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Plehty of real, relevant writing to read!

It’s a ‘real’ book when your friend has written it for you to read.

Work both with teachers and
pupils, has convinced me that
there are two models of literacy
on offer in our schools: a
utilitarian one aimed at giving
people the ability to write little
more than their name and
address and to fill in forms, and a
supercharged model which
allows its possessors to choose
and control all that they read and
write. This powerful literacy
includes the ability, the habit
even, of being critical, that is, of
making judgements, especially
about the writing of others. My
belief is that, until most, indeed
all, children in school have
access to, and are empowered
by, critical literacy, including the
understanding that reading and
writing are more than simply
useful, then we are failing to
educate the next generation
properly. (page10)

Margaret Meek. 1991.

On Being Literate.

Lost in thought?
or
Finding yourself in a book!
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Introduction

What you will find in this umthamo

e The first Unit in this umthamo focuses on the strong role
families play in helping their young children become part
of the local speaking community. It also shows how when
teachers involve families in the education of their children,
the children’s education is enriched and developed.

e Inthe second Unit there are two activities. These activities
build on the work you did in Umthamo 9 and focus on
stories, and the making of books. You will need to carry
out the first activity and get started on the second during
your first week of working through this umthamo. This will
allow you enough time to prepare for the Key Activity.

e The third Unit describes an activity we carried out at the
workshop for abakhwezeli in January 2000. It involves
critically reading a picture book. You will experience this
for yourselves at the face-to-face session where this
umthamo is introduced.

¢ You will find some extracts to read in the fourth Unit. These
extracts show how teachers have carried out different
critical literacy activities with their learners.

* In the fifth Unit, you will carry out the Key Activity. This
will involve helping your learners work on a critical reading
of their own texts and pictures, which they have made in
Activity 4 in Unit 2.

Intended Outcomes

When you have worked through this umthamo, you and your
learners will have

 thought about and discussed what makes a ‘good story’

e co-created some stories and turned these into picture
books

» read the books and asked critical questions about them.

Until very recently, if you had walked into any primary
classroom, you would have probably found the teacher
talking, and the learners sitting quietly at their desks. It was
assumed that teachers were the keepers of knowledge and
that children were waiting to receive that knowledge from
teachers. Teachers asked the questions. Learners were
expected to give the answers which the teachers had
previously taught them. Learners were expected to give the
answers which the teachers already had in their heads.

The content of the curriculum had been decided by ‘experts’
far away. Primary school practitioners were hardly ever
included in the committees who drew up those syllabi. The
‘experts’ included some secondary teachers, but mostly
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In the early 1980s,
when we were living
just outside Fort
Beaufort, we used to
give a young lad a lift
into town daily to get
to a high school in
Tinis township. One
day he was discuss-
ing a problem he had
in a particular subject.
We suggested he
should ask his
teacher. When he
came back from
school, he told us his
teacher had said,
“You don’t ask the
questions here. Here,
| am the one who
asks the questions.
You are expected to
give me the correct
answers!”

people who had long left the secondary classroom, if they
had ever been there. Curriculum documents were written
which set out the bare bones of what should be taught in
classrooms across the country. These documents, or syllabi,
were then handed down to provincial officials, who handed
them down to regional officials. The regional officials handed
down the syllabi to district officials, who in turn handed them
down to principals. Principals saw to it that the syllabi were
handed down via their heads of departments to teachers.
And finally the teachers handed down what was written in
those documents to their learners.

If children had their questions, they soon learned to keep
their questions to themselves. And if teachers had questions,
they were expected to keep their questions to themselves.
Their job was simply to carry out what had been written in
the syllabi.

So what made these curriculum committee members
‘experts’? What qualified them to write out syllabi for primary
school teachers all over the country, no matter what the
circumstances of their schools and communities? (Who were
the real experts?) How could these ‘experts’ be sure that
what they wrote in the syllabi was appropriate for all learners
everywhere? How could they guarantee that the knowledge
they suggested should be taught was relevant, useful, and
beneficial? Did that knowledge really take the children “from
the known to the unknown”? But in those days, we were not
expected to ask such questions, and those of us who did,
were quickly silenced.

Where did such a ‘top-down’ approach come from? Was it
part of cultural traditions, that adults are the knowers and
children are to be taught or inducted into the traditional ways
of behaving? Was the hierarchical approach part of cultural
traditions? Or was it something to do with the influence of
men who had been in the army during the South African
War, and afterwards made a career change and went into
education? Perhaps it was something to do with the fact that
South Africa became increasingly isolated during the dark
days of Apartheid, and we continued with a Victorian style of
education which was so entrenched in our schools?
Whatever the reason, we know that asking questions was
not considered proper or desirable.

Think of your own experience of being both a learner and a
teacher. What has changed for you in your classroom? Do
your learners ever have a chance to ask questions? What
sort of questions do they ask? How do you feel about the
new curriculum? What opportunities do you and your learners
have to study things which are relevant, appropriate and of
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Nkalitshana himself
is a primary school
teacher today. Let's
hope he encourages
the learners in his
class to ask ques-
tions!




interest to them? Are there opportunities for them to reveal
what they already know? In what ways are you able to build
on the knowledge and experiences which they bring with
them? What space is there for you to negotiate the
curriculum with your learners?

Activity 1 - If [ could choose the books | would like to
have in my class ...... »

Let’s think of the books which can be found in most
classrooms: text books. Who writes those books? What
makes the authors authorities on the subjects or topics
about which they write? Why do teachers and learners
need textbooks? What materials might be more relevant,
appropriate and useful?

Think carefully about this. If you, as a teacher, were able
to choose between either textbooks or a combination of
posters, pictures, cassette tapes, crayons, paper and
other books, which would you find most useful? What if
you were allocated a certain amount of money to buy
materials for your class, what would you choose to buy?
Open your Journal, and make a quick wish list.

A wish list is rather
like a brain storm.
You think of all the
good things you
would like to happen,
or things you hope
for, or might like to
have.

How do we prepare children for the future? If there is going
to be a need for them to be entrepreneurs, to create their
own means of making a living, they will need to be able to
ask their own questions. They will need to be able to judge a
situation, and to see what they can do and what they can
offer. How can they do this if they have only been taught to
follow? We need to think about these questions in order to
provide a “nourishing curriculum”.

When children are quite young, we know that one of the
most common questions they ask is “Why?” In their search
for meaning in the world, they try to discover explanations
for why things are the way they are. Parents and families
know this and respond to their children’s questions. They try
to help their young children learn about the world and how
they fit into it. And yet when children come to school, we
have discouraged them from asking their questions.

But it is through asking questions that we discover our world.
Asking questions like “What if....... ”. Thinking about
possibilities. Asking who has power, and why? Asking other
questions about the way things are and whether or not this
is fair. Questioning situations and circumstances. Questioning
behaviour. This is ‘critical reading’ of the world.
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Umthamo 24 there is
a quote about the
need for a nourishing
curriculum in our
classrooms.
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through once. The we
suggest you re-read
it. Later on, come
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Unit 1 - The role of families in the development
of language, literacy and communication in
young learners

In Umthamo 17 we asked you to carry out some research in
order to form your own theory of how we acquire our first
language. You will have seen from that research that the
members of a family play an extremely important part in
apprenticing a child into communicating through language.

Go back to your research for that umthamo. Re-read your
Research Report. When you were carrying out your research,
did you collect any examples of an older person or family
member extending one of the children’s language learning?
What did your own learners tell you? When we were trialling
the activities in that umthamo, the learners in all the classes
said that we learn to talk from our brothers, sisters, mothers,
- fathers, and other family members.

With Umthamo 17, we gave you a collection of readings
which you needed to read in order to write your Research
Report. Look at the third Reading in the collection, Language
and Learning by James Britton. James Britton starts that
chapter with the following sentences.

The homes into which most babies are born are places
where people talk. They will talk about the baby and a
great many other things as well, and before long - long
before they expect any response - they will talk to the
baby. (Britton.1970:33)

It is through the people in the home and context into which
the baby is born that s/he learns to communicate. S/he learns
to ‘join the oracy club’ of people. Through listening to the
people around her/him speaking, the young child learns the
sounds and ‘tune’ of the words they use. As the baby grows
and develops, these people increasingly include the young
child in their conversations. They begin to speak more and
more directly to her/him. They play with her/him. They include
her/him in day-to-day activities. And the more language the
young child hears, and the more s/he is included in activities
and conversations, the more s/he learns and is able to
participate in different language events.

As Andrew Wilkinson pointed out in Language and Education
(chapter 18 of the second Reading), we don’t learn to lan-
guage by imitation only. And it is also unlikely that we would
learn to talk, even with a Language Acquisition Device, if we
didn’t hear other people in our communities speaking. The
language events which surround a young child are essential
to her/his acquisition of her/his first, primary, home language.

Page 6

Ifyou have continued
to observe the three
young children you
began to observe at
the beginning of this
second year of this
course, your theory
might have devel-
oped even more.

Language

and Lea

Language and Education




In their homes, they
are learning what
Applied Linguists call
‘Communicative
Competence’.

How do parents, brothers and sisters, and grandparents, who
have had little if any schooling, know what to do? Unlike
teachers in schools, they have not completed a course on
teaching a young child how to talk (or /anguage). And yet,
almost every child learns to speak. How?

In the Appendix of Umthamo 17, we gave you an example of
a six-year old boy extending and developing his sister’s
language. Turn to pages 30 and 31 of that umthamo. Re-
read the conversation between Caleb and Cloud. Then look
at the top of page 31. We made the point that researchers
have found that there are 3 essential characteristics of
the speech of those who care for a young child when they
interact with her/him:

i) The sentence structure is simple, and there is more
redundancy and repetition.

if) They talk about whatever is going on at the time (the
“here and now”).

iii) Their talk is real communication.

Now look at the conversation between the two children.
Firstly, although Caleb is only 6, he seems to know that he
needs to use simple sentences and he needs to use
repetition. Secondly, he has focused on what the two of them
see together. And, thirdly, what is going on is real
communication. Caleb is sensitive to what his sister is
interested in, and he responds to what Cloud wants to talk
about. When she puts a stop to the language lesson she is
having, her brother doesn’t persist. He stops.

And this example is not unique. In almost every home, in
every district, in every region, in every province, in every
country all over the world, such conversations happen
between young children and the people in their families and
communities.

But it isn’t just the words and grammar of the language of
their home, that children learn through interacting with their
families. They also learn whatis appropriate to say to whom,
when and how (Hymes: 1970). Through participating in day-
to-day activities in their homes, in conversations, in games,
and in any other spoken language events, young children
learn what it is to be a member of their particular speaking
community. Some children participate more than others, but
most take part.

So families are very successful in teaching their young
children how to talk. If they are so successful in inducting
their children into the speaking community, why have
teachers kept parents and other family members out of the
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school and classroom in the past? Isn’t this perhaps a
resource which we, as teachers, could tap? This is what
James Britton wrote thirty years ago:

..... in school we cannot afford to ignore all that has gone
on before. So often in the past we have tried to make a
fresh start, at the risk of cutting off the roots which alone
can sustain the growth we look for. It is not only that the
classroom must more and more merge into the world
outside it, but that the processes of school learning must
merge into the processes of learning that begin at birth
and are'life-long. We can no longer regard school learning
as simply an interim phase, a period of instruction and
apprenticeship that marks the change from immaturity to
maturity, from play in the nursery to work in the world.
School learning must both build upon the learning of
infancy and foster something that will continue and evolve
throughout adult life. (Britton. 1970:129)

During the last thirty years, schools and teachers in certain
other parts of the world have begun to seriously involve
families in the schooling and education of young children.
And they have done so with remarkable results.

In the 1970s, in London, two researchers carried out an
experiment in a school in a poor neighbourhood. The children
at this school performed poorly on reading tests. One of the
researchers, Jenny Hewison, was dissatisfied with the
explanations which were offered for this poor performance.
Teachers claimed that the poor reading was a result of the
fact that the children came from homes where there weren’t
any books. They thought that the parents weren’t interested
in their children’s schooling.

Jenny Hewison found that there were some children who
read well, and that there were books and there was a reading
culture in their homes. So she and her colleague, Jack Tizard,
arranged with the school to start a project to help the children
who did not read well, so that their réading would improve.

Every parent was contacted, either at a meeting at school,
or on a subsequent visit to the home. All the parents agreed
to help. Jenny Hewison found that it was possible to involve
all the parents, whether they themselves could read, or not.
She also found that she could involve parents who did not
speak the language of the school. The parents were asked
to listen regularly to their children reading aloud at home.
The project ran for two years, and at the end of the two years,
every child’s reading ability had improved significantly
(Hewison: 1982).
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The results of this project inspired many teachers in other
parts of England, particularly those teaching in low socio-
economic neighbourhoods. In Rochdale, a city in the north
of England, the teachers embarked on a project to involve -
parents in their children’s learning to read. It became known
as the Belfield Project.

In this community, although parents participated in the day-
to-day running of the school, they were not involved directly
in language or numeracy activities. So, at the beginning,
when the teachers approached the parents, some parents
were not happy about the proposed project. Some of the
parents felt that the teachers were passing the job of teaching
onto them. However, within a short time of being involved in
supporting their children’s progress in reading, the parents
asked if they couldn’t be involved in other curriculum areas
(Jackson and Hannon:1981).

Involving parents in a school in Mdantsane




Some teachers and principals may be reluctant to involve parents. This
was certainly true in the past. Parents were expected to support the
school as far as fund-raising and special events were concerned. But
they were not invited to participate actively in their children’s learning.
Researchers have found that some teachers are reluctant to accept
the idea that parents are an important factor in their children’s growth
and development (Branston and Provis:1986). But good teachers know
that parents are very important allies in the teaching of young children.

Families are able to interact with children for longer periods of time,
and in a much smaller group than a typical primary school classroom.
Maybe some teachers are afraid that if they invite parents into the
classroom, the parents will see their weaknesses? Maybe these
teachers want to create a mystery around what they have learned in
their initial teacher education courses? But if they could overcome their
lack of confidence, they would discover an important way of making
their job more successful and rewarding.

Perhaps some of this reluctance to involve parents in South African
schools can be explained in other ways. Long ago, parents were
responsible for the education of their children. Like families in other
parts of the world, children learned whatever was considered necessary
by learning from their parents how to be a woman, a provider and a
nurturer, and how to be a man, a provider and a protector. When schools
were established, the curriculum included things other than those about
which the parents knew and were experts. Instead, the focus of schools
was on academic learning. Parents felt inadequate and left the
responsibility of their children’s “formal” learning and teaching to teachers
in schools (Harrison and Coles:1992).
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Mrs Zenani - a
phenomenal
storyteller

But perhaps another reason why some teachers have been reluctant
to involve parents is that teacher education colleges have not prepared
student teachers to involve parents and communities in the curriculum
(Cyster et al:1979). Itis not an easy thing to be a young teacher in your
first year of your teaching career. Most of the parents are some years
your senior. How can you tell them what to do? How can you admit to
your lack of confidence? Who wants parents to see any little mistakes?
You have to be a confident teacher to invite parents into your classroom.
Or you need a very supportive principal who also believes parental
involvement is important.

In Umthamo 9, we asked you to invite an older person in the school’s
local community to come and tell your learners jintsomi. You involved a
community member in your learners’ formal education. Perhaps you
thought, “Oh, this is only to tell a story. That doesn’t matter!” But as we
pointed out at the Moderation, it is terribly important that learners
experience and know their culture. Older people in our communities
are the custodians of the culture. They hold memories of the past. They
have important knowledge, knowledge we should be incorporating into
the curriculum. And they can play an important role in our classrooms.

In Umthamo 23, we wrote about how a teacher of a Grade 7 class
involved the parents of her learners when they were carrying out a
research project on the processing of fruit. A number of children had
parents who had worked at some time or other in canning factories.
These parents knew first-hand about the process of canning fruit, and
they were able to share what they knew with their children in a wonderful
way.

Parents have much to offer teachers. They know their own children.
They know what their children can do outside school. As teachers, we
need to discover what our learners already know and can do, and then
we need to build on their existing knowledge, experiences and ideas. A
very real benefit of involving parents in our primary schools, is that
parents begin to feel valued. They also begin to take more of an interest
in what is going on at their children’s schools. And this results in them
being more supportive.

When you were
at college, was
parental involve-
ment ever in-
cluded in the
College course?

A psychologist,
Bruno Bettel-
heim, wrote
about the role of
such stories in
children’s psy-
chological devel-
opment. He said
that if children
don’t hear the
iintsomi of their
culture, when
they reach ado-
lescence they
cannot deal with
the problems life
presents (1976).

Activity 2 - How could I involve parents more?

Think carefully about what you have read. You may want to go back
and re-read part, or even all, of this Unit. How free do the parents of
your learners feel when they are with you? In what ways could you
improve the relationship that exists between yourself and them?

Think of one or two parents or grandparents who you find you can
talk to easily. How could you involve that person more? What skills
and strengths does that person possess that you could use to benefit
your learners and yourself? What steps would you have to take to
involve somebody from the community in your classroom more?

Then open your Journal, and write down your thoughts.
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Unit 2 - What makes a story a good story?

In this Unit we will ask you to do quite a lot of work with your
learners. In Activity 3, you will try to find out which stories
they like best. And you will see what reasons they give in
support of their choice. You will also be pushing them to
think about the characteristics of good stories. In Activity 4,
you will be getting your learners to compose their own stories,
in order to make them into books.

We would recommend that you complete Activity 3 during
the first week of working on this umthamo. You will also need
to start Activity 4 before the end of the first week. This will
mean that your learners have at least two weeks in which to
work on and refine their stories, and to make them into books.

Before you carry out Activity 3 with your learners, you will
need to do one or two things. You will need to make sure
that you have some large sheets of paper, and some fat wax
crayons. You will also need to read through the Activity
carefully to see what adaptations you need to make so that
it is suitable for your particular group of learners.

If you work with younger learners, it might be a good idea to
make sure that either the day before, or earlier in the day on
which you plan to carry out the Activity, you have told or
read them a story. Then your discussion will not take place
in a vacuum.

If you work with older learners, we hope that you set aside
time regularly to share stories. But we think you will find that
by the time children are in Grade 3 and upwards, they
probably have heard a number of stories. They will also have
seen some books. So they will be able to draw on their
experiences to participate in the discussion actively.

If your school does
not have box libraries
in each classroom
from READ, try to
contact your local
READ representa-
tive. Ask if there is
some way that your
school could get
such resources. The
most important sup-
plementary materials
for Primary class-
rooms are ‘real’
books or access to a
working Library.

Activity 3 - What makes a story a good story?

Gather your learners around you. Make sure that you
have two large sheets of newsprint and some wax crayons
ready. Make sure that your learners are sitting comfortably
and are ready to take part in a serious discussion about
what makes a good story.

Start off by asking them to shut their eyes to think about
the different stories they know. Pause to give them time
to think. Then tell them you want them to think about their
favourite story. Pause again. Tell them to go over that
story in their heads, and to try to picture in their
imaginations the events from the beginning to the end.
Pause to give them time. Ask them to picture the main
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characters. What do they look like? Again, give them time

to make pictures in their heads. Then ask them to think
of the place or places where the story happens. What is
it like? What about the events in the story? Are they
interesting or exciting? Why? What about the end? What
makes it a good ending? Pause between each question.

When you have taken them through this guided
visualisation of their favourite story, ask your learners to
turn to the person next to them. Tell them you that they
have 2 minutes each to tell the other person something
about their favourite story, and why it’s a good story. Ask
them to try to talk quietly so that they don’t disturb others.

While your learners are talking to each other, use this
time to observe them. Notice the way they sit, how they
move their hands, their facial expressions, and they way
they listen to one another. Make some notes in your
Journal of what you notice. Don’t worry too much if there
is a bit of a noise. When you are doing Language, Literacy
and Communication work with your learners, they should
have opportunities to talk.

After 2 or 3 minutes, tell your learners it is time for them
to swap, so that the listener can become the talker, and
vice versa. Again, observe your learners and make some
notes of their body language for your Journal.

After the second 2 or 3 minutes, stop your learners. Tell
them that you want them to tell you the names of their

| favourite stories, and why they think they are good stories.

Write, iintsomi esiziwathandayo, in the middle off one of
the sheets of newsprint, and draw a circle around this
phrase. As:your learners tell you the name of a story,
write the name of the story clearly in a space, and join it
to the circle in the middle. Then, write the reasons your

"learners give why the story is a good story, underneath

the name of that story.

Don’t be surprised if some of the stories they mention
are from the Radio or TV. When we were at Zikwaba, the
older learners mentioned Soul City and Generations from
TV, and Joko from the Radio.

Some of your learn-
ers’ reasons may not
be quite clear to you.
When this happens,
trust them and ask
for more clarity.

Demane and
- Demazane

-hlekisa
- ou(ago

~ ebonisa inj«tondo
enzulu KRuba dlalf

iintsomi

Igwala

uNomahamle

esiziwathandayo
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The lesson is clear

It's amusing

There is suspense

s

The number of stories they give you will depend on several
factors:

e the number of learners in your class
* whether or not they have been exposed to lots of stories
e the popularity of certain stories.

If you find that some learners also like the stories that
other children have mentioned, ask them why they like
that story. They may have different reasons. Add these
reasons to the mind-map you are building up.

Now put up the second sheet of newsprint, and write in a
circle in the middle of the paper, What makes a good
story? Make sure that the mind-map is still clearly
displayed and within your reach. Then say to your
learners, “We’ve talked about the stories we like and we’ve
said why we like them. Now we want to think about what
makes a story a good story? Why is (and mention one
of the stories they have named) a good story?”

They may repeat the reasons which you recorded on the
first mind-map. Again, you want to push their thinking and
reasoning. If they say that they like the people or
characters in a story, ask your learners why they like
them. When they give you a reason, you could push them
a little more by asking, “How do you know that? Tell me
more.”

Then ask the same question about another story. Again
they may repeat the reasons which they gave you before.
Keep pushing them to give you more details about why
they like something about a particular story, and how they
know what they tell you. .

Summarise each explanation and record the
characteristic they have mentioned on the second mind-
map. You could do this by saying something like, “So, a
good story has (good, kind people, or the characters are
true to life).” And write on the second mind-map good,
kind people, or the characters are true to life.

Continue in this way until you have quite a few
characteristics of what makes a good story. We think you
will discover that you learners are quite perceptive. Your
second mind-map will probably include something about
the characters, the events or action in the story, the
ending, the fact that justice is done, and humour. But each
class’s mind-map will probably be different. You should
be ready to compare your mind-maps at the face-to-face
session where this umthamo is monitored.

Good people win

Bad ones learn a

lesson and repent

Hero doesn’t die

Learner: It shows
how people live.

Teacher: Tell us
more? Support your
answer.

Learner: The people
are real.

Teacher: Okay. So
the characters are
true to life.
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Later in the day, open your Journal and write a description
of what happened when you carried out this discussion
with your learners. What surprised you? Why do you think
you were surprised? Who did most of the talking, you or
your learners? Why was that? How well did you listen to
them? What did you learn from what they said? If you
were to repeat this activity with learners of the same age,
what would you choose to do to improve it? Why? What

do you feel you have learned or gained from this Activity?

For the next Activity, first we want you to work with your
learners to create and write a story, and to turn it into a book.
Then your learners will need to make other books in order
to carry out the Key Activity. You will need to decide how
you help them to do this. If you work with younger learners
you will need to provide support and help them create other
stories, and turn them into books. You will need to act as
scribe. Older learners can work more independently to write
stories themselves.

If you work with learners in either a pre-school or Foundation
Phase class, we would suggest that you invite a parent,
someone from the community, or a retired teacher whom
you know to help as a volunteer, to supervise the rest of the
class while you work with a group.

You may need to negotiate this with your Principal or your
Head of Department. If you need to support your request,
we suggest that you turn back to Unit 1. Re-read how schools
in other parts of the world involve parents as part of their
regular practice.

In several of the previous imithamo, we have referred to the
work of a truly remarkable Kindergarten teacher, Vivian
Gussin Paley. Vivian Paley had a table in her Kindergarten
room which she called ‘the Story table’. She made time to sit
at this table every day. While she sat at the table, the chil-
dren would take turns to dictate their stories. Vivian Paley
recorded their stories on her tape-recorder, as well as writing
them down for the children to see the spoken words turn
into print. :

My role as scribe is never passive; wherever possible, |
enlarge the scope of the story, looking for points that need
clarification and asking questions that might lead to new
twists in the plot. My goal, however, is as much to give
children practice in exposition as to improve their stories.

(Paley, VG. 1981:220)

Later on the same day, at a special time, the stories which
had been dictated were acted out in a part of the room used
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You will remember
that we told you that
in Mdantsane there
is a Junior Primary
school which is al-
ready involving par-
ents in the day to day
working of the
school. The result
has been that the lo-
cal community feel
that the school is
theirs, and they are
keen to participate
and to help in what-
ever ways they can.
And parents can
been found in a
number of class-
rooms supporting the
teacher during the
school day.
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When we were in
London, Alan used a
soft toy in the shape
of a mole. The young
learners he was
working with enjoyed
making up a story
about the toy mole.
You can read about
this in the Appendix.
Viv found that some
of the children she
worked with made up
really good stories
about things that
they liked to play with
outside school.

specially for the acting out of stories. The child who had
dictated the story took the role of Director of the
dramatisation, and participated in the selection of the actors.

Vivian Paley had always got her children to act out stories.
But it was only when Wally joined her Kindergarten class
and dictated many, many stories that she got her learners to
act out their own stories. Until that time, they had made space
in part of the classroom to act out stories from Picture Books,
and fairy tales. But when they began to act out their own
stories, Vivian Paley arranged for a large circle to be painted
on the floor so that they would have a special place, or a
stage, in their room to act out their stories.

A day without storytelling is, for me, a disconnected day.
The children at least have their play, but | cannot
remember what is real to the children without their stories
to anchor fantasy and purpose.

| listen to the stories three times: when they are dictated,’
when we act them out, and finally at home, as | transcribe
them from my tape recorder. After that, | talk about them
to the children whenever | can. The stories are at the
center of this fantasy of mine that one day | will link
together all the things we do and say in the classroom.

(Paley, VG. 1990:3)

Later on the same day, after the children had gone home,
Vivian Paley listened again to the stories she had tape-
recorded. She made notes of issues and points which they
had raised. She did this so that she could discuss these
points with her children and get them to think more about
what they had been telling her.

Vivian Gussin Paley helped her learners to turn their stories
into dramas. In the next Activity you will help and support
your learners to co-create a story, and turn it into a book.

Activity 4 - Co-creating a story and turning it into a
book

Preparation

You will need some large sheets of newsprint and a black
wax crayon. You will also need some small sheets of
paper (no bigger than A5) for your learners to draw on.
And you will need some pencils, wax crayons, pencil
crayons, kokis, or a mixture of all of these. If you have a
soft toy at home, or something which your learners can
touch, you could have that with you as well. We took a
small tame chicken to use with the children at Vanani
Farm School.

We know that some
of you are already
making books of
stories with your
learners on a regular
basis.

Page 16




We would also suggest that you make a big book as we
described on pages 43-46 of Umthamo 9. You could either
do this in advance of the Activity, or you could cut the
paper, and assemble the double-page spreads while your
learners are busy making their pictures. The advantage
of making the book before you work with your learners is
that you will be able to write out their story while they
make the pictures.

If you choose to work with a group, you will also need to
have planned and prepared enough activities for your
other groups. These tasks should be challenging but also
activities which the learners can get on with independently
while you work with a group.

Step 1 - What will the story be about?

Gather your learners around you. Tell them that you would
like them to make up a story together, and then to turn it
into a book. If you have brought something from home
for them to make up a story about, hold it out so that all
the children can see whatever it is.

Encourage them to talk about what you have brought in.
Ask them if they have any ideas about a possible story.
When we trialled this activity, we found that in each class
there was at least one learner who had an idea for a
story.

Step 2 - Composing our story

Then talk about the traditional way that an intsomi might
begin. What do storytellers say when they’re going to tell
a story? How does the audience reply? Write down these
phrases neatly and clearly on one of the large sheets of
newsprint so that everybody in the group can see the
words. Say the words as you write them down.

Then ask who would like to begin the story. Listen to each
child’s idea carefully, and when the group is happy with
an idea, write it down in the child’s words. If a few children
have ideas about a particular part of the story, or how the
plotis to develop, give the group time to reach consensus
about the idea that most of them want to use.

As they share their ideas, encourage the group to develop
a story that makes sense, even if it is an intsomi and is
about the impossible. The ideas need to follow on from
each other in a logical way. If you are uncertain about a
particular idea, get the learner to explain why s/he wants
to say that. Sometimes when they explain their thinking,

We expect that in
time you will get sug-
gestions of how to do
this in the Helping
Learners Learn
strand of this B Prim
course.

When a story makes
sense, this is known
as coherence.

When everything fits
together logically,
this is known as
cohesion.
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we find that their ideas are very good and that they make
a lot of sense. Try to involve and include the ideas of
everybody sitting with you. Watch all their faces carefully.

-~ ”
When we were trialling this Activity at Zikwaba, one of
the Grade 3s clearly knew many, many iintsomi. Once
he started to share his ideas, it was difficult to interrupt.
And the story he told was really interesting, so we didn’t
want to stop him. But Nomonde Mankahla did interrupt
here and there so that she could check what he wanted
to say, and so that she could have time to record the
whole intsomi. We think that if this is the first time your
learners are co-creating a story, you may find that one or
two or three children dominate the storytelling, and that
the others listen. Don’t worry. When you repeat the Activity
on other occasions, the other children will gradually join
in, or you can see that this begins to happen.

Step 3 - Editing our story

When they have finished composing the story, read it
through. Check whether they want to make any changes.
Are they happy with all the words. Would they like to
change the way they’ve said certain things? Does it make
sense? (Coherence)

As they make their suggestions, take a different colour
crayon, and write in the changes they suggest. As you
do this, you are showing them what it is like to be a writer.
Writers don’t write just one finished version of the stories
and books they write. They write several drafts.
Sometimes they change the order of events so that it is
more logical. Sometimes they change what happens. And
often they change the words. (Cohesion)

Then choose a title for the story.

We really hope that
this approach be-
comes rooted in your
practice. It is a pow-
erful way of being
learner-centred.
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Some people say
that you can divide
almost all stories into
7 parts. This would
mean that you would
need 7 pictures for
the book, as well as
a picture for the
cover.

This would also help
you as you work out
how many double-
page spreads you
need to make your
book.

Step 4 - Making our book

Next, remind your learners that you want them to make
the pictures to go with the story. Re-read the story with
them and, together, decide how you can divide up the
story, so that each page has an idea which can be
illustrated. This could be a phrase, a sentence, or two or
three sentences. But try not to put too much text on one

page.

Then get each group of children to agree to make pictures
for a particular part of the story. Explain that you will need
a picture for each part. You may have some very talented
artists in your class, and there may be other children
whose drawings are not so clear. But it is very important
for each child to have a chance to make a picture. Make
sure that you get several pictures for each part of the
story. Remind your learners to write their names neatly
at the bottom of their drawings.

If you have not already made a big book for this Activity,
you could put the double-page spreads together now,
while your learners are working on their pictures. Then
write out the story, while your learners are busy drawing
their pictures. Make sure that you leave enough room for
a picture on each page.

As a child volunteers
to make a drawing
for a particular part of
the story, write her/
his name next to the
text which s/he is go-
ing to illustrate.
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Then spend some time negotiating which picture from a
group is selected to be pasted in. Display the rest on a
wall of the classroom. This will make all your learners
feel that their work is valued, and is given status. And
they will grow in confidence, and their interest in
participating will increase.

Step 5 - Sharing our book

When the pictures have been stuck in the Big Book, the
text of the story has been written in, the title has been
written on the outside, together with the names of the
authors, you are ready to share the story with the whole
class. :

Page 20



We suggest that you try to complete this whole Activity in
one session. We realise that you will need to set aside
some time, but your learners will feel a very strong sense
of accomplishment when you read the finished book
aloud.

If you are unable to complete the Activity in one go, we
suggest that as soon as the book is finished, you make a
special time to read the story to everybody. If you have
some fluent readers in your class, it's a good idea to let
them come up to read the story to their peers.

Step 6 - Making more books

Now you have taken all your learners through the process
of making a book, you will need to make several books in
order to complete the Key Activity. If you work with
younger learners, you will need to provide considerable
support and help. We suggest that you work with a group
at a time. If your learners are older, they will be able to
work independently in their groups.

! ’\)\helq ‘>\4w.\a
h«g‘“‘tsom‘!.

e

dboudye
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How shall we start?
What shall we write first? (set the scene)

What is the first thing that happens in our
story? (event 1)

What happens next? (event 2)

* |s that the best way we can say that?
e Can we think of a better word?
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Have we left something out here?
(logic/cohesion)

Is that what somebody would really
do? (sense/coherence)

How shall we finish our story?
Let’s check that we are happy with our

story. (edit)

Reflection

When the Activity has been completed, make time to open
your Journal and write a description of what happened
when you carried out this Activity with your learners.

Then reflect on what occurred. What surprised you? Why
do you think you were surprised? Who did most of the
talking, you or your learners? Why was this? Write down
some of the interesting things that they said. Think about
why they said these things, and write down your
explanations. How well did you listen to them? What do
you feel you have learned or gained from this Activity?
How could you improve this Activity?
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Unit 3 - A taste of critical literacy

At present in our schools, when children are reading books,
or working from textbooks, they are usually expected to carry
out tasks without questioning what is written in the reading
books, or textbooks. However, in a number parts of the world,
children are encouraged to ask questions about the books
they work with.

In many schools in South Australia and other parts of the
world, teachers have discussions with their learners about
the texts and pictures of the books they are reading and
using. They get learners as young as seven years of age to
think critically about the texts they share.

The purpose of the activity in this Unit is to interrogate the
text of a book. Think about the word interrogate. We
associate interrogation with detectives who are trying to find
out about a crime. When we interrogate a text, or a story, we
‘are trying to find out what the writer is doing. We are behaving
like detectives. What is really going on here? We need to
dig beneath the surface to find out hidden truths of things.
We look for clues. We think of other possibilities. We support
our ideas with reasons from the words of the text. In the
case of picture books, we also look carefully at the pictures
for clues.

At the workshop for Abakhwezeli in January 2000, Viv took
a children’s picture book and demonstrated what she had
seen a teacher of Grade 1s do with a picture book in Adelaide,
the previous November. Although Viv used a children’s
picture book, the abakhwezeli found the experience
interesting.

We have written out what Viv did as an Activity for you to
see what happened. You will experience this Activity yourself
at the face-to-face session where this umthamo is introduced.

(We believe that if you have this experience yourself, you will
be more confident about trying it with your learners. It is also
a preparation for the Key Activity. If for some reason you
are not able to be at that face-to-face session, you will need
to read through the Activity very, very carefully.

We also showed two
videos (one from the
UK and the other
from America) which
provided clear evi-
dence of children
thinking critically
about books.

Activity 5 - Sharing a picture book - a critical look

We have written what took place in that activity at the
Workshop in the form of a Reflective Report. Read
through the report carefully. Make careful notes of the
Steps. We suggest you also compare this Report with
what happened when you did the Activity at the face-to-
face session where this umthamo was introduced.
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Before the workshop, | chose a picture book called, I'll
Take You To Mrs Cole! for my demonstration

Step 1 - Pre-Reading - Preparing to Read

| started by asking everybody in the room to come and
sit closer to me. Nevertheless, the group was still
somewhat spread out. | held up the picture book so that
everybody could see the front cover. The title is written in
a font that looks a bit shaky. The picture shows a large
woman holding a piece of bread on a toasting-fork in one
hand. In her other she is holding a whisk to her mouth,
like a microphone. Itlooks as though she might be singing.
A boy is sitting at a table holding a sandwich and smiling.

Nigel Gray - Michael Foreman

After giving everybody a chance to see the cover, | asked
what they expected the book to be about, and to give
their reasons. There were different answers, such as “It's
about Mrs Cole.” “Somebody is threatening somebody
else.” | asked them to think of situations from their own
lives when people say things like “I'll take you to .....” |
asked what they thought might happen in the story. | drew
their attention to the picture on the cover. | asked, who
they thought Mrs Cole might be.

As the abakhwezeli responded, | asked them to give
reasons for their comments. | drew their attention to the
font that the title was written in. Somebody pointed out
that the title had an exclamation mark at the end. | didn't
say anything about what | knew was inside the book. |
just listened to their responses, and asked them to give
reasons to explain why they had said something.

Step 2 - Reading (Supported by critical questions)

| opened the book and pointed to the very first picture on
the frontispiece, and also to the picture on the title page.
Then | turned to the first page of text and began to read.
I held up the book so that .everybody could see the first
two pictures. There is a contrast between the picture on
the first left-hand page and the facing right-hand page.
The picture on the left shows a child dressed as a pirate
and playing at home. There is a lot of blue in the picture.
The facing page is very dark, and somebody is standing
outside an open doorway, in a rather threatening way.
The story tells us that the boy hasn’t been doing what his
mother asked him to do, and she is threatening to take

Wik vy wnens cave i Teom saek

oL B e him to Mrs Cole.

A you ™) do wht you're 10,
1 bxke v 1 Kbes €™

| continued reading. On the next double-page spread
there is still a lot of blue in the picture, but it is getting a
little darker. It shows a boy on his hands and knees playing
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with water on the bathroom floor. The bath has overflowed
and there is a mess. His mother is standing in the doorway
of the bathroom. Again, she threatens to take him to Mrs
Cole. This time they get as far as the front door.

| turned the page and there was a picture of what the boy
imagines Mrs Cole’s house might be like. It is very dark,
with lots of grey and other faded colours. Mrs Cole is
standing on a table, with a whip in her hand, while lots of
children are on their hands and knees scrubbing the floor.

| asked them what they thought the writer wanted us to
think. What did the pictures tell us about the story? What
about the choice of colours? Who was the book about?
How did the writer feel about the boy? What did he feel
about the boy’s mother? What did the writer want us to
feel about Mrs Cole? The abakhwezeli shared their
thoughts and ideas, and explained why they thought and
felt the way they did. Not everybody felt the same about
the story. There were different ideas.

On reflection, | realise that | could have drawn their
attention to the similarities and differences between the
pictures on these pages. And | could have asked what
effect both the writer and the illustrator wanted to achieve
by giving us those two double-page spreads. This would
have made the abakhwezeli even more conscious about
the decisions the writer and illustrator had made when
they created the book.

As the story continues, the boy in the story does other
things which upset his mother, and she continues to
threaten to take him to Mrs Cole. Each time they get a
little closer to Mrs Cole’s house. One Saturday morning,
when his mother goes to work leaving the boy with a list
of jobs to do, he decides to run away. We talked about
the issue of running away.

As the boy walks down the street, he finds himself outside
Mrs Cole’s house. She invites him in. We discussed what
the boy might find inside. The picture of Mrs Cole was of
a warm smiling person. The words told us that it was cold
outside, that there was music blaring out of the house,
and that all the lights were on. Some of us thought Mrs
Cole seémed warm and friendly, but perhaps she was
just trying to trap him. We referred to other instances in
which children have been abducted.

When we turned the page, we saw what Mrs Cole’s house
looked like. It was a mess! Toys, clothes and shoes were
lying everywhere. Was this what they had expected?
Why? We talked about what the pictures told us about
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Mrs Cole’s home. | asked which home they would prefer

to live in and why. After some discussion, we read the

rest of the story.

Step 3 - Post-Reading - Asking reflective questions.

When we had finished the story, we discussed in what
ways the story was different from our expectations. We
talked about the behaviour of the mother in the story and
her son. We talked about how they had felt. We brought
our own knowledge of similar situations to help us to
understand the story better. We discussed whether or
not it was fair for the mother to threaten her son. Some
people felt that she should have carried out her threat
the first time, and because she didn’t, she was weak.
Others felt that she was trying to give her son another
chance. We talked about the difficulties of being a single
parent. We also talked about the way this story challenges
racial stereo-types.

| realise that we could have asked many more questions.
But this was my first experience of asking these kinds of
questions about a picture book, and | was a bit nervous.
It would have helped me if | had written down some
specific questions to ask before we shared the book. Then
| would have felt more confident.

| wish now that | had asked the question, “From whose
point of view is the story written?” Then | could have
suggested that we try to tell the story from the mother’s
point of view. This would have helped us to understand
her actions better.

We all realised that reading a book in this way is an
important activity. It helps us think of different possibilities.
It helps us to get inside the mind of a writer, and to see
some of the choices s/he made as s/he wrote the story.

You have read this Report to make notes of the Steps,
and to compare it with what you did at the face-to-face
session. Now read through the piece carefully one more
time. As you re-read, mark in the margin (by writing in a
large R) the places where the writer of this Report reflects
on what happened. Do you see how reflection is built
into the written Report?

When we went to trial
the Key Activity, |
made sure that | had
thought about ques-
tions which would be
appropriate to ask
primary school chil-
dren about the books
they had made them-
selves. In fact, first of
all we wrote down a
set of questions.
Then we spent a few
days thinking about
the questions. After
that, we discussed
them, and made
some changes.

This is the same thing
you did in Umthamo
21, Unit 2 page 18.

In the next Unit you will have a chance to read how three
different teachers put this approach to sharing books into
action with young learners. You will need to read these
Readings before moving onto the Key Activity.
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Unit 4 - Evidence of the approach in action ————

. . . : : behind his ques-
In this Unit, we have included some examples of discussions around Yo s that adults

texts which other teachers have carried out with their learners. But first | rave a tendency

to underestimate
of all, read the following extract by Aidan Chambers He asks the | /0t ienare

question, Are Children Critics? capable of doing.

Are Children Critics?

Connoisseur —a
person who is a gooc
judge of something

Trenchant —
determined and
sharp

Activity 6a - Children asking critical questions

Think about what you have just read. Think about the children you teach.
What questions might your learners have? What do you expect to find
in the three Readings in this Unit? Do you think pre-school children can
ask questions and think of possible answers about the stories they
hear? Why? Open your Journal and write down your response.
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The following extract comes from a transcript of a discussion between
a young teacher and a group of children aged between nine and eleven.
The teacher and children are discussing a picture book, Granpa, which
has very little text. The pictures in the book and the words show the
relationship between a young child and her grandfather. The children
and the teacher have read the book twice.

P 3% And how's my little girl?




(From an unpublished dissertation, Working with John Burningham by
Susan Jayne Lamacq, 1990. Quoted in Chambers. 1993:36-37)

In the next extract, Margaret Mallett has been reading the book, The
Sheep Pig by Dick King-Smith to a group of nine-year old children. The
children have been trying to find out more information about pigs to
increase their understanding of the story. In the extract she is helping
them to share, and reflect on, what they have found out from pamphlets
and information books.
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Reading 2 - How long does a Pig live?

ne ¢ mt -common-sense knowi: cfge'
is mndmed by what_we read tis thi dzsson‘ ce Whl(%h can sttmufate
refiectmn . . .

MM:  What does it fay erat ,tmakes_;Stuart newsay tha plg is

animal?

Genre — kind of
literature or text —
poetry, narratives,
reports, etc.

Lev Vygotsky
(1978:86) de-
scribes this way
of a teacher
working  with
learners as work-
ing within the
‘zone of proximal
development’.
We hope you will
learn more about
how to do this in
Helping Learners

Learn.

In the third Reading, Vivian Paley records a discussion about The Tale
of the Turnip.
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Reading 3 - Prologue

mousc pulicd the car,

cat pulled che dog,

dog pulled the granddaughter,
granddaughter pulled the old woman,
old woman pulled the old man,

old man pulled the turnip.




They pulled and pulled again, and up
came the trsip ac bse

Activity 6b - Reflecting on the Readings

What have you found interesting in these Readings? What surprised
you? Think about the kind of questions you could ask as a teacher, on
behalf of your learners, to encourage them to begin to interrogate texts
and stories more critically.

Now think about your own learners again. What kinds of questions might
they be interested in? What opportunities do your learners have to share
questions about the stories and books they use? What could you do to
give them more opportunities to ask questions about books? How could
you extend the questions they ask? Then open your Journal, and write
at least a page in response.
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Unit 5 - Discussing Books

Everything that you have been doing as you have worked
through this umthamo has been leading up to the Key
Activity in this Unit. You have discussed with your learners
the stories or books they like best. You have built up a mind-
map of What makes a story a good story? And your learners
have been busy composing their own stories, and turning
their texts into books. '

You have also read the Readings in Unit 4 which show how
other teachers have discussed books and stories with their
learners. And you have seen that even very young learners
are able to explain what they think and feel about the stories
and books which they have met.

Now in this Unit, in the Key Activity, we want you to spend
time with your own learners looking critically at what they
have written. We want you to help them to interrogate and
discuss the texts they have written. We don’t want you to be
destructive when you discuss their books. But we want you
to look beyond the surface of the text and the pictures, to
the deeper aspects of what has been written. We want you
to help your learners look at the words which they have
chosen to tell the story, and at their pictures of the different
parts of the story. What can we ‘read’ from the pictures?

Thinking of appropriate questions

- You will need to have thought deeply yourself about the
Readings in Unit 4. You may even want to borrow some of
the questions used by teachers in those texts. We have also
included a list of possible questions in the Appendix at the
end of this umthamo. You won’t need to use them all. They
won't all be suitable. In fact, you may well need to draw up
some of your own questions.

Remember throughout the Key Activity, to be a good listener.
Try not to dominate the discussion with your own opinions,
ideas and thoughts. Ask open questions. And listen carefully
and trustingly to your learners’ ideas. Model the notion (idea)
of appraisal. Praise your learners. Be positive. Encourage
them. But remember, you also want to challenge them to do
and think even more.

We have not given you Options for this Activity. We are
trusting you to make the necessary adjustments and
adaptations to suit the level of your group of learners. If you
are working with younger learners, you will be looking at the
books you have helped them to create. We suggest that you
discuss each book separately, and on separate occasions,
so that you can do each book justice.
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If you are working with older learners, first discuss one of
the books which they have made. Then they can work in
groups on their own to discuss the other books. If you model
how such a discussion can proceed by chairing and guiding
the first discussion, your learners will be confident and know
what to do when they work in groups on their own.

A day or two before you plan to do the Key Activity and to
have this discussion collect the books which your learners
have made. Set aside some time so that you can read them
through carefully before the discussion. You may even want
to make a list of some questions which will help your learners
interrogate the texts.

Activity 7 - Key Activity
Part 1 - Interrogating the texts we’ve written

Make sure that you have the books ready to discuss.
Then get your learners to sit as closely together as they
can. If you can push the desks back, and get them to
bring their chairs forward, do so. If you have a mat in
your class, get your learners to come and sit on the mat.
If you want to have a discussion with everybody, then
you need them to form a close group.

Take one of the books, and hold it up so that everybody'
can see. Ask the people (learners) who made up the story

to keep quiet for a while, and just to listen. Then ask your

other learners to tell you what they think the story is about.

When they tell you, ask them to tell you what makes them

to think that. Draw their attention to the title. What does

the title tell them? Listen carefully to their ideas.

Then start to read the story aloud. Try to read in a way
that makes your listeners interested in the story so that
you do justice to the text. Show your learners the
illustrations as you go along. You will be modelling what
a good reader does.

After you have read a few pages, stop at a suitable point.
This may be a good time to ask or to comment on whether
their predictions were accurate. Who do they think is/are
the mostimportant character(s)? Why? Who do they think
is less important? Why?

Then read the rest of the story. When you have finished
it, ask your learners questions such as, From whose point
of view is the story written? Why do you think that? Let’s
try to tell the story from a different character’s point of
view. How could we change the story? What would you
have done if you had been a different character? What

In some classes,
teachers get their
learners to each
bring their own little
mat made by a par-
ent or grandparent.

| cussion.

You will have experi-
enced a discussion
rather like this at the
face-to-face session
where this umthamo
was introduced. You
can use that experi-
ence to guide you as
Yyou facilitate this dis-
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can we use from this story? What do the writers want us
to think? Why do you think that? Do you want to feel or
think that? Was what happened fair? Why?

You may find that the first time you do this, your learners
may be unsure of themselves. They may think that there
is only one right answer to each question. You will need
to reassure them that there are many possible answers.
The important thing is to be able to support their answers.

It will probably take you about half an hour to have a
discussion like this. You can choose whether you deal
with another book in this way now, or whether you choose
to work with the other books at another time. If you work
with older learners, we suggest that you set aside time
on another day for your learners to work in groups to
discuss a book themselves. Each group could take
another group’s book. You will need to prepare some
question cards to guide them, or you will need to write up
a list of questions that they can use as they look critically
at each other’s books.

Later in the day, open your Journal and write a description
of what happened when you carried out this discussion
with your learners. What surprised you? Why do you think
you were surprised? Who did most of the talking, you or
your learners? How well did you listen to them? What do
you feel you have learned or gained from this Activity?
How would you do this differently next time?

Part 2 - Writing a Reflective Report

To complete this Key Activity, you need to write a
Reflective Report. Firts, look back in your Journal to what
you wrote about the discussion you had with your learners
in Activity 3, in Unit 2. As you re-read what you wrote in
that entry, mark in the margin with a letter R wherever
you find evidence that you were reflecting on what
happened. If you are uncertain what we mean by this,
turn back to pages 24 to 27, where we gave you an
example of a Reflective Report. It might help to look for
phrases in your writing like, / wonder if, or | was surprised,
| realise now that ....., Next time | do this activity with my
learners, | would like to .......

Then you will need to turn to what you wrote after you
had completed Activity 4, in which you got your learners
started on their stories and making their own books. Again,
mark in the margin with an R wherever you feel you were
reflecting on what happened.
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Lastly, re-read what you have written about the critical
discussion in this Key Activity, and write a letter R in the
margin wherever you think you have reflected on what
occurred.

Now take a piece of paper and

* make a list of all the things that your Iearners have
done that have excited you as you carried out the
different activities.

* Next, make a list of all the things that they have done
that have surprised you.

* Lastly, make a list of the things which you feel you
have learned as you have worked through this
umthamo. You may need to refer to the Readings in
Unit 4. Were there ideas in any of those Readings
which you would like to begin (or have already begun) -
to do yourself in your own class? What would you do
differently?

Then take another sheet of paper and start writing your
Report. Start with the exciting things which you have listed
that your learners have done. Describe what they did.
Explain why you felt excited. Then go on to the things
which your learners did which surprised you. Explain why
you were surprised. Next, write about what you feel you
have gained from all this. In what ways has this unit of
work been different from what you have been doing up
until now? In what ways is this going to effect your daily
teaching? Lastly, comment on whether you feel you are
becoming more reflective as a teacher in your own class,
and how this influences what you do with your learners.

Extending the work in this umthamo - older learners write
for younger learners

When learners are asked to write in schools, very often they
only ever write for the teacher. In other words, the teacher
is the only other person to read their writing. The teacher is
their audience. In this Activity, your learners will write for a
different audience. They will write for younger children.

Through this activity, older learners will work across a number
of different learning areas, and will have to carry out a number
of related tasks. (And the things that younger children read
in school are mostly written for them by adults. They seldom
read the written work of older learners).

* They will have to work collaboratively, in groups, to survey
their intended audience (find out what they like to hear or
read).
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They will develop a critical awareness of language, as
they experience process writing.

They will have to use Maths and Technology skills as they
design, measure and construct a book. They will also be
developing their artistic skills when they make the drawings
to illustrate their stories.

And they will be developing their aesthetic sense as they
plan, layout and put their books together in order to ensure
that their finished books are pleasing.

The preparations you need to carry out for this Optional
Activity will involve speaking with some of the other staff in
your school. Who you will need to speak to, will depend on
how much freedom you have in your school. However, we
would suggest that you discuss what you plan to do with
your head of department, as well as with the teacher with
whom you will need to work. If your Principal is very
supportive, then you may wish to discuss what you intend to

do

with her/him as well.

Activity 8 - Writing for a different audience
(Optional Activity)
Preparation

You will need to set
aside a period of
about 30 minutes for
this first Step. You
will need to spend
about 5 minutes ex-
plaining the task.
Then the learners will
need to spend about
10 minutes devising
some suitable ques-
tions. Some learners
may need another 5
minutes to refine and
adjust their ques-
tions. They will need
approximately an-
other 10 minutes to
interview  young
learners about the
stories and books-
they enjoy.

"First of all discuss what you are required to do for this

Activity with your head of department. You may need to
explain that by doing this Activity, older learners in the

school will be developing their skills of writing in their

primary language. They will need to think about
* who is going to read what they write,
e whatis an appropriate register,

e howto make their writing ‘sound’ interesting when it is
read aloud to younger learners.

Step 1 - Thinking of questions to ask

Tell the older learners that you want them to do some
writing, but that that you want them to write for somebody
other than the teacher. Explain that you want them to
write stories for the learners of a Grade 1 or 2 class. Tell
them that when they have written their stories, you want

them to make their stories into picture books for those

learners. They are going to be authors and illustrators.

However, first of all, they will need to find out what stories
or books the younger children like to hear, to read, or
have read to them. Ask them to think about questions
which they could ask to find out what stories or books
these children enjoy. Let them talk to the person next to

If you are teaching
younger learners,
you need to leave
your class with
something that the
teacher of the older
learners can super-
vise while you pre-
pare the work with
that class.
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them for a minute or two, and then tell them to make a

“mind-map of the questions which they suggest.

After a few minutes, stop your learners and give some of
your groups a chance to share the questions that they
have thought of. This will mean that if there are groups
who are struggling to think of some open questions, they
can learn and get ideas from one another. When each
group has five or six possible questions, let them interview
a group of the younger children.
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Remember
Umthamo 107 In that
umthamo we asked
you to observe one
particular learner in
your class. But we
found that when we
visited the different
Centres, many of the
teachers had begun
to observe many
more of their learn-
ers. Some were even
making notes on all
the children in their
class.

You will need to tell your learners how long they have to
conduct their interviews. We think 10 minutes should be
plenty of time. Also, you need to explain that each group
will interview a small group of learners in the class(es)
that you have made an arrangement with. Make sure that
they are quite clear that they will need to make notes of
what the younger learners tell them.

Step 2 - Finding out what the audience enjoys

Now send the learners off to interview the younger
children. You will find it interesting if you go with the
learners. You will be able to observe how they interact
with younger learners. Who is able to get the younger
children to talk? Why do you think this is? What does the
body language of the younger learners tell you? What
about the body language of the older learners? What has
surprised or interested you? This is an opportunity for
you to appraise learners in a different setting or situation.
It can help you to develop a more complete picture of the
children in your school.

If the classes in your school are large it might be best if
you allow half of the older learners to go to a Grade 1 or
2 class, and if you invite half of a Grade 1 or 2 class to
come in to be interviewed in the higher Grade’s class.

We would suggest
that you allow your
learners to work with
a group of friends for
this Step.

When we trialled this
Activity at Mpongo
Primary, each group
asked the whole
class of younger
learners the ques-
tions they had
thought of. The Activ-
ity worked really well.
The younger children
really enjoyed being
asked questions
about stories.
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Step 3 - Writing a first draft

You may want to carry out this Step with the older learners

at a different time. But if the Staff in your school have a
more flexible timetable, you could let them continue with
this Step straight away.

Now the older learners have found out what their intended
audience likes to read or listen to, the groups can think
about, plan and compose their stories. Give them a set
time in which they should complete the first drafts of their
stories. If this is a new experience for these learners,
don’t worry. You have been working in this way yourself
as you work on the Reports you write. You can tell them
that if they are going to write something really good, they
need to work in rough first.

In the past, when many of us were at school, we were
expected to complete a “finished” piece of work the very
first time we wrote it. But for several decades now, many
people involved in language and literacy education talk
about process writing. Process writing involves
developing a piece of writing over a period of time. It
requires the writer to write more than one draft. It involves
editing, re-working, and sharing a piece of work with
others, before producing a final copy. This kind of writing
gives learners the chance to behave as a professional
writer or author. And this is very important because it is
through behaving as a writer that we can learn what it is
to be a writer, and what writers do.

If you encourage learners to work in this way, you will
find that when they hand in work for appraisal, their work
will be of a much higher standard. They will have checked
their work themselves (as well as asking a peer to check)

* to see that it makes sense
o for spelling and grammar mistakes
e forinterest.

This will mean that your task of appraising is easier. We
all know that it is much, much easier to read and appraise
a good piece of work, than it is to read through and
appraise a poor or weak piece. It also takes less time.

When learners work in groups to create a piece of writing,
they can also produce a better quality text. Each member
of the group is able to contribute her/his strengths. They
will be able to help one another, and to provide significant
feedback to one another. Make it quite clear to your
learners that you expect high quality interesting stories
from them. Then let them write their first drafts.
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Step 4 - Editing and writing a second draft

Before you continue with this Step of the Activity, we
recommend that the learners leave their writing for a day
or two. It needs to just sit at the back of their brains, like
bread dough which has been left to rise.

After a couple of days, ask the learners to get out their
stories for the younger learners. Tell them to read through
what they wrote. Give them about 10 minutes to make
any immediate alterations that they feel they need to
make. They should make sure that they write First Draft
and their names at the top of their writing. Then ask them
to swap their pieces of writing with another group.

Tell the learners to read through the first draft of the other
group’s piece of writing. They need to check the piece of
writing to see

* whether it makes sense,
* what they would like to know more about, and
e whether it’s interesting.

Tell them to write their comments in pencil. They can
mark any place in the text where they are not quite clear
what the authors want to say. After that, they need to
write any suggestions they have at the end of the piece
of writing. We think this part of the task will take about 15
minutes.

Then they can return the piece of writing to the authors,
and each group can spend some time re-working what
they have written. To do this, they will need to write another
draft. The time they will need to do this will vary from
group to group. Perhaps those learners who don’t manage
to complete this task during the time you have allocated,
can finish this second draft after school. They will need
to write, Second Draft and their names at the top of this
piece of writing. Then they should store the two pieces of
writing safely.

Step 5 - Final editing and writing a third draft

The next day, or a day or two later, get the learners to
take out their two drafts of their writing. Again, give them
time to re-read their second drafts. Ask them if they are
happy with what they have written? Are there any minor
changes they would like to make?

It would be really good if they could go back to the learners
whom they interviewed, and if they read their stories to
these children. They could ask their audience if there is

Although this is a lot
of work, many chil-
dren all over the
world are writing in
this way. Sometimes,
they don’t write 3
drafts. Sometimes
they write as many
as 10 drafts!

And authors also
have to write several
drafts before their
books are published.
It is also quite usual
to ask somebody to
read what you have
written and to give
you comments so
that you can make
some improvements
to what you have
written.
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In Umthamo 15, we
drew you and your
learners attention to
the print on pack-
ages and in adver-
tisements. Also in
that umthamo the
Key Activity required
learners to make a
cover for a story book
of the story of Ityesi
kaSiphokazi. So you
should be able to
help and support any
learners in this task.

anything they would like to change in the story, why and
in what ways. The writers can use this information when
they write the third draft of their stories. When the older
learners return to their own classroom, give them some
time to write the third and final draft of their stories.

Step 6 - Turning the stories into books

Now the learners need to make their books. They may
have had a number of experiences of making books by
now. And some of them may have made a book of a
traditional song in Umthamo 23. They will need to plan
where they put the text and what illustrations each part
of the text needs. If you have some picture books to show
them, they can use these to see how other authors and
illustrators layout the pages.

Then they will need to decide on the title of their story.
They will need to write the title clearly on the cover of
their book. They may want to write it in a different font
(kind of writing or print). And they will need to make a
picture for the cover.

And last, but not least, they will need to write their names
on the cover. Again, it would be a good idea to have a
few picture books for them to look at so that they can see
different ways in which the cover information can be
presented clearly and attractively.

Step 7 - Sharing the books

When all the books are complete, and the authors and
illustrators are happy with them, arrange for the learners
to go and read their stories to the children for whom they
wrote them. It is probably best for each group to read to
the group of children for whom they wrote, rather than to
the whole class. But if the learners are confident, perhaps
one or two could read their stories each day until every
group has had a chance to read their story to the whole
class of younger learners.

If the older learners are happy to do so, they could leave
their storybooks in the classroom with the younger
learners, as reading material. In this way they would have
contributed a substantial number of books to the class
Library.

However, some of the learners may want their books to
be returned to their own class after a few weeks. You will
need to negotiate with them what they think or feel would
be best, and what they would prefer.

As we have said,
making books in-
volves Maths be-
cause learners have
to decide on the size
of the books they
want to make, the
number of pages, the
size of the writing,
and the size of the il-
lustrations. Also, they
are turning paper into
a book - and this is a
technological proc-
ess. So, as you can
see, this Activity
touches at least two
other learning areas.
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Reflecting on this Activity

When you have finished this Activity with the sets of
-learners, open your Journal and write a description of
what happened. Reflect carefully on what took place:
What surprised you? Why do you think you were sur-

prised? Think about the learners’ participation. What did
you learn from what they said? If you were to do this
Activity again, what would you choose to do differently?
‘Why? What do you tihink the learners gained from this
experience? What do you feel you have learned or gained
from this Activity? Write at least a page.
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Conclusion

In this umthamo you have thought more about the curriculum of primary
classrooms, and about the fact that we need to redress the
oppressiveness of the past. You have read about the way teachers in
other parts of the world have tried to create opportunities for their learners
to ask questions about important issues.

You have read and thought about the role parents play in their children’s
acquisition of language, and the role they can play in our classrooms.
And you have co-created stories with your learners, and supported them
as they have turned those stories into books. Through this activity, your
learners will have begun to see themselves as authors. They will have
begun to create their own texts to read. And they will have looked critically
at the books they have made.

You need to continue to think about your role as a teacher in supporting
learners as they do innovative and challenging things in the classroom.
Read what Margaret Mallett thought of when she reflected on the
discussions she had with young learners.

Finally, let us draw together what i thmk has eme{ged abcut the

Scrutiny —
a careful critical look

Anecdotes — short
stories about real
people or events

Page 44



Appendix
Some Critical Literacy Questions

Questions on topics

What do you think this book is about? What makes you think
that?

What do we already know about that topic?
What do our own lives tell us about this topic?
What have you read about this topic?

Questions about how text/pictures construct topic
What do you think the book will tell you?

What can you tell from the pictures?

What is the writer trying to tell us?

In what ways does the writer try to convince us?
How do the drawings support this?

What does the writer think? How can you tell?
What doesn’t the writer tell us?

Questions about how texts/pictures construct world
What kind of world does the text show?

Who is important in the story? How do you know?
How do they behave?

Does the writer approve of this behaviour? How do you
know?

Who is less important? How can you tell?
Who was this book written for?
Who produces these texts? Why?

Questions about how the words work

What kinds of words does the writer use about ..... ?
How does the text portray gender, age, and culture?
What are the females/males like?

Make lists of what females/males do.

Make lists of what old/young do.

Who is telling the story? How can you tell?

Write or tell this story from a different character’s point of
view.

(These questions have been adapted from a paper by
Barbara Comber -1998.)
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