and in so
doing, intended to train the teachers in modernhods of teaching reading. The
follow-up studies indicated below would flow logilyafrom this study:

* A study could focus on the language proficiencyook specific language
group of learners at the school. Specific featwksheir language ability
could be studied and recommendations made to tesacheways to improve
their language ability and facilitate their langaaacquisition with improved
teaching techniques. Such a project could presewtfindings on problems
specific to the particular language group concerned

* A language development project for only the incagrgnade 8 learners could

be conceived in which all the aspects of languagading, writing, speaking
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and listening) could be integrated. This couldabéely applied to incoming
grade 8 learners.

* The development of reading could be combined whih development of
writing based on the symbiotic relationship betwé#esn two. The influence
of one writing intervention (such as the journalprgposed in this study) on
reading proficiency could be considered. This woahrich the learners’
second language.

* The role of a programme of extended reading anatbation of a culture of
reading could be considered as a vehicle to metigatl involve the teachers
and boost the spirit of the school. This wouldsisa the change of attitudes
amongst teachers and improve the corporate cufuires school.

These suggestions flow from aspects that were tmicm during the course of this

project and which seem ripe for development.

6.5 Conclusion
The following rundown contains the merit and retesa of the value of the project

which will be discussed in a few short paragraphs.

Education is of great concern in South Africa beeawf increasingly falling
standards. This sounds the reveille for improwsting, the primary aim this study.
It was decided to effect this change by empowettiregteachers to teach reading and
to seek (by critical reflection) a more generalisgdlerstanding of the teaching of
reading so that the results would have the additigalue in that valuable guidelines

for teaching and learning may be drawn from thislgt

Empowering the teachers in this way involved effecthange at the school. It was
discovered that the best way to do this was bygusading to call on the teachers’
values and in so doing make change possible. Wasspartially achieved during the

second cycle of AR. Itis hoped that the chandeomntinue to grow at the school.

During this project it became clear that the leesrmuld indeed be inspired with a
love of reading. Improvement was observed in gagriers’ behaviour generally and

towards reading. In this dissertation, suggestiwae made to enhance this.
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The research found that strong management and hgkibé development would

improve reading. A blueprint was proposed on howrbceed in a similar situation.

The main limitations of the study were reportedig tomplexity of the situation and

the difficulty in juggling theory and practice inveay that satisfied both me and the
participants. An extended period of investigati@fiore embarking on such a venture
was suggested and certain flaws in this study werdicated. Finally,

recommendations for further research were made.

The path at Wag-‘n-bietjie Secondary School hasnbdeag and winding - often
fraught with difficulties that seemed insurmountabt the time. The project was kept
on track by the choice of AR as a research metlgydbecause of its combination of
discipline and suppleness, and also the doggedogsssevere: it has certainly been
enriching and gratifying to work steadily and relessly in order to achieve certain
goals. Against the background of the educationsiscmentioned in our country, it is

hoped that this offering might have practical value
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APPENDICES
Appendix 1: Reading test
1. Test with the memorandum
Test that was written by grade 8,9 and 10 leanmeffebruary 2008. It is intended for
all future incoming grade 8 learners to identifyakeeaders for literacy classes. The
grade 8 class of 2008 was retested in grade 9 tb®c 2009, using this test to

establish whether there has been an upward trerehding.

Important: Teachers should explain to the learners that tteteresults will be kept

private and confidential. Answer on the questiapgy

New Hearing Aids

It was John’s birthday. He was sixty years olde lt¢ard that many people began to
have trouble with their eyes and ears when thayetlisixty. John decided to go and

see the doctor to have his eyes and ears checked.

The doctor gave John some tests. The doctor tid,JYour eyes seem fine but
your hearing is starting to deteriorate. It's moghto worry about. It happens to most

people when they get older, and it can easily edfwith a hearing aid’.

John was disappointed. He didn't really want t@ame hearing aid but he knew that

the doctor was right. He asked the doctor abdtérént kinds of hearing aids.

The doctor showed him several kinds. Some of tiveme quite large and everybody

would be able to see them. Others were much snaaltkless noticeable.

‘Do the small ones word as well as the large onkesked the doctor.

‘Oh yes,’ replied the doctor. ‘In fact, they areom modern and usually work even
better than the large ones. However, they are ragpensive’. John tried on the
hearing aids. He didn’t like the large ones andidbd to get the smallest one he
could. It was very expensive but nobody would b&e do see it. Nobody would

guess that he was wearing it.
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The doctor ordered a hearing aid for John, anavadfeys later John picked it up from

the doctor. He put it in his ear and went to wofit.work he saw his friend, Jack.

‘Jack,” he said, ‘do you notice anything differaftout me?’

Jack looked at him and shook his head. ‘No,’ Saick.

‘Good,’ said John. ‘I'll tell you a secret but dbtell anyone else. The doctor said
my hearing was starting to deteriorate and | needé&éaring aid. | bought a very
small one. It was very expensive, but it's verpgo No one can see it

‘That’s good,’ said his friend. ‘What kind is it?’

John looked at his watch. ‘Two thirty,” he said.

Vocabulary review

Underline the answehat explains the underlined word.

1. The old dog’s health began_to deteriodhtang the cold winter.
a. get better b. get cold c. getover _etiwprse

2. | spilled some juice on my pants. Is the spaiiceabl®@
a. clearly heard b. easily seenc. hardly begun d. nearly done

3. The apartment was very modevith lots of electronic equipment.
a. by the way b. just right c. out of order up to date

Comprehension.

Underline the best answer

1. Why is this story funny?

a. John has a hearing aid b. The doctor tridiaduh

c. John’s hearing is very bad. d. The hearinglaes not work well.
2. Why is John losing his hearing?

a. He had an accident. b. He is getting older

c. He likes loud music d. His office is very syi

3. Who is Jack?
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a. a hearing aid salesman b. John’s brother

c. John’s co-worker d. John’s doctor.
4. What do you do when you “try on” something?

a. buyit b.getonit c. putitup _ d. putiton.
Summary

Fill in the blank spacewith a word from the block:

needed; aid; hearing; notice; watch; worriéthe; expensive

John was getting older and he was wordut his eyes and his ears. The doctor
told him he_needetb wear a hearingid. He bought an expensikiearing_aidhat no
one would see. He asked his friend Jack if heccoatice Jack said he couldn’t and
asked him what kind it was. John looked at hisctvand told him the time.

2 Test results
The report below was written by a statisticianheg University of the Free State. It
has been inserted verbatim.

The figure below shows the results for all the @ral learners tested in 2008
(N=139). The had a median score of 7, and a me&mBadn the test, with a standard
deviation of 3.9. The mode was 5, with 20 (14.486he sample achieving this

score.
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Figure Al: Test results Grade 8 (2008) whole class
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Test results: Grade 8 (2008)
Results for whole class (N=139)
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The figure below shows the results for all the @r&l learners tested in 2009
(N=167). They had a median score of 12, and a noéakD.4 on the test, with a
standard deviation of 3.6. The mode was 13, witl{18%) of the sample achieving

this score.

Figure A2: Test results Grade 9 (2009) whole class
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Test results: Grade 9 (2009)
Results for whole class (N=167)
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Appendix Il: Summaries of meetings

Please note that only the main points of the mgstare recorded in point form to

prevent the document from becoming too long. Ireoitd be able to skim and scan

the minutes, the important words have been madg Adle original documents are

lodged with the researcher.

1. Meetings held with teachers
1.1 Held on 21 November 2006

Purpose: to identify the language teachemblems with the learners’
reading skills, and establish a partnership.

Theteachers will be trainedin methods to solve the reading problems.
This isa joint effort involving the teachers and the researcher. toisan
investigation or criticism of the teachers.

1.2 Held on: 23 February 2007

Purpose : to discustrategiesto address reading problems identified
Anonymous questionnaire aurrent strategiesfor teaching reading.
Introduction to CBI, the reading process and developing reachathods and
reading strategies.

Different teachers than previously.

Decision:sustained silent reading once a weelhe technique and rationale
were explained and theules’ were distributed

Teachers reported thdmustrations with the status quo

Focus group interviewswere conducted with the teachers (results areequot
in chapter 1)

1.3 Held on 25 May 2007

Discussions of 23 February repeat@atoject was re-explained; repeat of
short CBI presentation)

Reported results of thgrade 8 tests and questionnaires

SSR has not yet been implemented

Teachers’ questionnaire completed to gauge thmammitment and

perceptionsand also ask fasuggestions
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» The following comments were made:
1. Learners do not have access to TV
Concern about the failure rate of the Grade 8s
Learners can answer questions verbally but camaat or write
The work at school is irrelevant
One teacher makes learners read out loud (noigadae teacher)
No supporting resources for OBE
Learners cannot grasp basic concepts.
We have to go back to basics

© © N o o k& 0N

Some write phonetically. Frustrates teacher

10. Learners cannot copy from the board.

1.4 Held on: 14 January 2008

* Reading programme re-explainedbecause there were teachers still unsure of
its origin and purpose.
* Thedonation from Raubex Construction were discussed and engadai
» Thegoals and the interventionsalready in place were explained.
* Teachers wrote their interpretation of tbéstacles to the programme
anonymously.
. Lack of reading material at school and at home
. Not enough parental involvement
. Not enough commitment of teachers and learners.

. Time allocated to teaching and reading — alreagyloaded

1
2
3
4
5. Demotivated teachers and learners
6. Owning the project and its outcomes needs @doeessed

7. Noisiness of children during school hours

8. Low self-esteem

9. Hours of training per day too much for teach@Readucate

10. Some learners live very far away.

11. This programme should be part of the normabasktiay as far as possible.
Learners are tired and hungry after 2 p.m.

12. The teachers have a negative approach towsgeogramme. The main

reason is that the teachers do not want to pileireffort.
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13. Children do not apply themselves.

14. Teachers think that if you are a teacher, yau teach a learner to read.
Not so. You need a specific method to do this.

15. Failing to work as a team of instructors resuitthe fact that the school
does not achieve its goals of improving readingpieximum of learners.

16. Staff discipline is poor

17. Hunger of pupils.

Problems the research team encounter

» Communication with school

* Lack of staff commitment

* Lack of initiative

» Force Field Analysis. Where are w&?hat have we done so far?

0 Introduced Sustained Silent Reading

o Introduced content-based instruction

0 Requested a reading room at the school

o Established good lines of communication and a waykielationship
with the school management team

o Trained 9Readucatenstructors

o Started groufreaducatditeracy teaching

Interventions/ Actions for 2008 revisited:
* SSR the rules, aims and rationale wepglained again
» Continuedraining of teachers

o CBI across the curriculum with Grades 8,9,10 teachers.

o0 Readucategroups. The existing groups will recommence on 21
January 2008. The responsibilities and commitmehtse teachers to
be trained inReaducateduring January/ February 2008 were spelled
out.

o Reading room A venue has been identified. The purpose ataeva
of the reading room were explained to the staff.

o0 Reading aloud every Friday at break The staff will take turns to
read aloud at break in the reading room.

o Journal writing . This was explained to the staff by the researche
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1.5 Held on 22 July 2009

Critical reflective staff plenary

The teachers worked in groups to identify probleamsl initiate discussion. The
numbers in brackets indicate the number of sinaitewers.

1. What would you like to experience in your teachat Wag-'n-bietjie Secondary
School?

Improveddiscipline (2x); time managementand internamotivation of the learners;

better results, teamwork; competentmanagement 100% pass rate; fulfilment;
better two waycommunication (not just top-down); clevehardworking learners;
biggersalaries motivation of the SMT; permanent reading teacher.

2. Would you like for the learners?

Textbooks (x2) and selfstudy skills; the ability towork on their own; motivation;
experience thgoy of learning; to be able taead; to makelogical deductions
enoughresources(x2); food and cleaningfor learners (soap and washing powder).
3. Problems

Learnerbehaviour, ill discipline (x2); Language of instruction gives problems;
needy learners Teachers do not want to superviseluring detention as the system
has failed.

Lack of resources(textbooks, means to make copies), lack of tecgyol

Lack of communication from the SMT = a one man shovdMT does not help us.
Always uncertain about what is happening at th@gkh/ou play too many roles and
do not always know what is expected from yaulLack of parental involvement
Buildings need to be upgraded (asbestos is cold/ Batdget is very limited

4. Sustainability of reading programme

Yes. The results have shown to be fruitful andptigramme is vital for learning.
Not with all grades.

Teachers’ workload s too great (x3).

Undisciplined learners thinlReaducateis too elementary. Learners absconding
(x2).

Reading material? Reading hour is good.

Silent reading isoo long.
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2. Meetings held with the School Management Team
2.1. Held on 27 July 2007

Discussion of the possib#gonsorshipby Raubex Construction

Mrs Edna Freinkel fronReaducatehas an anonymous donation to train 10
teachers to teach illiterate learnef®n teachersshould be identified.

Crux of the matteraccountability: the money cannot be poured in by
sponsor. The researcher manager will be on sitestlevery day.

5 — 10 learners per teacher who will teach theme&al for free extramurally.
Progress must be documented and a history of wéyaannot read.

Another ten teachers can be trainedn January.

SSR should be continue&SR rules will be faxed through again

2.2 Held on: 7 September 2007

Problem: who will attend the Readucatdraining session?

Guidance of teachers: students will prese@Bh demonstration lesson

SSR programme must be monitored closely. Learnerglgig Take long to
settle. Their concentration spans are very sfi@achers are uncertain about
what to do.‘Rules’ will be handed out again

Sponsorship for reading development at Dr Blok $th®he teachers have
asked for the following on thefwish list’:

0o OHPs and screens

o Dictionaries

0 Books for the library

0 Maps and charts

2.3 Held on 23 October 2007

Communication with the schoolis awkward.

The proposegrogramme of meetings to be diarised.

Problem: to helpdentify the teachers to be trained byReaducatenext year
Role definition:

0 The principal’s role: the prime motivator of thafétand learners

o Drvan Wyk’s role: the project leader who will cabtute knowledge
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0 The researcher’s role: to write reports, do AR, itmwimg, implementing
reading interventions.

Projectexpectations:

0 The researcher’s expectations: the envisaged oasom

o The principal agreed with the outcomes and wisbesee all learners able
to read when they leave. He believes they will dmpowered by
Readucateand asks that the knowledge and experience gainBd Blok
be shared with other schools after this projecasfhies.

SSR is still being inadequately applied and undersbd. It was decided to

address the staff at break the next day to explathhand outules for SSR.

It was agreed that there wegmblems with staff discipline and motivation

The researcher was requested to discuss indivptablems with the principal

and to address the staff.

Advertising campaign and the involvement of thearketing student A

marketing student and her professor have been agiped to drive the reading

at school by marketing.

The SMT to investigate the use of the language rarages at the school’s

computer lab.

Other matters:

o] Students are prepared to come to school to impletherdanguage

experience approach (It was not possible to implement this).
0 Readucatdeachers to be interviewed to establish eambrt progress
o] The need to meet regularly with the Grade 8 teachvas expressed.

Reading room requested.

2.4 Held on 19 November 2007

Communication still not easy.

Report on observations of the programme S$R improved but still
problems.

Requested report dReaducatencomplete.

Reading room A room previously used for woodwork was offered.

The way forward in 2008:

0 The reading project tiocuson Grades 8, 9 and 10 in 2008.
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o Allgrades 8, 9, 10@etested for literacy. Readucateto continue.
0 Thereading room and aroster implemented for reading every Friday at
break. (This should be voluntary, and sustainable).
* SSR will continuewith whole school
* Readucatetraining would take for 11 more committed people as soon as
possible in the New Year. date was requestedirgently.
» Training of all Grade 9 and10 teachers to te@éh in all subjects will take

place.

2.5 Held on 29 January 2008

A was absent.

* Readucatdraining: second session of training on 4 February 2008.

* SMT confirmed that teachers hhden identified and are awareof the scope
of the course and commitments required of them.rirQuthe past session
there had beeproblems with punctuality and attendancewhich had caused
problems. The logistics were discussed.

» Staff: Theimportance of daily staff meetingsin the staffroom:

» Staff discipline to be addressed The management should lead by example
and that no lingering should be allowed by eitheff®r learners.

* Monitoring staff absenteeismOne day 15 of the 37 teachers were absent.
Reasons: study leave to which they were entitled that they were also
entitled to a certain number of days’ leave a y&aere were problems with
labour unions that could be encountered.

* Retesting of all Grade 8, 9 and 10 learners: allocation ledrners to
Readucatditeracy classes has been rather random.

» CBIltraining of grades 8, 9, and 10 subject teachers urgent.

* Acknowledgementrequested for staff and learners who attRedducate

* How to monitor the programmes in place? The researcher anditliee v
principals undertook to monitor them.

* Reading scheduleand programme for break on Fridays after 15 Felrua

* Room offered for reading unsuitable it is large, dirty, needs paint, thyhis
are broken and it is far from the movement in ttleosl. The pros and cons

will be discussed.
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2.6 Held on 15 April 2008
Chairperson of SGB had been invited and was pres@pblogies: DoE

representative. Late: principal
It was agreed that@an of action was necessary as many projects were faltering and
a matrix was drawn up. Dr van Wyk and the reseandwested that the chairperson
of the School Governing Body, in the absence of ghacipal, to confirm their
mandate to continue the project at the schoollhis was done.

* Theloss ofReaducatanaterial taken by teachers was resolved.

* SMT has addressed theoblem of punctuality of the staff and learners.

* Request that thidorary be made available as a reading room.

2.7 Held on 19 Auqust 2008

Principal: absent with apologies

* New apparatus (data projector, 3 OHPs and 3 screens purchased
teachers’ request) anot being used

* Improved communication: The researcher and a deputy would have regular
meetings to discuss progress, to develop trustartdal recognition.

* Readucatethe teachers’ list of obstaclesReaducatgresented (cf. meeting
14 January above). Friday classes changed to WeayssB will monitor
these classes and prepare a report on the prolffesgoring ofthe 60 sets of
Readucatébooksbought. Old commerce stationery offered forReaducate
learners to write in. A deputy will collect feeditaforms on progress and
attendance for the researcher Readucateat the end of the term. (Note:
these were not completed by all teachers and marsg iwcomplete)

 CBI: two dates in September requested in ordanaie up lost training
sessions The researcher would like attend CBI classes but on invitation
only. She will conducinterviews with the staff.

» Staff morale: Tea: in the staffroom on Fridays is up and rugniithe
researcher and Dr van Wyk would provide eats fertéachers.

* A thank-you letter should be sent to Raubex construction for renevhedg

investment.

198



2.8 Held on 20 October 2008

Readucateclasses: araot running well. Forms designed by the researcher
to assesprogress in each class.

Involve the parentsif possible, to inform them about the project aeatings
and by letter if their children need to attend. Té&chers do not seem to be
committed. The classes of the late teacher need to beeatlvidto other
groups. TheReaducatecommittee has not done this8¥/hat has become of
the sets ofReaducatdbooks?Nobody is certain.

Apparatus: The three new overhead projectors requeatedstill in boxesin
the storeroom. A says the concept is ‘new’ to ttadf sand they have no
transparencies

SSR:The researcher is going to focus on the gradassebk and then move up
grade by grade. The reading is in place but theeea few problems. The
researcher plans to demonstrate and motivate thedeners.

Buy-in: The researcher is interviewing and discussingpteggramme with
members of staff individually in order emcourage buy-into the programme.
CBI date: Dr van Wykagain requested a dateso that the meetings that were
cancelled can be caught up. C will find a suitalaee.

Prizes: The researcher wants to offelook prizes to those who have
attended most library readings. She will hand them owsgembly

The dictionariesbought for the school should be distributed.

2.9 Held on: 18 November 2008

A reading room has been identified and will be prepared for 2009.

The researcher offered to use @8koach ten borderline matrics

CBI: Prof. Donna Brinton will visit the school on in April 2009 to teach
CBIl. She is a world-renowned expert in CBAll staff members should
attend.

SSR:is going well as all are quiet but lack enthusiasm.

Readucate SMT will slot it into the school day as the clasafter school are
not working.

Thanks: The SMT thanked Dr van Wyk and the researcher tayirsg the

course and for their efforts.
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2.11 Held on 10 March 2009

Deputy: absent

SSR: The researcher and Dr van Wyk have chosen R1%800ooks and
want to fix the cupboards so that the books catobleed up. B and C will
identify where they are needed.

The newreading room will get a security door.

Cleanliness: Dr van Wyk and the researcher requested that gkner
cleanliness of the grounds and the classroorh& addressed. A replied that it
would not be possibleto ask teachers to clean their classrooms. It avas
personal matter.

Discipline of the staff and children should be addressed® And C said they
would do attend to it.

Readucate has started. The other learners showtite journals. The
researcher will address the staff to explain gurdals have been delivered to
the school.

Sustainability: This is the biggest problem that lies ahead wherresearcher
leaves. This need to be considered and suggestiads at the next meeting.
CBI: Prof. Donna Brinton will visit the school on 20 April 2009 to teach
CBIl. She is a world-renowned expert in the field! staff members should

attend.

2.12 Held on 2 June 2009

Absent: Deputy

Readucate:A deputy had been askedpoepare a report on the progress in
Readucate. He had information froomly three out of 16 teachers A
mentioned the computer reading programmes avaitalitee school. This has
been discussed before and nothing has been doneiabo

Sustainability: Dr van Wyk asked A for therequested plan for
sustainability The principal had none. The researcher asked about
sustainability of the reading room The principal said that theew
librarians would co-operate next term. (At the time of wigtimothing has

yet been done).

200



Respect: From observations, and notes written by the learraout the
reading classes, it is clear that tlearners are treated rudely and even
sworn at by some members of staff. Dr van Wyk mentiotied this was in
conflict with educational principles and that theggravates disciplinary
problems.

Staff plenary: A date for a staff plenary was requested befogectid of term.
(This was not received until July, for a meetindg®held the next day).

Ethics and leadership:The researcher shared her research findings ocsethi
and education. She gave copies to all. Dr van ¥hdted some words about
leadership.

Apparatus: Dr van Wyk complained that tl@HPs that had been requested
by the teachers were not being used at al\t a previous meeting, the reason
given was that there were no transparencies arsa thave been supplied.
said that the teachers wemet au fait with technology and requested an
OHP demonstration.

Teaching methods:Dr van Wyk complained about the teaching methods
becausdeachers copy the whole textbook onto the blackbodr A said that
was a good old solid way of teaching. Dr van Wyk disagreed and
emphasised that it was for this reason that CBI wabeing introduced. A
said that there was no money for books. The reseasuggesteflindraising

as she knew someone who did this professionallgaid it had been done and
he had bought chairs for the staffroomwith the money. Dr van Wyk was
aghast anaffered to use some of the sponsorship to print b&e off a CD.

A said they were of poor quality and that each ldnted a different textbook.
A would investigate whether he could allow Dr vanyRNto print the

textbooks. (Note: At the time of writing there Hagken no reply).

2.12 Held on: 18 Auqust 2009

This meeting did not take place as at the outsefptincipal accused the researcher

and Dr van Wyk of having informed him of neither Brinton’s visit nor that of the

local newspaper. It was pointed out to him thaséhhad been on the agenda of

meetings, and he apologised and left.
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3. Special meetings
3.1 School Indaba: January 2008
These problems were identified at the School Indedlded by the alumni and

attended by members of the SGB, HODs, membersedsteff, parents and interested
parties. The researcher attended two Saturdayoees3 he matrix was e-mailed to
the researcher by Ms A. Tarentaal (2008). It heenbnserted verbatim.

Problem Probable cause Response strategy

1. The lack of 1. Learners do not know or
accountability of learners realise the need to take
has teachers crying for | responsibility.

help. (e.g. for attendance,

homework, studying, thei

=

behaviour)

2. Learners seek attention
form parents and regard this jas

a way to achieve it.

3. Teachers spoon-feed the

learners too much.

4. Learners lack vision (hope) Tell them abousjob
and bursaries available
so they can develop a
goal in life.

Motivational talks.

5. Teachers are concerned that
there is no way in which such
children who are not interested
in education can be refused

access to the school.

6. The literacy problem leads
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to the disengagement of the

learners.

7. Poor vocational guidance i
provided to learners by

teachers.

[72)

2. Lack of communicatior

and poor communication

11. Language barriers are a
barrier to communication
(reading, speaking, writing

and listening).

Put communications

systems in place.

2. Refusal by some teachers
change and become more
accommodating. Refuse to

learn other languages.

3. The old school culture doe|
not want to make way for a

new all inclusive culture.

[72)

4. Life values of teachers
differ. Honesty does not
appear to be a shared value
when messages are relayed

down the chain of command.

There must first be
consultation then
consensus before

messages are created.

5. Communication from
school management team ng
always clear as there is no
process or system to prevent

miscommunication.

Other written means of
tcommunication such as
memorandums should

be used.

6. No unity in School
Management Team. SMT
themselves do not adhere to
what has been agreed (sets i

poor example).

55
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7. Learners have poor literac

skills.

yLearners should follow
the literacy programme
being presented.

8. Lack of respect for one

another.

3. Lack of direction

1. SMT is not giving direatio
as they are divided

Volunteers to initiate
social gatherings to

alleviate segregation.

2. There is no willingness to
execute the plan, starting wit
the SMT and trickling down

the chain of command.

SMT must lead by

hexample.

3. It is not clear whether
external direction is sought
and utilised (e.g. teachers
becoming grade 12 markers,

networking and LFs)

4. The SMT’s current plan is

not focussed and poorly

communicated hence there is

doubt about its existence.

5. The plan is too top-down
with no buy-in from the

bottom.

6. A lack of common vision.

4 Lack of growth and
undesirable growth in the
areas of academics, staff
unity, communication,

interpersonal

People are not receptive to

new ideas.
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relationships.

Too few new ideas are

introduced.

5. Teachers are
segregated and work in

different directions

Teachers refuse to change a

become accommodating

nB8uild a team spirit to

eliminate cliques.

(Teachers are disengage
behind desks, do not

interact with learners or
other teachers. There is i

racial and cultural divide.

dSMT is divided and not giving

clear direction.

) Develop a caring
attitude caring about
the children, especially
the vulnerable ones.

Language and cultural

differences.

Parents are not involved as

expected.

6. Lack of motivation and

negative attitudes

Teachers and learners feel
overwhelmed by socio-

economic factors.

Address the culture of

staff absenteeism.

The image of the school is

very negative.

Lack of discipline

Stop the culture of poc
discipline of both
teachers and learners,
and start enforcing the
code of conduct.

r
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3.2 Adv. D. Smit: 3 March 2008
Adv. Smit runs her own private practice and spesgalin labour law.
Tel: 0827099590

3.3 Prof. W. Greyling: (the then Professor of EsigliuS): 15 July 2008

Address to all teachers on Report on Wag-'n-bieiecondary School: literacy
testing

A literacy test, designed on the basis of testipattons which are consistent with
the International English Language Testing SystéALTS), and current testing
practices (cf. Hughes, 2003: Chapters 4, 5, 7 ahy Wvas used to assess learners’
proficiency in English. The test was pitched aa@& 8 level, and for the Grade 8
cohort, we obtained reliability indices (i.e. alplcaefficients) ranging from 0.83 to
0.88. The test is at the beginning stages of tiwveldpment process; so, we intend to
work towards improving its reliability and validityVe are nonetheless confident that
the current test provides relatively reliable infoation about the target group of
Grade 8, 9 and 10 learners.

From the findings quoted later in this report, we able to conclude, tentatively, that

(a) a significant number of learners in Grade 8 arerigk. The frequency tables
for 8B, 8C and 8D show that 55 (50%) out of 112re&s are on scores of
50% and less on the test. We have identified G&8leas a particularly
vulnerable group in which 22 (54%) out of 41 leasbave obtained scores
of 6.25 (42%) and lower out of 15.

(b) an equally significant number of Grade 9 learners at risk. The frequency
tables show that 56 (40%) out of 140 students arsamres of 50% and less
on the test. We have identified Grade 9E as vubleras 27 out of 39
learners in the Grade have obtained scores of 50%e%s. The vulnerable
students in Grade 9E make up 19% of the full coh@mne would also expect
the means for Grades 9 and 10 to be significaritipdr than those for Grade
8 as the test is pitched at Grade 8 level. Althotiggse means are higher, they
are not significantly so.

(c) learners at Grade 10 level test as high risk (oBrade 8 level test). Of those
tested, 35 (19.5 %) out of 179 are at risk, thispite of their writing a Grade

8 level test.
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(d) of the full cohort 146 (34 %) out of 431 learnars at risk.

(e) In some of the grades, there are a wide rangetefdcy skills, and this fact
has implications for those who are adequately dterand those who are not.
See, for example, the minimums and maximums fodeSra0D, 10E, 9A-E,

as well as 8B, D and C.

Implications

Language proficiency is one of the best predictofssuccess in the educational
system. Lack of academic literacy and languagdigemcy will compromise the
educational process in various ways. Learners ethinerable group will encounter
problems in accessing the meanings in texts, bottew and spoken; thus, they will
have difficulty engaging in educational procesdemarners who are unable to read
and write will experience failure and exclusioncaBolded intensive and extensive
reading instruction, we believe, is a primary sagy, among many, to develop not
only academic literacy and language proficiencyllskbut also to promote learner
autonomy. It would also seem that the wide rangskdls in the same grades will
require individualized instruction. We see theselagous objectives.

Reference: Hughes, A. 2003.Testing for Language Teachers.co(®e Ed).
Cambridge: Cup.

3.4 Prof. Lucius Botes: 4 November 2008

Prof. Botes is the programme director of Master®avelopment Studies which is
run from the University of the Free State and aggplnternationally. Prof. Botes is a
seasoned scholar in the field of community develepm He is currently the Dean of

the Faculty of Humanities.

3.5 Prof Donna Brinton: 21 April 2009

Prof Brinton is the Associate Director of UCLA’s i@er for World Languages and

also lectures in the Department of Applied Lingastand TESOL. She acts as
Coordinator of the UCLA ESL Service Courses. Praht®n has published widely

with her field of expertise being TESOL. Prof. @8on has worked as a language
specialist for the US government and has conduigacdher education programmes

around the world. brinton@humnet.ucla.edu
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3.6 Prof. Peter Rosseel: 10 August 2009
Prof. Rosseel was consulted for advice about chamgeagement. His field of

expertise is described below.

Prof. Peter Rosseel is Director of Life Long Leaghat the University of Leuven. He
is also an Extraordinary Professor at the Facuitthhe Humanities of the University
of the Free State. His research and teaching BiterBe in the domains of
Instructional Psychology, Change Management, Acacle&ntrepreneurship,
Management of Diversity, Leadership, Intercultukdnagement and Performance
Management. He manages research and educationctprdfjer the European
Commission and the Flemish Government that hawdtegsin several publications.

He is frequently consulted by large corporationslavavide.

peter.rosseel@lll.kuleuven.ac.be

3.7 Mr Paul Cassar: 17 August 2009

Mr Cassar is the headmaster of Eunice Girls’ Schooé of the top schools in the
country. Mr Cassar is also a consultant to the @oBcerning underperforming
schools. Tel: 051- 444 1765
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Appendix Ill: Readucatesuccess stories

1 The Department of Education

DEPARTMENT OF EDUCATION

DEPARTEMENT VAN ONDERWYS

LEFAPHA LA THUTO

ISEBE LEZEMFUNDO

Karol District Office
Private Bag X1013
De Aar

Tel: 053 6329200 7000

Fax: 053 6313250 Date: 30 March 2005

Enquiries - PGN Masuabi
Reference :

TO: Mrs. E. Freinkel

Since the implementation of Readucate in 1997, there has been a significant
improvement in Educators skills and attitude towards the teaching of reading and
writing. Unfortunately a very low percentage of +/- 20% of all the educators in our
region have been trained. If all educators were trained the overall improvement would
be far greater.

‘With this 20% of educators teaching. reading and writing have improved by 40%.
Sadly a lot of the Readucate skills are lost in the classes in which the other educators are
not trained.

The overall behaviour of the leamers improved more then 50% due to their positive
attitude and eagerness to learn. Learners who have been trained are able to analyse

problems. their self-confidence and self esteem improved dramatically.

If all educators were trained according to the Readucate Programme the improvement
would be 90% -100%.

Due to the high illiterate rate in our area Readucate could make a vast difference to
many of our learners lives.

Yours sincerely

TR

PRINCE GOODWIN N ABI

DISTRICT DIRECTOR
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In grade 7, in September 20@5learnerswere
) considered competent aB8 incompetent
l"*%* After one term of Readucatein December
|, e BT SRS | 2006, results show tha learnerswere

= e competent ané incompetent That's a

complete reversal of the class!
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Appendix IV: Questionnaires and interviews
. To establish the learners’ socio-economic and ecational background
. How many languages do you speak well?
. What is your home language? Mark the languagtesbplies.
. Say which languages you speak.

. How far did your mother/ caregiver study?

1

1

2

3

3

4. How far did your father/ caregiver study?

5. How many people live at home with you?

6. How many books do you have at home?

7. What books (not magazines) does your motheegozer read?
8. What books (not magazines) does your fathergoageread?

9. What magazines/ newspapers does your mothegivar read?
10. What magazines/ newspapers does your fathexgiver read?
12. Which of your parents’/ caregivers’ magazineydu read?
11. Why do you need to read well?

12. Explain what you think about reading.

13. How do you see your reading problems? Do mdrhelp? Explain

2. Questionnaire to the teachers to establish probms and how they teach
reading
The results of this questionnaire have been inddriethe text in chapter 5. It is

mentioned here in order to indicate the list ofsiiomnaires fully.

3. Please list the obstacles to the reading project
The results of this questionnaire have been inddriethe text in chapter 5. It is

mentioned here in order to indicate the list ofsiiomnaires fully.

4. Questionnaire to establish what the teachers uedstand by CBI

1. Describe what you understand by CBI
» Teaching the vocabulary (x 4)
* Trying to make the learners learn the languageenthity learn the content.
* | am not sure, | could not attend the training x 3

2. How do you apply it in your classrooms?

* | teach them to spell the words (x 2).
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* | teach them the difficult words before | teach tesson.
* | am not sure how to do it (x 3).

* | make them read (x2).

5. Final questionnaire to the teachers
There were 33 respondents out of a teaching st&f®d1 refused to reply; 1 was on
maternity leave)

1. What are your gualifications?

Refused to answer: 13
The rest of the teachers had degrees and teacipiognas; several had more than one

degree and six were studying further.

2. When did you get these qualifications?

Refused tqg Before 1985 1985-1995 | 1995- 2000 2000-200% 2005 - 2009
reply

14 S 9 4 2 6

3. Where did you qualify?

No reply College/ University Not clear
Technichon
11 7 21 1

Some teachers have attended more than one irmtituti

4. Do you have enough textbooks for teaching?

Yes No Other

7 23 3 did not reply

5. What workshops have you attended workshops?ribegteir value.

13: Departmental workshops worthwhile on new syllahssessment and training.
1: not enough depth.

1: useless because the emphasis is on teachdeanrs and more admin involved.
1: ‘some were’. No description.

17: did not reply.

212



6. Do you think you need any extra training to lmmad teacher?

Yes

No Other No reply

17

8 1 wanted support; 1 wanted training in adrviaig®on | 7

7. Sustained Silent Reading. Describe the progiess the beginning.

Positive observations

Helps learners to read in silence (x2).

The learners concentration has increased (x4).

Learners more restful they have learned the valueading (x4).

It is valuable to the learners. Progress is patemtearners obviously enjoy it
(x4).

The learners do show interest in reading/ enjoyr{»e3)jt

Disciplined reading, material not textbooks any en(x2).

At first SSR was difficult to implement due to laars; not being used to
reading (x5).

Progress is visible (x5).

Other comments:

It improved my own reading and writing.
Little progress.
The teachers must still get into the same routimtedascipline.

No reply (x2).

8. Describe any change in behaviour you have mbtgiece the inception of SSR

(This overlaps with the previous question but isvasked to stimulate reflection)

Positive responses:

At first they couldn’t make sense of the period atdiggled to settle. Now
they settle down quickly and easily the moment tbpgn up their reading
materials (x4).

Learning behaviour has improved; more challengebcamious.

Now they can read in silence and spelling is imprgv

Learners feel free to share their thoughts.

Eager to read (x7).
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* Their behaviour has changed a lot because durieig tlee period you see
them with magazines and newspapers, reading.

* Moved from reading pictures to text (x2).

* They are beginning to become inquisitive, disciptirand enjoy reading.

* Bring their own books.

* More excitement and interest in reading by sommbza. They are starting to
value books more, but there is lots of work to baal

* They have started feeling more comfortable, coma&nimore and their work
has improved.

» Learners are keen to get newspapers or any maaedahre not shy to ask.

Negative replies
* No answer (x5).
 Can’t say (x1).

* No significant change(x1).

9. What is your attitude to reading?

Love reading Moderate Do not like reading No reply

24 1 1 I

10. What do you read?

No rely | Nothing Magazines| ‘Everything'Magazines | Books Other
and books

4 1 10 4 8 3 1

11 Describe what reading material you have in ydassroom for SSR (24 register
classes)

No answer Nothing Magazines/ | Magazines and Books
newspapers books
4 3 12 4 1

12. What else do you need for SSR?
8 (out of 24) no answer

Apart from requests for books and magazines, th@wng positive suggestions were
made:

» Place of safekeeping for the books that will maleasier to access the books.
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More exposure on how to conduct the process prpperl

Stack of books for everyone so they could rotatklaarners could experience
the pleasure of reading by wanting to know whatpleais next.

More books of high interest and that read easily.

Books for beginners and special age groups.

Ways to create more interest.

13. Suggestions to improve SSR

10 no answer

Circulate magazines so that learners get new rgadaterial.

Reading competitions.

Library should be made available.

Short term goals in terms of progress e.g. quesdioes, debates on reading
material, Olympiads to do with reading matter thas been provided to the
classes

Easy books.

Books should be permanently available.

14. Describe what you understand by CBI

Instructions based on the content of a subject.

Understanding subject content.

Explain difficult words and concepts.

Resources problem.

Instruct the content to understand it broadenimegctiild’s perception of issues
Teaching language with the contents of other stbjée natural sciencas.
the theme of the lesson and activities must rétatecertain content subject.
The contents of a particular article are used swan consecutive questions.
| do not know.

These are concepts and approaches that will woderugonducive (sic)
circumstances. Where there is pressure and negdwtiebe problematic
(sic).

Let learners read content and discuss what tinelgrstand.

Learners must know what they learn.
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Starting from the known and moving to the unknowatter through teaching.
Facilitate teaching maximum learner involvement.eUs variety of
methodologies in teaching.

Break down difficult words by using different metiso(x 2).

Use subject to teach language.

It's to read with understanding (x 3).

Explain different words before continuing with tlesson.

Content subjects also language instruction.

Instructions based on subject content (x 2 answers)

| only attended 1 meeting and am not well informed.

The only answers that indicated understanding @f ttaining given were the

following:

Training in my subject area to promote the learnatslity to read and
understand the content in order to learn the corated be able to apply what
they have learned, and to be able to reproducecdhe&ent correctly and in
comprehensible form.

Applying reading comprehension skills whilst deglimith subject content.

15. Describe any value gained from the lectureBisyvan Wyk and Brinton

No answer: 22

One teacher did not attend Dr Brinton’s lecturestas had a prior appointment. (This

meeting had been scheduled two months in advartcéharSMT undertook to ensure

full attendance). There were several who did not@and offered no excuse.

Positive answers:

Reminded me of what | learned at college on hoprésent a lesson
Broadened my vision

‘Reading for content is important’

Excellent pictures dictionaries, visual stuff. Fillexercises would work.
How easily lesson presentation was simplified btegmation of various
methods to approach subject matter.

Taught me a lot.
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* In English they say, ‘Back to basics’.

directly dependent on their reading skills as i irthinterpretation of

Learnersinking and skills are

information. Always bear the language barrier inarin your subject.

» Reading forms the base for success.

* Making our lessons interesting and enjoyable.

Negative replies:

* None. It was just a reminder of what | already knew

* Not yet achieved but it improves teaching

* Could work if learners looked up words in dictiolear

16. Would you like more CBI training?

Yes

No

No answer

Undecided

8

11

11

2

17. Would you like to give a demonstration of a @&son to the other teachers and

Dr van Wyk for constructive criticism?

Yes

No

No answer

Undecided

2

18

11

1 not confident

18. If you would, would you be prepared to orgaiiide

Yes

No

No answer

Undecided

2

20

11

19. Which of the teaching aids that have been gemiby Raubex construction’s

donation have you used?

Diction- | OHP | Data Books | Read-| Not- | CD Read-| No-
aries and project-| in ing ice play- | a- thing
Screen| tor read- | room | board | er long

ing

room
17 5 4 4 0 5 1 1 4
No reply: 6
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One teacher has used ‘computers’ which were notigeed and another, ‘All those

teaching that have been provided by Raubex’.

20. What problems, comments and suggestions dohgwe for the use of the

apparatus and teaching aids?

Valuable suggestions were the following:

» Stationery OHP not easily available (x 7)

* | would love to learn about data projectors, pop@nt etc.

* We need a safe place to keep them nearby thasily eacessible.
No comments: 14.
One comment: ‘We need more OHPS'.

‘Are they readily available?’ (sic)

21. What else do you require to improve your teagPi

» Afrikaans dictionaries and bilingual dictionaries.

» Textbooks.

* Resources.

* Internet.

* Mathematics dictionaries.

» Sets of crayons, stationery.

* Motivated learners.

* More effective scientific apparatus.

* White board and extended laboratory.

* More data projectors.

* OHP.

* More teaching time rather than time wasted on assest, policy problems
cannot be ignored.

* More assistance.

« Time.

22. What do you understand by the terguHture of readin@

» Attitude towards reading
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Learners and teachers must develop a love of rgaditore reading should be
done.

Having reading as part of one’s living routine.

Reading must become a habit: a reading natiomasiaing nation.

Read to gain knowledge.

Making reading part of daily life routine. Readidaily.

Reading develops your mind/ perceptions of life.

Learners must learn to read earlier.

Learners must read every day. They must be eagezatl anything and be
able to read.

Love to read anything.

Instilling in every child the culture of reading asvay of entertainment, also
teachers. Through reading one can access anyrigaarea as it also improves
any individual’s performance.

To make learners aware of different culture by megdsic).

To love reading.

It refers to the habit of reading and a naturalmmar desire to achieve
enrichment and knowledge by means of reading, veletbr pleasure or

intellectual enrichment.

School must have culture reading of its own. Mesh priority.

Where everybody read and be motivated to read.

To eat sleep and drink reading to read with a passi

Conducive environment for reading.

Reading not under force but form love and habit.

Everybody at school should be eager to read and timast be set aside to
inculcate a culture of reading.

Learners must enjoy reading as a way of life.

Reading is like breathing.

Reading for pleasure.

Atmosphere of learning where reading is deemedet@i essential part of
everyday life.

Teach learners from young to read regularly.

It is part of who you are.

219



Learners must read more frequently.

23. What efforts of the researcher to cultivatauliuce of reading in the school are

you aware of?

Reads to learners during break. Motivates teadioersad so that the learners
follow their examples.

Reading to learners.

Shows positive interest.

Motivates learners.

The researcher takes a lot of trouble and visiés gbhool regularly, reads
every Friday makes books available.

Opening a mini library and inviting learners todea

She has the children’s development of reading atthe

She has done a lot for the learners.

Reading room, books, SSR.

Reading to learners during break. Demonstratiomsigassembly.

We know that in the SSR we can just sit and read.

Reading during intervals. Established a readingnrdor learners. Inspired

teachers to read. Addressed learners during asissmhd rewarding learners
who attended reading as a way of motivation.

Making reading material available and motivatingriers. Creating an

awareness of the importance of reading. Makingnkxar aware of reading

techniques in all subjects.

Dedicated reading during break. Creative in apgr@ax gets others involved
| have seen her with other people on two or thicsasions.

Reading hour. Aids to make reading more fRleaducateclasses. Supplied

reading material. Investing her own time.

Putting up notices. talk to learners during assexapldifferent classes and
SSR.

| don’t know. The group that she reads to at Mrs ¢lass ?
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24. What do you do to help create and nurture tulof reading? Give specific

examples.
No reply: 6

Read with learners. Tell them about books thatvehread and that may
interest them. Ask them about what they are readdnigpg different kinds of
newspapers/ magazines to school.

Anything | am asked and expected to do like givkeaducatéessons.

Bring books and encourage learners to join library.

Refer to interesting stories, and clever use ajlage.

Motivate learners to read at home and during free.t

Encourage learners to read in class quietly.

| only work with figures.

Force learners to read other material than textbooking SSR. Let them read
case studies during periods and read their answetass.

| bought books. | read to them. | am an example.

By bringing it in my lessons. Show the differencel deach them to accept
others.

Library in class: make old books magazines and papers available.
Motivating a culture of reading and providing resglimaterial in SSR.
Develop the importance of understanding of theextbpatter.

In Mathematical Literacy learners have to conceatta understand what they
read and are being asked.

Use magazines as learning aids.

Create situations for reading. Encourage discussoonwritten materials also
graffiti on walls and desks.

Make learners aware of newspapers in office. Mak@spapers and reading
material available in my classroom’

Make sure SSR is effective.

Do some CBI, motivate learners by giving them téatprepare for next day.

25. What problems, comments and suggestions ddgwa in order to improve the

culture of reading?

No reply: 6
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Encourage reading in all subjects. Give learneokbdhat interest them. Ask
what they have read, even comics. Problem: magazawedifficult for them
to read for an hour.

Parents should buy books so learners can readva.ho

In a few cases of bad discipline. to visit learnéyem a book club.

Make the library functional (x 2), allow learnecsread in class quietly at least
once a week and encourage them to take bookstérest.

Read aloud to class.

Should start reading earlier.

‘People checking up on teachers as if they areddnl Walking into your
class without knocking to spy on you (the teachdt)makes you angry and
lowers your morale’.

| want to buy books, they are too expensive.

A 100% culture of reading would be realised if gvarember of staff could
understand the importance of contributing towardsking a difference in
every learner’s life. But given time an improvemeiilt be achieved.
Particularly in grade 10 there are serious readgingblems also writing
problems. Learners must develop their own readutigire themselves.

Show the importance or reading and not just saad'reead, read’.

A lack of SeSotho material.

More interesting reading material.

Ask learners what they are reading. Bring enjoy#iybécs to class.

DoE should employ 3 extra teachers to teach ilteetearners. and

Learners should have their own dictionaries.

26. What is your impression of tfiReaducat@rogramme?

No Reply: 8

Comments:

Good but too elementary; for primary school.
Benefits the school.

It can help the readers who struggle.

It teaches them sounds and words.

TheReaducatg@rogramme is in progress.
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» Good but target primary schools.

It tries to improve reading by teaching the basaungls and reading
techniques.

* Helps to improve learning and to achieve more.

* It really helps teaching and learners really paoéte in activities.

* Not taken seriously.

* Could be good if done by trained people.

* Could work.

* Love the programme. Learners eager though thgrgse is slow.

» Could work if learners and teachers cooperate.

» |like it. Now | can teach a learner to read whidouldn’t do before.

» Good but learners do not always want to go to kagioefer stories.

* Fantastic. Now | understand why learners cannod raad can identify

problems.

27. If you do not teach Readucatesay what you do with learners during the

Readucat@eriod

No reply: 12.
* Allow them to read quietly.
* Quiet reading reflecting at end.
* Follow instructions.
e Study.
* Read to them, encourage reading.

* Write journals.

28. Do you notice any improvement if the learneesiding? If you do, what would

you attribute this to?

No reply: 7.
Negative replies:
* Notreally, no ...; and
« Too soontosay ... .
Comments:

* As aresult of outside help.
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SSR (3).

Gr 12 comprehension is better.

| see them as are but they do read faster and acoreately.

As a result of lots of reading.

Pronunciation is better.

Motivate them to start reading for at least 10 miore.

Read regularly.

Learner’s attitude has changed: e.g. schoolworleiting attention where it
received none in the past.

In my language lessons | notice if the | find boaki®resting and then they
read better.

Yes, those who attend have improved.

Culture of reading slowly becoming effective (SSR).

29. In order for the reading programme to be swsfob# needs to be sustainable.

Write a few sentences on each of the interventitssied below to indicate the

problemsandhow you would be prepared to hatphelp build sustainability into the

programme
No reply: 15

We need an teacher full time full time for reading
| will encourage learners to read.
Absence of the teachers is a problem.

It is good, continue.

30. Sustained Silent Reading: (a) problems (b) whaéll and can do

No reply: 10

Comments

Some learners come without books.

Provide books.

Involve parents.

Problems: classes without teachers. SMT must mrhtim hall and invigilate
during SSR.

| still have bored readers.
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Encourage readers to read/ bring along own boadtsdgas from them/ share
what | am reading and allow them to do so too. $agtp SMT to monitor

and reward teachers who keep consistency or sabihinin SSR.

Encourage learners to read.

| can continue to keep reading materials in thesstlzom and influence
learners to be positive about reading.

Learners cannot concentrate for the hour. Statt watif an hour and add on
more time.

| can ask for a stack form the library but only &ocertain time.

Absence of the teachers: Classes can be divided.

| think our classrooms should be more like librarteappy spaces which
encourage learning and reading. Many are dralbrydrigad spaces.

Shortage of reading materials. Collect magazinesb@oks.

31. Content based instruction: (a) problems (b)twhall and can do

No reply: 18

Comments:

Keep on reading in class.

Difficult verbs/ simplify them.

| try it and it works but sometimes | do not spesrtbugh time to prepare
that... try harder, it does work.

Invite Dr van Wyk for support in CBI when need astto implement CBI in
my teaching.

Keep on doing what | am as | know it all

| can explain the content of the reading matergadgd emphasise how to
classify and spell words.

| have no knowledge of this CBI.

Sometimes takes too much time. Keep going with CBI.

Can be improved- less assessment.

Can only work if learners have dictionaries.

Non-attendance of learners: motivate parents ardédes.
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32. Teaching apparatus and teaching aids: (a) @m(b) what | will and can do

No replies: 14

Not enough. Share and make own. Let learners help.

Apparatus not always available set up financialmsda buy apparatus.
OHPs too few/ share.

| use the OHP.

Difficult to fully utilise the apparatus and aids.

Difficult to get aids.

| can try to extend the range of teaching aids dee in class despite
difficulties.

Use what is available.

Have no apparatus. Will have to hire or borrow.

Teachers need training and should be encourageddadifferent teaching

methodologies and strategies to keep learnersesttd.

33. A culture of reading: (a) problems (b) whatill and can do

No reply: 15

Comments:

Learners not used to culture of reading. Teacletrexample.

Noisy learners/ discipline, motivate.

| do a lot.

Asssembly, staff meetings, notice board, parerdliement. Learners talk.
enough material available.

Set example, motivate. Put positive informationtloe notice board and in the
classroom.

Buy reading books that will interest learners. Ehare no reading books, only
newspapers and magazines.

Be a role model.

Motivate learners to read out of school.

Not enough books.

Better content selection and listen to the learriEng reading that the learners

do in grades 8 and 9 is very important. | sometifeekthat we are paying too
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much attention to the non-readers and not enougtet@lop the writing

ability of the readers. Many write well- let's déwe that.

34. Write any comment or suggestion you might have.

No replies: 16

Programme benefits the learners; their attitudeeginning to change.

Some SMT members should stop to spy on teachemybansome teachers
will then enjoy reading and it will happen natuyall

You have to be disciplined to read and | feel ihgbu are not interested in
what goes on around you, you will not care abouatwlour learners read and
do.

There is a definite need by learners for studyiskilelp with summaries, the
ability to identify important facts, doing proje@sd bibliographies.
Wonderful programme.

Learners that can read show progress.

Helps with discipline and learners show progregténr school work.

Involve people without forcing them get their humaterest going.

CBI to be more communicated to staff.

Thank you for your input into reading. | realisatthf we all pull together and
make a success it would improve our learners’ aéipab a lot.
Readucatdeachers should teach reading in first half hdUB®R. Then read
on own. Once a week not enough.

Teachers do not always have the time to sustaim gragrammes. | teach 40
out of 47 periods. Have to take care of absench&a’ classes,
administration, afternoon study etc.

Programme benefitted the school and should be maed and continued
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