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Introduction

What do we mean when we say somebody is ‘literate’? Does
being ‘literate’ mean somebody has gone to school? What
about our grandparents who never went to school? Are they
‘illiterate’? Is there only one kind of literacy? What about
oral literacy? Paulo Freire speaks of ‘reading the world'.

Read this extract from his book.

Reading 1 - Reading the Word and the World

I see myself then in the average house in Recife, Brazil, where
I was born, encircled by trees. Some of the trees were like per-
sons to me, such was the intimacy between us. In their shadow
I played, and in those branches low enough for me to reach I
experienced the small risks that prepared me for greater risks
and adventures. The old house — its bedrooms, hall, attic, ter-
race (the setting for my mother’s ferns), backyard — all this was
my first world. In this world I crawled, gurgled, first stood up,
took my first steps, said my first words. Truly, that special world
presented itself to me as the arena of my perceptual activity and
therefore as the world of my first reading. The texts, the words,
the letters of that context were incarnated in a series of things,
objects, and signs. In perceiving these I experienced myself, and
the more 1 experienced myself, the more my perceptual capacity
increased. I learned to understand things, objects, and signs
through using them in relationship to my older brothers and
sisters and my parents.

Part of the context of my immediate world was also the lan-
guage universe of my elders, expressing their beliefs, tastes,
fears, and values which linked my world to a wider one whose
existence I could not even suspect.

In the effort to recapture distant childhood, to understand my
act of reading the particular world in which I moved, I re-cre-
ated, relived the experiences I lived at a time when I did not

"yet read words. And something emerged that seems relevant

to the general context of these reflections: my fear of ghosts.
During my childhood, the presence of ghosts was a constant
topic of grown-up conversation. Ghosts needed darkness or
semidarkness in order to appear in their various forms — wailing
the pain of their guilt; laughing in mockery; asking for prayers;
indicating where their cask was hidden. Probably I was seven
years old, the streets of the neighborhood where 1 was bom
were illuminated by gaslight. At nightfall, the elegant lamps
gave themselves to the magic wand of the lamplighters. From
the door of my house I used to watch the thin figure of my
street’s lamplighter as he went from lamp to lamp in a rhythmic
gait, the lighting taper over his shoulder. It was a fragile light,
more fragile even than the light we had inside the house; the
shadows overwhelmed the light more than the light dispelled
the shadows.
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Paulo Freire worked
in South America with
marginalised adults.
He developed an ap-
proach to literacy
learning and teaching
of the printed word
which has influenced
many teachers. The
purpose of his ap-
proach is to make
those who acquire
print literacy more
powerful in their lives.




There was no better environment for ghostly pranks than this.
I remember the nights in which, enveloped by my own fears, I
waited for time to pass, for the night to end, for dawn's
demilight to arrive, bringing with it the song of the morning
birds. In morning’s light my night fears sharpened my percep-
tion of numerous noises, which were lost in the brightness and
bustle of daytime but mysteriously underscored in the night's
deep silence. As I became familiar with my world, however, as
I perceived and understood it better by reading it, my terrors
diminished.

In the very first umthamo of this B Prim Ed course, we spoke
of non-verbal communication, and ‘reading’ other people’s
body language! People also speak of computer literacy,
‘science literacy’, ‘maths literacy’, and so on. When you were
working through Umthamo 27, you asked your learners to
bonga plants. You were able to see how orally literate they
were. And you discovered how much they already knew
about plants and plant products. So what does being literate
really mean?

Activity 1 - What is literacy?

Open your Journal and write down what you understand
by the term ‘literacy’. What does literacy involve? What
do you do when you are engaged in literate activities?
When are you literate? Where are you required to be
literate? Use these questions to guide you as you write.

When you have finished writing, turn to a friend and share
what you have both written. Compare your
understandings. Make a list of what is the same, and what
is different.

Then get together with another pair and make a mind-
map of your collective understanding of what you
understand by the word, literacy and what it means to be
literate. Again, use the questions above to guide you. Try
to make sure that you include examples of literate
behaviour, places where you need to practise literacy,

This reading comes
from Literacy: Read-
ing the Word and
the World by Paulo
Freire and Donaldo
Macedo, 1987:30-32.

and occasions when you are required to be literate.

The dominant literacy of our time is print literacy, or the text
of letters. And in this umthamo, we are going to focus on this
particular form of literacy. We are going to look at ways in
which we, as teachers, can help our learners develop and
extend their understanding, as well as their literate behaviour
when they are engaged in literacy events involving the printed
word. Whether you work with younger learners, or with
learners who already read and write the written word, we
will ask you to explore ways to provide opportunities for
learners to develop and extend their literacy of print.
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“,..we are inclined to
associate literature
with writing; but such
an association is
accidental....Writing
is unessential to ei-
ther the composition
or the preservation of
literature. The two
arts are wholly dis-
tinct.” (Chadwick:
1939, in Finnegan:
1970) Think of Mrs
Zenani, the master
storyteller we men-
tioned in Umthamo 9.
Her stories weren’t
written down in print,
but they were litera-
ture.




We also want you to think about your own print literacy
experiences. You will need to make notes in your Journal,
frequently and regularly, on what you notice about your own
literacy experiences. And you will ask your learners to think
about and make Journal entries, frequently and regularly,
about their print literacy experiences. They can use the
Journals that they started in Umthamo 26 - Powerful Thinking
- Powerful Thinkers.

There are Readings throughout this umthamo. These
Readings are important and have been included to provide
support as you work through the activities.

We ask you to have discussions with your learners about
literacy. These discussions are important because they give
your learners a chance to think about ideas and aspects of
their lives they may not often be asked to think about. The
discussions also provide opportunities for learners to share
their own thoughts and ideas.

In Unit 1 we look at the process of reading and writing. We
think about what happens when we read and when we write.
We ask the question, What is actually going on when we
read or write the printed word?

In Unit 2 there are four studies which demonstrate what young
readers and writers do, or have done, as they make sense
of the process of reading and writing print.

In Unit 3 we provide some suggestions and ideas of ways in
which a teacher can create a classroom environment which
encourages her learners to use their print literacy for real
purposes and in real contexts. You are required to select a
few ideas or activities from the suggestions, and to try them
out in order to create a richer print-literacy environment in
your classroom. You need to think of ways in which you can
help learners work within their zones of proximal development
so that, with your help, they do more than they could, or
would, alone. If you are subject teaching, you need to make
careful decisions about just how you do this. You are
expected to record your experiences and observations in
your Journal.

Unit 4 provides guidelines for reflecting on and writing up
what you have done so far - that is, the first stage of working
to create a print-rich environment - as a Work in Progress
Report. Your Report will include ways in which you have
changed your classroom in order to make it an environment
which develops and extends your learners’ print literacy. And
it will include your initial observations of a learner (or group
of learners) whom you intend to observe and study
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We are all learning to
read and write all the
time. When there is
something different
to read, something
unexpected to write,
we see the limits of
our literacy. (Meek,
1991:69)




throughout the next 12 months. You will be required to share
your experiences with the other teacher-learners in your
group. Then you will hand in your Report for your umkhwezeli
to appraise. But you will be expected to continue the work
you start in this umthamo throughout the year.

At the end-of-year Portfolio Presentation, you will be expected
to share samples of work, and your Journal entries where
you have reflected on both this learner’s progress, and your
role in her/his literacy development. In other words, the Key
Activity will not be completed when you hand in your Work
in Progress Report. You will continue to-work on these ideas
throughout the year.

Intended Outcomes

When you have worked through this umthamo you will have

« thought more about literacy processes and what emergent
readers and writers do

¢ thought about your role as an ‘enabling adult’ in
apprenticing and developing readers and writers

 created a richer print-literacy environment for learners

* begun to closely observe and study how one learner’s
print literacy is developing

* reflected on your role in these processes.
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m Unit 1 - How do we learn to read and write?

In the Introduction, you thought about what you understand
by the word ‘literacy’. Now we would like you to discuss this
with your learners.

Activity 2 - What is reading? What is writing?

The purpose of this Activity is to get your learners thinking
about reading and writing. You want them to think about
what is going on when we read and write. And you want
them to think about what people read and write, when
people read and write, where people read and write, and
why people read and write.

You will need to have a large sheet of paper and a dark
wax crayon or a koki to write with. Draw a large mind-
map on the paper. Write Reading and Writing in the middle
of the mind-map. Make sure that you take some books
and a newspaper and some magazines when you go to
your class.

Then prepare some questions to guide the discussion
on literacy, and write them down on cards, as a reminder.
You could include some of the questions that follow. We
have prepared two sets. One set is a ‘core’ set. The
second set are additional questions.

Core questions

¢ What do people do when they read?
* What do people do when they write?
« Where do people read?

* Where do people write?

* What do people read? When? or What do you read?
When?

* What do they write? When? or What do you write?
When?

* What do we use when we read?
« What do we use when we write?
* Why do people read?

* Why do people write?

* How do people learn to read?

* How do they learn to write? |

Ad(ditional questions

* How can you get better at reading and writing?
* In what ways can reading and writing be useful?
« Are there different kinds of reading and writing?
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How does a doctor know when somebody is sick? What
signs does he look for and read?

* What about a farmer? How does he know when he
needs to water the crops?

* How do we know what the weather will be? What signs
do we read?

* Who do people read for?

*  Who do they write for? .

* If somebody writes, what happens to their writing?

* Who owns a piece of writing?

* Is reading important? Why?

* Is writing important? Why?

« Can you survive or live without being able to read and
write? How?

Then, gather your learners around you and tell them that
you want to discuss reading and writing with them. As
they give you their ideas, record what your learners say
in a logical way. For example, you might want to record
all the ideas about reading in the top half of the page,
and ideas about writing in the bottom half. If they suggest
some things which are really about both, you could put
them in between the two halves.

Don'’t spend too long on the discussion. You just want to
brainstorm this topic, and to get your learners thinking
about the processes of reading and writing. And you are
giving them a chance to share what they think about these
two activities. At the end of the discussion, we hope that
your learners will have begun to think about reading and
writing in a broader way.

e i With older learners, the discussion could last as long as
Mgt half an hour. Try to be sensitive to your learners. If they
- / Mooy, are interested in a particular aspect of this debate, give
them time to share their thoughts and ideas. Encourage
them to refer to their own experiences, what they have
seen and know, their own frames of reference. You will
know which questions to ask and which to leave out.

Store the mind-map of this discussion safely in your
Concertina File. You will need to refer to it when you come
to write your Report.

But how do we acquire literacy (reading and writing)? How
do we join ‘the literacy club? How do we learn to make sense
of, and derive meaning from, marks on paper? How do we
learn to make meaningful marks on paper? Before we discuss
this in more detail, we would like you to think about how you
learned to read. This might not be a very easy thing to do.

|
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If you ask intending teachers (or perhaps any adults) if
they can remember learning to read, most will have no
clearer memory of learning to read than they have of
learning to talk. Those who do remember, speak of flash
cards, reading schemes, sounding out, blending. The
memories are always of the bits and pieces of literacy.
Even those with no clear memories conclude that
someone must have taught them ‘the basics’ to enable
them to decode print. It is the assumption that we owe
our literacy to methodical teaching of ‘basics’ that is one
of the hardest to shift when we are asking student
teachers to consider where their full literacy has come
from. (Graham, 1992: 210)

If for some reason you are unable to attend the face-to-face
session where this umthamo is introduced, you will need to
carry out Activity 3 on your own. And you need to do it before
you carry out Activity 4 with learners.

Activity 3 - My literacy history

Spend some time thinking about how you learned to read
and write. When did you first become aware that the
marks made on a surface (paper) could carry meaning?
When were you aware that your name could be written?
When did you first try to write or read? Where were you?
Who were you with? How did you feel? What were you
using? Close your eyes and try to picture the scene,
yourself, the other person/people, and try to recall what
the place was like.

Then open your Journal, write the date and the heading,
My Literacy History, and spend some time writing what
you remember. When you have finished writing, read
through what you have written. Have you left anything
out? What would make the picture clearer? Add any
details you wish. Then turn to a friend, swap Journals
and read your friend’s literacy history.

Now spend a short time comparing what you have written.
What is the same? What is different? Why is this so?

NB You will need to leave about half a page in your Journal
after this entry. Then you can write more later.

Read the two reading histories which follow. The first is from
a book called The Reading Environment by Aidan Chambers.
Aidan Chambers was a teacher of English and Drama before
he became a full-time writer.
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' Reading 2 - Know yourself as a reader

write it down if this helps, and think about what it means in
relation to learning readers.

I know, for instance, that I was born into a house where
little reading of any kind went on but where there was a lot of
storytelling - local gossip turned into dramatic or funny
episodes told by my father, local folk tales told by my
grandfather, Aesop’s stories told by my mother. I know that
I didn’t learn to ‘read’ till I was eight - I remember the
moment it happened — but I had an infant-school teacher
who read aloud to us every day. And with hindsight I know
that hearing so many stories at home and hearing so many
books read aloud at school before I could read for myself,
made me into the kind of reader I am now: one who hears
every word in his head while he reads, as if someone is telling
the story. Which means that as much as anything I enjoy the
drama of narrative — the characters talking in voices of their
own, the narrator telling what is happening, the pace and
colour of the text. I also know that it was only because a
friend insisted I go to the local library with him that I found
out rather late (I was twelve) that there were thousands of
books for young readers and that I could have any of them I
wanted. It was only because a couple of secondary school
teachers talked about books as if they mattered that I learned
that reading literature was more than a pastime occupation.
And it was a book I found for myself when I was fifteen, Sons
and Lovers by D.H. Lawrence, that at last showed me how
literature included me, that I could find myself there, the life
I knew and a life I could hope to live.

Equally, it is by keeping track of what I read that I discover
my prejudices. I don’t much care for historical fiction, for
example; and I take particular pleasure in the formal
techniques of narrative, to the extent that I'm often more
interested in how a story is told than I am in its content.
Because I know this, I know I need the help of readers who
enjoy historical fiction when I’'m choosing books for a school
library or classroom so that my prejudice doesn’t warp the
selection, and I need to listen carefully to what other people
have to say about the content of a story if I’'m to enjoy a fuller
understanding of a text than I can manage on my own. I also
know that it is never too late to become a serious reader, but
that this is hard if you’ve no regular background of being
read to or haven’t many books near at hand, waiting till
you’re ready for them.

Most of all, I know that without enabling adults who are
thoughtful readers to give you guidance, it is all but (Chambers,
impossible to become a thoughtful literary reader yourself. 1991: 87-88)

\ ’ Know yourself as a reader. 'Tell yourself your reading history,

4 Penguin Book 5

Sons and Lovefs'm

D.H Lawrence

The next extract is from a book called Reading the Difference.
It is a book about the differences in the reading habits of
girls and boys in primary schools in Britain. This is Valerie
Walkerdine’s Reading History. Valerie Walkerdine was a
primary school teacher for many years. These days she is a
highly respected academic.
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Reading 3 - A Reading History

Actually, the first memory about my reading history that comes to mind
w is not about reading at all, but a knowledge of words. I was on a coach
trip with my parents and younger sister. I must have been about six and
as the coach came to the top of a hill with a rather wide and spectacular
view of Derbyshire, I remarked “Oh, what a wonderful panorama”. My
startled parents practically told the whole bus that I had used this long
and rather exotic word, panorama. I learnt, of course, what an impres-
sion words could have. I learnt too, that such erudition was thought to
be precocious and very clever. I have no doubt that the bus occupants
were impressed. I think I learnt the word at school and maybe from my
reading, but actually I remember little about my carly reading history
except that I learnt to read at school using those Janet and John and cat-
sat-on-the-mat type reading books and that Julia Goddard’s mother
complained to mine that I was being used to teach her daughter to read.
I’m sure my parents read stories to me, but I can’t remember any.
What I do remember though, is that I loved the flower fairies books that
were popular in the 1950s and still available today. I think there was an
alphabet with a flower fairy and poem for each letter. How I dreamed of
being like those fairies, tiny, beautiful little creatures, so diminutive and
yet so powerful. It was perhaps a way of imagining being small and loved
and yet having one’s wishes fulfilled, indeed to make dreams come true.
I have written at length elsewhere about how those little fairies fitted
well both with the image of me as a bluebell fairy winning the local fancy
dress competition at three and the nickname that my father had for me,
Tinky, short for Tinkerbell.

I loved those books because of all the powerful fantasies that caught
me inside them, like a spider in a web and which I caught and held to
make sense of myself, of being a girl, of growing up. I liked too the book
of Grimm’s fairy tales that had belonged to my mother as a child, in
which there were wonderful illustrations, beautiful plates with line draw-
ings and vibrant colours. Perhaps it was because drawing meant more
than anything else to me as a child that it is the illustrations of the books
that I remember best. I don’t remember myself as a great early child-
hood reader; I was certainly not the sort of child who always had her
nose in a book.

We didn’t have many books at home, but this should not be mistak-
en as a lack of interest in reading on my family’s part. Books were very
expensive before the advent of paperbacks (which did not emerge until
Penguin started them when I was at grammar school: then and only then
was I encouraged by the school to actually ##y books). My mother in
particular was an avid reader who borrowed books from the local library
every week. I remember it very well. Often I would walk with her to the
wooden village hall which housed the library several days per week. On
these days the librarians arrived to open up the display cases of books
and we used to wander around, browsing. She read mostly romantic fic-
tion and historical novels. I gradually went through the children’s clas-
sics and graduated onto - well, the ones I most remember - were in a
series about ‘the Whiteoaks of Jalna’ by Mazo de la Roche! T liked the
browsing, the tickets, the taking of the pile of books and returning them
for others.

We never really entered bookshops but that certainly did not mean
that we never read. I feel angry often when I hear once again the usual
diatribes about working class parents who don’t care about reading and
their children’s education. It is the level of ignorance about working
class reading practices which particularly annoys me, along with the
moralising. Yes, I read books about flower fairies, comics, encyclopaedias
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and later ‘Woman’, ‘Woman’s Own’, the ‘People’, the ‘News of the
World’ and the ‘Derby Evening Telegraph’ and of course, since they
were part of my world, I liked them very much. Reading them did not
stop me becoming an academic, indeed one who has written her fair
share of books. So, the complexities of subjectivity and how we become
what we are lost on those who insist that socialisation is the work of
agents, especially parents, who may be blamed for having rendered their
children sexist for life by allowing them to read girly stories or trashy
comics.

Perhaps that is why I am prepared now in my own work to look at
what forms of popular media and literature mean to those that read
them, and am not prepared to simply toss them away as so much useless
garbage. Sure, now I read the ‘Guardian’ and not the ‘Sun’; but that
does not mean that I don’t also get voyeuristic pleasure from reading
about the latest Royal exploits or the lives of film stars. Or that T am will-
ing to call moronic the readers of such material just because others are
not prepared to attempt to understand the complexity of the lives in
which such reading has a place. What I mean, is that flower fairies, The
Whiteoaks of Jalna, encyclopaedias, all caught me up inside a world of
my imagination. The fantasy space created using the materials available
to me was important in forming my creativity. Those who insist in a cog-
nitivist way that mothers or fathers pass on habits and that those habits
may be towards trash and therefore not about ‘real learning’ or the ‘best
literature’ are missing the point about the world both created for me and
which I created with the tools available to me.

Back to my childhood. My father bought a set of encyclopaedias
called The Book of Knowledge from a door-to-door salesman. I really liked
these and often made up my own little books, copying out information
and pictures from them. For example, I still have one little book I made,
called ‘Children and costumes of other lands’, which was heavily into the
exotic. Perhaps that early experience of creative authorship gave me valu-
able lessons in the sense that I did not only read books, I made them for
myself, but then I always had little projects on the go, long before pro-
ject work became common in primary schools. What is clear is that read-
ing for me was never a passive activity, it if ever is for any reader. I imag-
ined, I dreamed, I created, just as I am still doing to this day. One of the
central points in my life as an academic and a writer was formed then.
The capacity to dream and to create, using reading as a tool, were learnt
in those early days.

But it was at grammar school that I had to hang on hard to that cre-
ativity in the face of derision from teachers and other pupils about the
newspapers we took, or the girls who roundly castigated me because I
thought that the story that I liked in the ‘Girl” comic, ‘Belle of the bal-
let’, was pronounced ‘belly’ to rhyme with ballet (bally in Derbyshire). I
missed Belly of the Ballet when I had to learn that this was not correct,
just as I missed the tabloids when it was suggested that I try the (incom-
prehensible) ‘Daily Telegraph’, which I paid for with money from my
paper round. What I remember then of my peers is simply the happy
acceptability of my creativity at primary school and a middle class culture
that nearly stifled it at grammar school. Perhaps that is why I feel so
angry about all those remarks about inculcation of the ‘wrong’ habits.

Those early practices that created and sustained me as a reader and
writer do so to this day. I still find fertile ground in the richness of my
fantasies, fantasies created with fairies who looked like flowers, damsels
with beautifully painted costumes and tales of worlds about which I
could then only dream. I am not saying that at the very least there aren’t
contradictions in those very fantasies but I do want to acknowledge their
sustaining power in the formation of the adult that I am today.
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Alan found the same
thing when he was
‘coaching’ students
at Lovedale, who
were re-writing
Matric Biology. The
‘Bantu Education’
text-books were writ-
ten as simplified
summaries of quite
complex ideas. They
were hard to make
sense of. The stu-
dents he worked with
did much better
(learned more) when
he gave them Ameri-
can University text-
books with more de-
tail to read.

Journal Write

Open your Journal. Re-read what you wrote about your
Literacy History. Think about the discussion you had with
your partner. As you reflect on that activity, think about
what is different between what you and your partner
thought, and what these two writers have written. What
is similar? Why do you think there are these differences
and similarities? Write down your ideas and thoughts in
the half page you left after your Literacy History. Make
sure that you date this entry.

So how do people learn to read print, and how do people
learn to write print? What happens when we read? What are
we actually doing? And what exactly do we do when we write?
What is actually going on? Let’s think about the process of
reading, and the process of writing. Many people have
thought about this and have written about what they think is
going on. And even more books have been written about
how the reading and writing of print should be taught.

In 1967, Kenneth Goodman, a researcher in America, wrote
a paper entitled, Reading: A Psycholinguistic Guessing
Game. In that paper, Kenneth Goodman described what he
found when he carefully studied Grade 1 children who were
beginning to read. He found that even beginning readers
and writers ‘behave like readers and writers’. They expect
the marks on a page to mean something. And they treat
writing as an extension of drawing.

Goodman gave the children he studied several of the first
books from a reading scheme, and asked the children to
read them aloud to him. These were books with a picture or
drawing on each page, and a few words. The first book in
the series had the least words, and the words that had been
chosen were considered by the writer of the series to be
‘easy’ words. Sentences were very short, and there was a
great deal of repetition. However, Goodman discovered that
the book which was supposed to be the easiest to read, was
in fact the most difficult. Why do you think this was so?

Goodman concluded that because the writers had used a
restricted vocabulary (a limited number of words), they were
forced to write an ‘unnatural’ text. In other words, the
sentences were quite unlike any that a child or beginning
reader, would hear around her, or that she would be likely to
say herself.

Goodman observed that the ‘mistakes’ or ‘errors’ that these
young children made as they read aloud, showed that they
were trying to make sense of both the pictures and the words
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When we were de-
veloping this
umthamo, one of the
writers spoke about
her 4-year-old
daughter’s aware-
ness of printed words
and symbols. There
is a cloth from West
Africa hanging on
one of the walls in
their home. The cloth
is covered with
marks which look
very much like let-
ters. One day her
daughter asked what
the marks on the
cloth meant or ‘said’.

She expected the
marks to have a pur-
pose, that they had
been put there for a
reason, and that they
communicate some-
thing! She is looking
for the sense in the
things around her,
she is going for
meaning.

One academic called
this kind of language
‘primerese’ because
the language in
those books is pecu-
liar to primers, or
early reading books.
(Hunter-Grundin:
1979)




on the page. Frequently, what these beginning readers On pags 28 you wil

expected the text to say, made more sense than the actual find an example of a
South African child

text. :

struggling to make

. . . . . sense of a Reading
In his research, Goodman tried to find out what information Book which did not

readers (even beginning readers), are actually using when i atsedliad
they read a text. He found that there are three kinds of

information we use when we read. (And this is true of

emergent and beginning readers, also.) These three kinds

of information are:

« semantic information - This is the knowledge we bring
from our experiences of the world. It enables us to make
sense of what we are reading.

« syntactic information - This is our knowledge of the
grammar of the language, and it enables us to predict
' which part of speech is most likely to follow.
« graphophonic information - This is our knowledge of print
which enables us to match a letter or combination of letters ) 9%
with a particular sound.

w“l can write car.”
Kenneth Goodman stressed that the most important of these

three kinds of information is semantic information. And the
least important information is the graphophonic information.
And yet, in so many parts of the world (including South Africa),
teachers have concentrated on making sure that learners
master the graphophonic information. Although you cannot
read print without some knowledge of the relationship
between letters and sounds, this is not the most important
information. Reading is about bringing meaning to text, and
getting and understanding the ideas and meanings of the
writer.

In the act of reading what someone has written, we enter

_ into a kind of social relationship with the writer who has
something to tell us or something to make with words
and language. The reader takes on this relationship, which
may feel like listening, but is in fact different in that it is
more active. He recreates the meaning by processing
the text at his own speed and in his own way. As he brings
the text to life, he casts back and forth in his head for
connections between what he is reading and what he
already knows. His eyes scan forward or jump backwards.
He pauses, rushes on, selects from his memory whatever
relates the meaning to his experience or his earlier
reading, in a rich and complex system of to-ing and fro-
ing in his head, storing, re-working, understanding or
being puzzled. (Meek, 1982:20-21) ‘

Whenever we read a printed text, the three sources of
information are available: semantic information, syntactic
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information, and graphophonic (or symbolic) information.
And as we read, we use these three sources of information
simultaneously. But if the topic or content of the text is outside
our experience, we are unlikely to be able to use our
knowledge of the world to bring meaning to the words.

And whenever we write, the same three sources of
information influence what and how we write. We draw on
our experience of the world, and what we know and feel
(semantic information). And in order to communicate our
thoughts and feelings we use our knowledge of how language
works (syntactic information). And we draw on our
knowledge of how sounds are recorded in letters or letter
combinations, in order to actually write the words
(graphophonic, or symbolic, information).

But how do we learn to write? Frank Smith has said that, ‘we
learn to read by reading’. We would add, ‘we learn to write
by writing’. But there must be a need or purpose for writing.
Think about yourself. When do you write? What do you write?
What do you use? Why do you write? Who reads what you
write?

When we write using letters, there are a number of things
going on. We have our thoughts and ideas which we want to
express (the content, if you like). But we also want to record
these ideas (the actual writing). The process of thinking and
planning what to write is often referred to as ‘composing’.
The process of recording those ideas and thoughts is often
referred to as ‘transcribing’.

The process of composing is a very important one. When
writers talk about how they write books, they say that they
spend a great deal of time thinking about what they want to
write. Then they start.
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puter to express their
thoughts and ideas.




But they don't just sit down and write the final finished version
the first time they write. They write a part, maybe a chapter,
maybe just a few pages. They spend time thinking and re-
reading what they have written. They cross out certain words,
phrases, and sentences. They change the order of other
words and phrases. They write more. And they make more
changes and cross out and add more. “At any time a line
can be erased, a page thrown away. And at any time
everything that has been written can be changed, added to,
deleted from, and put into a completely different order.”
(Smith, 1982: 107)

As they write the different parts, they may need to go back
to other parts to make changes so that the parts fit together
logically. Sometimes they change the order of paragraphs
or events so that the whole book is more logical and makes
more sense. It's quite a ‘messy’ business.

When most of the book is written, a writer reads and re-
reads through what s/he has written. Sometimes the very
last part that a writer writes is the very beginning of the book!
Do you find that this is true of yourself when you write your
Reflective Reports?

When they have almost completed their piece of writing,
writers usually ask somebody whom they trust to read
through what they have written. This person sometimes
suggests possible changes which could improve what has
been written.

Yet if you think back on your own experiences of writing the
printed word at school, did you ever have the chance to write
several drafts of an essay or piece of writing? The writers of
this umthamo only ever remember writing out an essay in
rough first, and then copying it into their books neatly,
checking their spellings and grammar as they wrote.

And even at this point in time, all too often, learners are still
expected to write neatly, to spell all the words correctly, and
to produce the finished version of a piece of work the very
first time they write it! Why don’t we let our learners behave
like real writers and authors?

In many countries in the world, teachers do give their learners
opportunities to write a number of drafts of a piece of work.
They encourage learners to treat their writing like a work of
art and to concentrate on the process of composing. It is
only when they produce the final draft that learners worry
about making sure that their handwriting is neat, and that
their spelling and grammar are correct (in other words the
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transcribing process). This kind of writing is known as
process writing because there is an emphasis on the
process of developing the piece of written text - not just on
the finished product.

These learners share their writing with one another. They
value the support and critical comments they receive from
their peers, as well as from their teachers. Learners like these
write for different purposes, and for different audiences. They
see themselves as writers and authors. They are confident
and enjoy writing.

With this approach-based course, and through the activities
in many imithamo, you, too, have been giving your learners
opportunities to write, not just for you, but also for their peers
(that is, for a different audience). And you have been
encouraging your learners not to be satisfied with their first
draft, but to find ways in which they can improve what they
write. Your learners have not been writing in isolation. They
have been writing in a social context. In many imithamo in
this course we have stressed the social nature of learning.
We have pointed out that when learners are able to
collaborate and work together, they are able to achieve so
much more.

The next Activity is for learners in a Grade 3 class and
beyond. If you work with younger learners, you will need to
arrange to take a colleague’s class. Or you could work out
of school hours with a willing group of older local children.

Activity 4 - Getting learners to think about their
literacy histories

In this Activity, you will be asking learners to spend some
time thinking about their literacy histories. You have written
your own literacy history, and you have read the literacy
history of one or two other people. Before you work with
your learners, write down the questions below to remind
you, as you guide and jog your learners’ memories.

« What do you first remember about reading and writing?

« What were the first words you remember seeing in
print?

* Where were you?

* Who were you with?

* What were you actually doing?

« What was the other person (people) doing?

« What was the first book you remember reading?

« How did you feel about that book? Did you enjoy it?
Why? -
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* What was your first experience writing?

* Where were you?

* What did you use to write, and to write on?

* How did you feel?

* When do you read now, and where?

* How do you read? Do you read aloud, or silently?
* When do you write, and where?

* Why do you read and write?

* How do you feel about reading and writing?

Start off by asking your learners to close their eyes, and
then use the questions above to take them through a |
careful remembering of their early experiences reading |
and writing. Pause after you ask each question. Give them ‘
time to think about the question, and to remember their
experiences.

This remembering will take between 5 and 10 minutes.
Now ask your learners to open their eyes, and to turn to
the person next to them and to share what they
remembered. Watch your learners as they share their
experiences. Each learner should have something to say.
When they have finished sharing, ask each pair to make
a list of the things they remembered about their
experiences of reading and writing.

Next, ask each pair to join up with another pair. Ask each
learner to tell the rest of the people in the group of 4 what
her/his partner told her/him. Move around your class,
eavesdropping on different discussions. This discussion
is important because when learners hear others share
memories they may be reminded of their own experiences
which they had forgotten.

) Ifthe leamers you are

Now ask your learners to open their Journals, and to draw working with do not

. . . have Journals, you

and vs{rlte down ever:ythmg the)_/_can remember of their will need fo hand out

experiences of reading and writing. Tell them that they a sheet of paper to
will be writing their literacy histories. Bactone,
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Collect some of your learners’ Journals. Make sure that
you take a range of Journals. Don't just take the Journals
of the most able learners. And don’t take only the Journals

of those learners who struggle. Make sure that you take
a good mix.

Later, read each child’s entry carefully, and make a
positive and encouraging comment. Remember, you don’t
‘need to correct any thing in anybody’s Journal. Your

learners can draw and write what they like in their
Journals.
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Before you move onto the next Unit, take out your Journal.
Think about the discussions which your learners have had.
Think about what they have written and drawn in their
Journals. What did you expect to happen in their discussions?
What surprised you? What did you learn about your learners?
How do you feel now? Why? If you were to carry out this
activity with another group of learners, what would you do
differently? Why?

Are you writing regularly in your Journal? Make sure that
you write about 4 times each week. Write about what you
are noticing about your own literacy practices (what you do
when you read and write). Think of the different purposes
for which you read and write (to get information, this B Prim
Ed, your church, as a union member, in order to make lists,
appraising learners’ work, etc). By the time you hand in your
Work in Progress Report, you should have made notes on
your own print literacy about 16 times! If you continue to be
conscious of your own reading and writing of the written word
throughout the year, and continue to write in your Journal
regularly, it will be interesting to see the changes you notice.

Make sure that your learners also have opportunities to write
and draw in their Thinking Journals. Get them to write about
what they notice about their own literacy practices, and the
literacy events (or activities) in which they are engaged -
both inside and outside school.
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Unit 2 - Emerging literacy

In this Unit we want to look at examples of young children
making sense of the writing in their environment. But before
you look at the four studies we have included, you need to

_read the following extract. It comes from an article by Myra

Barrs. Myra Barrs is the director of the Centre for Language
in Primary Education in London. She is an experienced
teacher and writer.

In this passage, you will see that for some time, in many
parts of the world, teachers of very young children have been
encouraging their learners to ‘have a go’ at writing. These
teachers expect their learners to use what they already know
and have worked out about written language in order to
express themselves in print.

With Umthamo 15,
you received a Read-
ing from a very im-
portant book, Ways
with Words, by
Shirley Brice Heath.
In that Reading, you
will find examples of
‘emergent writing’ on
page 195. Those
young children were
‘having a go’ at writ-
ing.

There is a copy of
this book at your
Centre.

Reading 4 - Learning to Write

In the last few years there has been a considerable
shift of emphasis as studies of emergent literacy have
begun to focus on what children can do
independently, in both reading and writing, often
before they come to school. Many books, including
some that we have decided to review for a second
time in this issue, have charted what can be
discovered when children’s earliest writing-like
marks are examined for their significance, and how
much children can do when they are encouraged to
use what they know about written language. Such
studies show children hypothesising from first
principles; working out how meanings can be
conveyed on paper, how writing is like and unlike
drawing, and what the basis of the writing system
they are operating in actually is. As with reading,
early 'miscues’ frequently turn out to be the products
of logical guesses, and studies of children’s invented
spellings have often revealed how hard and well they
are thinking.

As the lessons of these kinds of studies have begun
to be applied in classrooms, teachers have become
increasingly interested in being able to identify
'stages’ that children go through in their writing
development. Many of the books that attempt to
chart this area suggest that there are patterns at
work, and that the spelling of children who are
learning to write does progress in recognisable ways.
This focus on orthographic development can,

however, become rather a narrow preoccupation

and can divert attention from the actual content of
texts. If reading is not decoding, neither should
writing be viewed as encoding.

Spelling development is of course important, but
it is far from being the only index of progress in
writing. Children who are learning to write are
learning how to "draw speech’, in Vygotsky’s phrase.
They are also learning how to manage written
language, and different kinds of written language,
and how to say what they have to say on paper. We
need to understand their development in all of these
areas. Discussions of 'developmental writing’ do
sometimes get bogged down in talk about spelling.

One major obstacle for beginning writers of
English is the nature of the spelling system which,
as we know from all the debates about phonics, is
not phonically regular. Children’s own early
independent attempts at spelling are often phonetic
in character, and this is an indication of their
thinking.

But children may get used to ’sounding out’
words. It seems crucial that they should not be
misled into believing that this is the best or only
strategy for spelling in English. There are other ways
of being independent as a writer than 'sounding out’.
Most studies of spelling have shown how vitally
important visual factors are in learning to spell
correctly; children who learn to observe the look of
words from early on will be in a better position than
children who continue to use mainly phonic
strategies. Once children have a basic understanding
of the writing system, in fact, what matters that they
should acquire strategies for using it effectively and
correctly as possible.

(Barrs, 1987: 1-2)
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In the studies which follow, you will see that young children S
are very observant of their surroundings, and generally notice
far more than we realise. Think about the printed words that
your learners see in their homes and their communities.
There are labels on the different packagings of the foods
and groceries in their homes. Think of a bar of soap. There,

ﬁi on the bar of soap is the name of the brand, and sometimes
even the symbol or logo, which ‘can be traced and felt’. Even
in the most rural settings, children find samples of print.

The children described in the studies below, show that they
were aware of the print in the world around them long before
they went to school. They expected, and found, that print
held meaning. These studies are important because they
provide examples of ways people write about the experience
of becoming literate. You will be able to draw on these studies
as you compile case studies of your learners.

Asakhe ,
h@ Before school'

Asakhe started sl
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Since school

Since stamng school, Asakhe’s eagemess to read and
write has actually increased. He used to copy words off
books, magazines, TV, packaging, etc and we would really
be fascinated by his ingenuity. He would practise all the
time and we would have to be ready to interpret whatever
he had written. Often it would look like this:

LFTZBONSANBYAST

This was a scary and very tricky time for me. For a while
1 didn’t know how to handle it. | was scared of discouraging
him by telling him it made no sense. At the same time, |
didn’t want to mislead him by reading what | made up
(which would have made him very happy). | was helped
out of this by someone knowledgeable in these things!

About six or seven weeks after starting school, Asakhe
and his sisters were given LAYS chips by their
grandfather. Asakhe looked at the word LAYS and asked
me to read it. When I'd finished, he surprised me by saying
“There is an ‘S’ in LAYS as in ‘LISU’ and ‘SISEKELO’,”
(the names of his sisters).

He is now able to read and write most words in isiXhosa
and is keen to read English. He reads English words in
isiXhosa. For example, ‘How’ is read like ‘hoe’, then he
asks if that is the correct pronuncratton

| must say that I'm much more relaxed now in my role as
an ‘enabling adult’, especially since reading ‘Chloe’s
Story’. Initially | wasn't sure | was doing the right thing in
letting him go about it his way. Sometimes lettmg him do
it his way was a function of tiredness and laziness on my
part | was especially anxious when he started school
because | thought he was far behind others since he had
never been to pre-school. But in fact this has not been
the cése Asakhe has quite a remarkable understandmg
of the process of reading and writing the written word.

. 2:MaY 2000
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This example sup-
ports Goodman’s
findings which we
mentioned in Unit 1

on page 12.

Ulwando

Ulwando is thirteen years old. He started literacy at the
age of 4. His first number, not letter, was 4. He could
identify the number 4 everywhere. For example, on
calendars at home, in old books, in town, and at the shops.
It was surprising, as a parent, because | wanted to know
what was the big deal about four. Maybe he never thought
he could be a big four-year-old boy? His birthday is in
April (the fourth month!). Later that year, he began to
identify horses everywhere in pictures at home. One of
my neighbours told me that he even said that the drawings
on her curtains were like horses and then‘ Iegs

At5'/2 U!wando started Grade 1ata k)wer primary school
in Zwelitsha. The only thing he managed was beau’ﬂful
handwriting. Most unfortunateiy, he couldn’t master wetl
reading and writing isiXhosa. He did Grade 1 again at
the age of 6'/2 at a private school in King William’ s Town.
He performed very well, | think, because he was more
mature than the previous year. He could read, wnte and
count well, and he was admitted to a ‘Model C’ junior
schooi to do Grade 2. He had mastered alot of vocabu aty

At the age of 72, 1 atso brought hnm a Molteno pupus
book to read the Enghsh phonics It had a !ot of ptctgres
me why it was wntten the way it was He didn’t ﬁnd tbe
book very mterestmg and claamed it was teo snmpfe

When he was 9’/2 | mtroduced Ulwando to |3|Xhosa
because | thought it was important for him to be able to
read and write in his mother-tongue He didn’t have a
problem either. | borrowed some Readmg Boo '
Grades 1 and 2 from schoo!s in Mdantsane Herre:

usana " He !ooked at the pictures an
peopte live in this hut?” | satd Yes, why pal

a moment and looked at me. “Why do they/talk llke ’this‘?”
Sol asked hm “Why do you ask that?” “{t S because we

it to hnﬁ ,

The cart is on the farm. [
The car is on the farm.
The men are in the cart.
The men are in the car. |

The bed is on the farm. !
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Chloe

Like all children, Chloe has been involved, from
birth, in a continuous process of making sense
of her life. For her, like many children, this has
included finding out how written language
works, and how to make it work for her. From
early on, she found herself interacting with
people who included her in their many and
varied uses for reading and writing, within a
home and social environment which reflected
and reinforced these uses.

Babies notice print

In many middle-class homes, it is understood
as ‘natural’ for parents to share books with
their young children. We read to Chioe when
she was a little baby. Her excited response told
us that she loved the sounds and rhythms of
stories and the visual images and colours that
passed regularly before her eyes. She loved sit-
ting on a lap and getting a cuddle and some
undivided attention. Once she could sit up, she
started looking at board books for herself, and
tried turning over pages. A big book called
Tickle Tickle by Helen Oxenbury was a favourite:

Squelch squelch in the mud
Splish splash scrub-a-dub
Gently gently brush your hair
Tickle tickle under there!

She used to take over the last line and say
with great feeling, ‘Ticka ticka deh!’

Plegse can g 5¢ 24 pont
ut :) ? ‘1-. .L...{V’} -

Dear gmorary, 257

mom

Appreciating rhymes
Chloe grew to love rhymes and soon knew
many off by heart. She loved to sing with us,
and to play games and pretend to be the char-
acters in the rhymes, like Little Bo-Peep. We
often listened to music and included tapes of
nursery rhymes put to music. Chloe had access
to a child’s tape recorder and a selection of
tapes when she was about two. Because she
was so keen to work it, she quickly came to
recognise the PLAY button, the REW for rewind
and the FF for fast forward. She also often
asked an adult to sit with her and read through
the list of song titles on each tape, asking,
‘What dat say?’ She would hold the tape insert
while listening, pointing to the titles as the
songs came up and she also liked to ‘read’ them
without the music. These tape inserts, the con-
tents pages of story and nursery rhyme books,
and the nursery rhymes themselves were cen-
tral to Chloe becoming a reader. Knowing the
order of songs and rhymes, and having watched
adults point to the words while reading, she
too began pointing at the written symbols as
she said the words out loud.

Stories - alone and with others

In those toddler days, Chloe used to climb up
to a high book shelf, pull down a pile of books
and sit for an hour at a time, ‘reading’ to her-
self. There was often a story as part of the
bedtime routine, either told or read. Generally,
we spent a lot of time looking at books, read-
ing and telling stories together. Sometimes |
would write down a well-liked story | had told
her, and | also started offgring to write down
Chloe’s own stories.
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We do not all have the same reasons for read-
ing and writing, nor is there any reason why
we should. Different communities have their
own ways of using written language. The idea
which is central to this book is that first exper-
iences with literacy, wherever they take place,
can and should be ones which are real, pur-
poseful and meaningful for all children. As
Gordon Wells (1986, 222) writes:

Writing to communicate

As we lived away from many of our family mem-
bers and friends, letters were important at
home. Chloe loved the ritual of letter writing
and sending — the satisfaction at having com-
pleted the letter, putting it in and sealing the
envelope, finding and writing the address, going
to the post office, licking the stamp, deciding
where to stick it and, finally, popping the let-
ter into the letterbox and wishing it on to
wherever. She also experienced the different
moods that were part of literacy-related activ-
ities, like paying bills, which involve a totally
different emotional investment to writing or
reading letters.

We are the meaning makers — every one of
us: children, parents, and teachers. To try to
make sense, to construct stories, and to share
them with others in speech and in writing is
an essential part of being human. For those
of us who are more knowledgeable and more
mature — parents and teachers — the respon-
sibility is clear: to interact with those in our
care in such a way as to foster and enrich their
meaning making.

A variety of uses for reading

and writing

Some parents and teachers will recognise and
identify with the kinds of encounters with read-
ing and writing | have described, and the exam-
ples of writing which follow; others will not.

The story of Chloe comes from a book called, Chloe’s Story:

First steps into literacy. In this book, Carole Bloch goes on
to write about Chloe’s writing. She classifies the different

might like to write a forms of Chloe’s writing in the following way:

similar book which

documents  the * Writing to name and to label - this starts as scribbles which

If you are especially
interested in this par-
ticular aspect of chil-
dren’s learning, you

emerging print lit-

eracy of a child
whose home lan-
guage is isiXhosa or
another African lan-
guage.

are sometimes connected to a drawing. After some time,
the scribbles may include letters, often the letters of the
child’s name.

Writing to organise daily life - for example, making lists of
things, like shopping lists.

Writing to communicate at home - notes to other family
members.

Communicating further afield - including filling in forms,
entering competitions, writing letters.

Creative writing - writing stories and poems.

Working at writing - copying out words and numbers,
wanting to spell particular words correctly.

Writing in play - dramatic play often creates contexts for
writing. For example, in a shop you need to label prod-
ucts and their prices, advertise a sale, and so on.
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You will find a copy
of this book at your
Centre. Try to make
a point of borrowing
it. When we were
developing  this
umthamo, we felt
that this was a very
important and acces-
sible text. Also, it is
written by a South
African writer.




Activity 5 - Reflecting on the case studies

Go back and skim through these four studies of young
children making sense of print. What do you notice about
them? What have you learned about the emergent and
developing print literacy of young children from these
studies? What surprised you? Why? Isn'’t it remarkable
that young children can achieve so much when they are
supported and encouraged to try things for themselves?
They become confident, and are not afraid to make
mistakes or to take risks. This can be true of older learners
too, if we provide them with opportunities to read and
write real texts for real purposes.

Open your Journal. Write down your thoughts and feelings
about what you have read. Think of examples of anybody
you know who has shown an interest in print before they
went to school. (This could be memories of yourself, a
brother or sister, or one of your own children.) Then write
about what you noticed.

Lastly, think about the ways you yourself use writing in
your daily life at the present time. Make a list of all the
different forms of writing you carry out. Which do you
enjoy most? Why? How do you go about doing this kind
of writing?
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A letter to a friend

Unit 3 - Creating a print-rich environment

In many parts of the world, primary school teachers work
hard to provide experiences and opportunities for their
learners, in which their learners can use the knowledge and
information that they bring from their experiences outside
the classroom. These teachers make sure that they provide
print literacy events which have ‘real’ and different purposes.

In real life (that is life beyond the classroom), we use print
literacy for different purposes. And for each purpose, we write
in a different way. Sometimes we have to complete forms.
At other times we may need to write a letter. And letters can
be different. Think about the kind of letter you write to a friend,
and then think about the kind of letter you write when you
want to apply for a job. They are quite different. The words
you use, and the way you phrase the words, are different.

Poetry is another way of putting words together. And in this
course, we ask you to write in yet another way. We ask you
to discuss different theories, to comment and then to give
your own opinion. In this kind of writing you have to write
down two or more sides of an argument, and then you have
to explain your own opinion. Your reflective reports have
narrative descriptions which tell what you have done, and
reflective analysis to explain what you think.

All these different forms of writing are called genres. And if
we want our learners to become powerful readers and writers
of the written word, we have to ensure that we provide
opportunities for them to work with different kinds of texts.
“We have to create lesson contexts where reading and writing
let the literate world into the literacy world of the school.”
(Meek, 1991: 201) We will succeed in doing this if we make
sure that the print literacy events our learners engage in are
real or relevant. We need to make sure that the activities
we set them to do are not more and more of the same
mindless repetition and drill. Instead the activities need to
help learners to participate powerfully in the world in which
they live now, and in which they will live in the future.

If we want to create a community of readers and writers in
our classrooms, then one of the things we need to do is to
create an environment which will support and nurture their
literacy development. This will mean that we will have to
consciously make our classrooms places where learners are
encouraged to participate in meaningful literacy events.

Before you study the suggestions for enriching your
classroom, read the extract below. Although it focuses on
what teachers of younger learners can do, many of the ideas
can be adapted or adjusted to suit the needs of older learners.
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It’s like speech. We
don’t speak to every-
body we know in the
same manner. It de-
pends on how well
we know a person,
and what our rela-
tionship to that per-
son is. We use differ-
ent styles of speak-
ing, different regis-
ters (or spoken gen-
res) to speak to the
different people we
mix with.

1 AM NO LONGER THE SAME

Tam 50 loager the same now;
Thave changed completely. o)

lnnylﬁsaﬂu—txy-m
Thave changed compictcly. =)

Jam 50 Joages, longer the ssme now;

Thevo changod complely. (2) CHORUS

A poem
by Mzwakhe Mbuli




Reading 5 - Suggestions for encouraging meaningful literacy

Children gradually come to understand the
conventions of written language as they com-
pare and adjust their own writing to that of
more experienced writers. In the same way as
toddlers come to refine their speech so that
they are better able to make themselves under-
stood, children realise that they need to write
conventionally for others to read what they
have written.

In-depth research into young children’s writ-
ing progression led Ferreiro and Teberosky
(1982, 277) to note that

[w]e must let children write, even in a writ-
ing system different from the alphabetic one;
we must let them write, not so they invent
their own idiosyncratic system, but so they
discover that their system is not the conven-
tional one, and in this way find valid reasons
to substitute their own hypotheses with our
conventional ones.

This takes many encounters with different
uses and forms of written language, and involves
reading and writing as well as talk about read-
ing and writing. Children need to talk about
print with those who are more experienced,
thereby learning which conventions are used
in which contexts.

A flexible approach
Young children begin to write when:

* They realise that they can use writing to
achieve something they want to achieve.

* They are given opportunities to write for
real reasons in the language or languages
they feel ‘at home’ with.

® Their attempts are recognised as worth-
while by the important people in their lives.

* They interact with more experienced writ-
ers who help them"or who act as models
and mentors, like the way apprentices learn
their trade from skilled workers.

The rules need not be fixed when children
write purposefully because:

e Sometimes the child writes.

e Sometimes the experienced writer writes
down what the child says.

* Sometimes they co-write something — like
a list, story or letter.

¢ Sometimes the child tries the spelling alone.

* Sometimes the child asks how to spell a

word.

* Sometimes the child initiates something, and
asks for assistance.

* Sometimes the experienced writer makes
a suggestion for writing something.

Creating a print-rich environment
While the suggestions that follow are addressed
to teachers in classrooms, they have value for
home situations as well.

To begin to weave literacy into daily class-
room life, create an appropriate print-rich envi-
ronment at school. Start by thinking of the
ways you use reading and writing in your life
and which language or languages you use. Chat
with the children and their families about how
reading and writing are useful for them, and
which languages they use in different situations.

For instance, families may read religious texcts,
newspapers, magazines, books, train time-
tables, recipes, leaflets, street signs or other
environmental print. They may write letters,
notes, shopping lists, and fill in bank forms.
They may do all of these things, some of them,
or none of them. They may have reasons for
reading and writing which you have not thought
of before. Children may have experienced some
print in one language, and some in another.
They might go to the library regularly, or might
never have been into one. Gathering this kind
of information helps you to begin with what
your learners know and bring to the class, and
it also helps to make parents feel welcomed.
In this way, both home and community life are
linked with the school, and parents’ literacy
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with that of their children. It also gives you
information about how to extend the liter-
acy-related understandings children bring to
class and how you can help them explore these
understandings in their play.

Provide tools for writing, such as pencils and
paper, and different reading materials. These
can include newspapers, magazines, junk mail
(such as the leaflets from supermarkets with
pictures of different groceries and their prices),
recipes, competition entry forms, train time-
tables and story books.

Invite parents to spend time in the class-
room, working alongside you with the chil-
dren. Parents who speak, read or write more
than one language may be able to help with lit-
eracy in more than one language (biliteracy
and multiliteracy). They can interpretand trans-
late, or write stories and rhymes in another
language. Make it clear to parents who cannot
read and write that they are not redundant —
oral language feeds written language. Telling
stories and talking about stories and other
projects has immense educational value.

Ask parents and children to collect and bring
in grocery packaging to use in play. Play with
the children. Children learn and develop more

when adults interact with them than when they
are just given something to play with and then
left alone. Offer ideas to extend what the chil-
dren are doing in their play. If, for example,
the children are pretending that they are at
the hospital, supply paper and pencil and infor-
mation about how to write a prescription for
medicine. In this way, you will be a model for
them to learn from and they will discover a
different reason for reading and writing.

Emergent writing is normal

A child may write something which you can-
not read, either because the letter formation
is not conventional or because it is a string of
letters which do not make sense. She may ask,
‘What does it say?’ or ‘What did | write?’ judge
the situation for yourself. Try and work out
what it is that the child is trying to achieve in
the particular context. If, for example, you

know she is writing a letter to a real person,
you can write down what she is saying under
what she has written. If she is playing, make up
something ‘letter-like’ and read it aloud. If she

" knows something about the relationship of let-

ters to their sounds, and has written a string
of disconnected letters, like ooipogloofop, you

could read that out and you might find that
this stimulates a very amusing game. Sometimes

children tell you what ‘it’ says; other times
they are satisfied with telling you that it is ‘just
writing’.

As children concentrate their energies in self-
expression and communicating something
meaningful, the physical skill and muscular co-
ordination needed to form the distinct sym-
bols of conventional writing develop almost
incidentally. Gradually, unconventional symbols
are replaced by conventional writing.

Making changes

There is not necessarily a ‘right’ age for learn-
ing how to read and write. Becoming literate
begins when a child or adult engages with writ-
ten language in socially meaningful ways. There
is no good reason why this should not be ini-
tiated with young children at home or at pre-
school. | have discussed how most pre-school
teachers are reluctant to welcome literacy into
their classes or to encourage play with liter-
acy. Such teachers need to update their infor-
mation. With new insights into literacy
development, they can make sure that, rather
than inadvertently preventing young children
from exploring written language, they find ways
to weave the different literacies from ‘out there’
into play and other activities in classrooms.
Most teachers in South Africa work with
very large classes and inadequate resources.
It may at first sound unrealistic to suggest using
an approach which starts with individual chil-
dren, trying to find out how literacy fits into
their lives and working with ways to develop
and extend this. But if we seriously want to
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give all children the chance to become liter-
ate, rather than taking short cuts which will
prove expensive in the long term, teachers
have to meet the challenge.
- A key to this involves a change in attitude
towards parents and community involvement
in education. Space needs to be found for fam-
ily members and the wider community to share
in the responsibility of helping children with
literacy, both inside and outside the classroom.
Parents and teachers need to recognise and
act on the fact that communities provide invalu-
able resources for reading and writing. They
generate reading material in the different lan-
guages spoken by the children, reasons for writ-
ing and people who can tell and read stories.
The change needs to go further, however, to
a flexibility towards the requirements of liter-
acy learners of all ages. While the focus of this
book is on young children’s literacy, it is clear
that it is within families and communities that
real engagements with written language occur.
Literacy programmes can be developed with
the needs of family members in mind, irre-
spective of age. Rather than isolating genera-
tions from each other, family literacy pro-
grammes can focus on the common concerns
of adults and children.

Finally
All young children need regular opportunities
to use written language in ways that make sense
to them. Children want to be readers and writ-
ers for real reasons, interacting with both
accomplished readers and writers and those
less experienced than themselves. They also
need to talk and reflect with older children
and adults about their own reasons for writ-
ing — their own stories and stories they have
heard, in the languages which best express what
they feel and mean.

Children need to have their questions about
print answered. Many adults try to provide
appropriate answers to the questions that chil-
dren ask in other areas of their lives, but when
their questions concern literacy, it is taken that
they need instruction, whereas what they need
are answers!

None of this has to do with ‘pre-skills’, any more
than first words or first steps are ‘pre-talking’ or
‘pre-walking’. It is all part of a process which
contributes to giving people various ways to
express themselves, and to communicate their
needs, desires and ideas, both to themselves
and to others.

(Bloch, 1997: 36-39)

On the next four pages there are more ideas and suggestions
for making a classroom print-rich. The ideas are arranged at
two levels: for younger learners who are beginning to take
their first steps into the world of print, and for learners who
read and write with some fluency. We have set out the ideas
on two double-page spreads. You will have to decide which
ideas and suggestions you like and feel are most appropriate
for you, your learners and your particular classroom situation.
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Each day, meet and greet a few children as they
come into class. Tape-record each child’s comments.
Later on the same day, transcribe these comments
onto long strips of paper. Staple each individual’s
comments to those of previous days. In this way,
each child has a personal book of her/his thoughts
and comments.

S

]

Read and tell lots of stories. Make opportunities for
learners to tell their stories. Before any new book
(home-made or otherwise) is put out to be read, read
it aloud to the learners. Then they will know the story,
and when they read it themselves, they will be able to
make intelligent guesses at any new words they find

on the pages. l

Read aloud to your learners on a daily basis. Make a
point of finding different kinds of books - books of
poetry, stories, proverbs, riddles, efc. Model how to
read aloud well. In this way, learners who are
struggling to make sense of the print they read will
become more and more aware that the written word
is another way of communicating ideas.

Set up a Literacy Table. Put out a storybook (home-
made or otherwise) on the table, together with cut-out
figures of the characters in the story, or some
puppets. Also, put some props to encourage the
learners to act out the story. Add some simple
question cards which encourage them to read and do
something specific. If the learners make some large
pictures of the sequence of events in the story, these
can be made into a Big Book (for several children to
look at, at the same time) when the display is
changed. Alternatively, make a display of a number
of books on the same topic or theme.

L

Use the everyday environment as a source and
stimulus for reading (signs, adverts, notices, labels on
food packets, food products, clothing, the Post Office
and Hospital). With younger learners, you can make a
space in your classroom for your learners to carry out
dramatic play - set up a shop, a hospital, a post office.
Make sure that there is paper, pencils, a stapler,

paper clips, envelopes so that the learners can use .
this context for literacy activities. This can be changed uﬁhﬁﬁ Place

regularly so that learners have a variety of R
experiences. Create a special place in your classroom for learners
to write. Put out different sizes of paper, pencils,
pens, wax crayons, pencil crayons, paper clips, a
stapler, pritt or glue. Make sure that some of the
paper is big enough to use to make an envelope.
This could be in a corner, against a wall, or simply
the ‘Writing Table’. When you set up this special
place, talk to your learners about this place, and
discuss how they think they should behave and use
the materials in this part of the class. (You will be
evolving a code of conduct with your learners. And
because you negotiate it with them, they are more
likely to treat the materials with respect, and not to
waste.)

>
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Link reading and writing with other activities. For
example, reading and following instructions to ma

keep a diary of what it eats, and how it behaves.

something (how to make bread). Find a small creature
(a worm, insect, or beetle). Learners can read some
instructions and then make a suitable home for the
creature. They can also feed it, observe it daily and

ke

Make time for learners to talk, and tell their ‘news’.
Record this and put it together to make a Wall
Newspaper. Share with your learners the way
newspapers are laid out. Draw their attention to the
headlines, the different sizes of print, writing in
columns, the pictures and captions, and cartoons.
Your learners can write and draw, depending on their
experience of print literacy. Make a new newspaper
regularly. We are able to buy both daily and weekly
newspapers. ‘Old’ wall newspapers can be made into
a 'book’ for learners to look at and read as and when
they finish a particular task or piece of work.

Make a letter-box. Talk to your learners about
envelopes. Get some paper, scissors and glue. Let
them make their own envelopes, and then write
letters to one another. They can ‘post’ their letters in

the letter-box,
Aam the

Tostperson

\oyevd\«e .
box

SHARE amd Discuss

Encourage learners to share their reading and writing
with one another. Get your learers to read one
another's work, and to read to one another.

Discuss books and stories that you share with
leamers. Encourage them to think of different
possibilities, different endings, and what might
happen if the circumstances were different in a
particular story. Get your learners to discuss and
write their own alternative endings to stories. Give
them opportunities to act out and write stories from a
different character’s point of view.

Puf up a chart with learners’ names so that they can
write up the books they have read, whether or not
they enjoyed them, and why. This will help them
develop their own critical attitudes to what they read.

\GCO ", Make a wall of bricks. On each brick write the name
0y & e of the child who has read a particular book, and the
o, yo(/ title, author, and illustrator of the book. Try to make a
/76 '?Gq 7o Y really high and wide walll
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Roox WEEK

Have a Book Week. Invite some people from the
community to come and tell traditional stories to your
learners. Involve your learners in the process. Invite
one of the learners to open the proceedings with a
praise poem. If at all possible, make sure that

, 1w &l +G2
« Ueoemi

rezalCo, 0203200

Pt 3

t
t
¢
i

everybody in your class gets a chance to make a .
ook during the week. If you have a very large class, ng:‘év;/:rk with old,er learners, get them to make
your learners could collaborate to make group books. intervi r younger leamers in the school. They could
(You could use newsprint and wax crayons and l;ingrwetw the children for whom they are writing, and
follow the instructions at the end of Umthamo 9.) This o what they like to read. (We suggested this as
will be a sure way to increase the number of books optional activity in Umthamo 25) If you work with
available to your leamers! younger Ifaamers, get a class of older learners to
y ’ wn{e stories for your learners. When they have made
their books, the older learners can read them to the
younger learners.

Have a day when everybody must bonga. The

fol{owmg day, provide an opportunity for learners to
write down their poems, or for a more experienced
reader and writer to record their poem.

o

Cut out pictures from magazines and stick them onto \f. X\
pieces of card with a large space underneath, or next Qfl ‘ee

b ; . e : \p .o

o the picture. Write neatly, in natural’ language, ot OQ\ o
something about the picture in the space. If you work «Q’ o° o‘\ \“{{\0 \)\6
with older learners, they may want to choose their « o' 0“\0 %\0 ec."-’

own pictures and wish to write their own texts. These ﬁ- \p 0(00 \v((\ (\e\ ‘\09

can be stories, dialogues, or information texts. Add o(’(“ (\@0‘\@0‘ 0-«

one or two questions to stimulate the learners to read
on, or to write something for somebody else to read.
Store these cards in a box and encourage the

learners to take one out to read when they have
finished a particular task or piece of work.

|

il .

[Moun Limeery 2

Have a “riddle day”. Then your learners can either
write down their riddle, or dictate it to you. You could
put all the riddles in a box, and each learner could pull
out a riddle. Then they can read the riddles, or you
can read them aloud. Your learners could then try to
guess the riddles. You could do the same with
proverbs and idioms. If you choose to use proverbs or
idioms, then your learners could act them out, and
then draw a picture and write out the appropriate
proverb or idiom.

i B S e <

1\ )
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Writing Conferences

Model good questions that your learners can ask to
encourage one another to write more clearly,
logically, and in a more focused style. If your learners
are in Grade 4 and beyond, put up a list of questions
on the wall so that learners can monitor themselves,
and support one another.

* lreally like the way you . . . .. Introduce your learners to different forms of the

+ Could you tell me more about . . . .? written word. Make sure that you have different kinds
« What other information could make  ©f texts: for them to read, including newspapers,
your writing clearer? magazines, junk mail (for example, leaflets from

_ - ' Supermarkets with pictures of diffe i i
* Are the ideas in a logical order? : : ; gt Nerma and Heir
g prlces), recipes, competition entry forms, bus or train
* Isthere a new paragraph foreachnew timetables, and of course story books and collections
idea? of poetry.
* Do the sentences start in different
ways?

* Are some words used too often?

Process Writing

Allow your learners time to write. Don'’t expect them
to produce the final copy the first time they write
something. Encourage them to leave a piece of
writing for a day or so, to return to it and re-read it.
To share their writing with a partner or group of
friends, to extend and develop it, before checking the
grammar and spelling, and finally writing the finished
copy’.

Provide opportunities for your learners to use forms
of writing other than stories and poems. For example,
after they have done something, or been somewhere
together, get your learners to write recounts to
describe what they did and the event, both to inform
and to entertain somebody else. Get your learners to
observe some local plants or creatures and then to
write information reports, in which they write
everything they have found about the plant or
creature which they investigated. They can write

Sharing and discussing writing

instructions or procedures when they write a list of a You will find more about different forms or
sequence of actions or steps to make something. If genres of writing in the Appendix on pages
they have researched how something works, they 46 & 47. Many teachers throughout the
could write explanations to explain the process of world believe that it is very important to
how that particular thing works. Get them to think provide opportunities for learners to write
about and to write adverts. Discuss issues with your in different styles. Some teachers con-
learners in which there are two very different views. sciously teach these forms. However,.if we

worry to much about form, language and
grammar, we may prevent our learners
from writing what they have to say. And
wanting to write is perhaps the most im-
portant reason for writing.

Get your learners to wnite down the two sides of the
argument (with reasons for each view), and then give
their own point of view. In this way they will learn
about how to write an argument or how to persuade
in writing.
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The Key Activity in this umthamo is one which will last the
whole of the third year of this course. It is not something you
can do, tick off, and forget. The purpose of the Key Activity
is to help you to shift your practice as a teacher of language.
(And we are all language teachers.) At the end-of-year
Portfolio Presentation you will be required to provide evidence
that you have made your classroom a richer print-literacy
environment. We will want to hear how this umthamo has
affected your practice as a primary school teacher. What
have you gained or learned from the activities you have
carried out yourself, and with your learners?

As you work to enrich your classroom throughout the year,
note the effect of what you are doing on your learners, and
also on your colleagues. Some of your colleagues may be
excited and want to use some of the ideas to enhance their
classrooms. Others may be a little threatened. How do you
respond to these different reactions? In what ways are you
becoming an ‘agent of change’ in your school? Make notes
regularly in your Journal of what you notice and observe.

You will find that this
is also true of other
imithamo that you
will work through in
the first semester of
this year of the
course.

Activity 6 - Key Activity - Implementing Ideas

Now you have looked through the suggestions, ideas and
activities suggested on the preceding pages, you need
to make choices about which ones you feel are
appropriate for your learners, for your classroom, and for
your school. You may be able to ‘tick off’ some ideas as
things that you already do. Next decide on some that you
would like to try to improve the richness of the print
environment of your class. You will have to think about
what you can reasonably do in your particular teaching
situation.

If your school is already working with an organisation like
READ, you probably have a number of books in your
classroom. If your school has been working with a project
like the Molteno Project, you will have materials which
encourage and promote reading. Your school may also
have books from or through another source. But you can
still add to the richness of print in order to encourage .
your learners to read and write more, and for different
purposes.

First of all, you need to consider your classroom. What
do you already have in your classroom that encourages -
your learners to carry out print-literate behaviour? What
do you already have that extends and develops your
learners’ understanding of print literacy, and encourages
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them to participate in print literacy events? How can you
use or adapt what is in your classroom? Open your
Journal and make a note of what already exists in your
classroom to promote print literacy activities.

If you are subject teaching at your school, you will have
to decide where you can add to your learners’ print
environment, and in what ways. You may be able to make
a difference to several classrooms. Or you may need to
focus on just one classroom. It might be wise to talk to
some of your colleagues, to negotiate what would be best
for your particular school.

Next, you may find it helpful to go back to the two double-
page spreads, and to re-read the suggestions and ideas
there. Then you need to decide which idea or suggestion
you are going to put into practice first. Choose the idea
you would really like to begin with, and which you know
you can set up in your teaching situation. You will probably
have to make some preparations. You may need to collect
some materials, and this could be quite time-consuming.
But we are sure that you will find that any efforts you
make to create a richer print-literacy environment will be
worthwhile. Try to implement at least three ideas before
you write Stage 1 of your Reflective Report.

Write regularly in your Journal about what you plan to
do, and about the ideas you intend to try out. Write about
and describe how you implement each idea. Make sure
that you write about the effects that you observe, both in
your learners and in your colleagues. Include anecdotes
of what learners and colleagues say and do.

Throughout the next 12 months, you should continue to
extend and develop the resources in your classroom so
that you create a truly rich print environment. This will
encourage your learners to extend and develop their
literacy practices.

If you decide to implement several ideas at once, you will
have to make wise decisions about what is possible. You
may well find that there is a more obvious change in your
learners’ attitude more quickly and that it is more evident
that their print literacy is developing and extending. Again,
write regularly in your Journal about your plans and the
ideas you intend to try out. Write about and describe how
you implement the suggestions. And make sure that you
include anecdotes about the effects that you observe in
both your learners and your colleagues, and what they
say and do.
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Unit 4 - Reflecting on work in progress

One of the books that we found most useful when we were
developing this umthamo was a book called, Pathways to
Literacy, by Trevor Cairney. Trevor Cairney began his career
as a teacher in an Australian primary school. Before you
write your Reflective Report, we would like you to read an
extract from that book. In this Reading, he describes what
happened when he created ‘a rich literary environment’ in
his classroom.

Reading 6 - Creating rich literary environments -
developing a sense of community

1 believe that the starting point for introducing students to the world
of literature is to look at the reading environments we create in our

classrooms. The classroom environments we create are reflective of

our assumptions about language and learning. One of the problems
we face as teachers is that much of our knowledge is tacit. Each of us
operates according to a set of inherent assumptions about literacy,
learning and teaching (Hutchings, 1985). These assumptions direct
our thinking as teachers, and influence the type of learning environ-
ments we create within our classrooms.

It took me a number of ycdrs to realize that literature can be a
vital part of the common ground that I am able to share with the
students in my classrooms. The turning point came in my second
year of teaching while teaching a grade 6 class. [ started the year as 1
had ended the previous one, using a primary school magazine con-
taining extracts from literature and factual texts. I used this mainly
for oral reading, comprchension activities (typically a set of 10 ques-
tions). I supplemented these lessons with a battered reading labora-
tory. Six weeks into the first term I was given a Core Library (Ashton
Scholastic) by my school principal with the instruction, ‘I want you
to try this out’. The package was essentially a set of 100 children’s
books (mostly literature), some supporting materials designed to
stimulate creative response to the texts, and a copy of Don
Holdaway’s (1972) book Independence in Reading. This book, and the
Core Library itself, were to lead to changes that transformed my
approach as a teacher.

I began to talk to my students about their reading, and in the
process made many discoveries. I found that while they could all
read (obviously to differing extents), none of them did, except for a
range of school purposes. No one had read a book in recent times,
and most had never read a complete novel. Even the best readers in
this class could only recall one or two books they had read during the
primary school years. The 100 paperback books provided the perfect
basis for changes in my reading programme.
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I began to make changes by introducing a daily independent read-
ing programme. For thirty minutes every day I encouraged my stu-
dents to read books of their choice. I also began to collect as many
pieces of literature as possible to build up a class library. I arranged
bulk loans from the school and community libraries, and asked chil-
dren to bring in their favourite books. The class library was quickly
established and my students began to read almost immediately. I intro-
duced a system of conferences with my students (as suggested by
Holdaway) which were designed to permit them to talk about their
books. I also encouraged them to meet in groups to share their literary
experiences. I began to provide time for my class to respond in their
own way to the books they read. This response time utilized a variety
of media and sign systems, including drawing, dramatization, writing,
and craft. Finally, I began reading to them daily to share a variety of
genres and authors’ work. The results were overwhelming. By the end of
the year this class had read over 1,500 books, with a range of 25 to
160 separate titles. All of these children were avid readers.

The change in my classroom was quite dramatic and went well
beyond a simple change in my reading programme. At the beginning
of the year my classroom was a place where:

people worked quietly
e no one spoke unless spoken to

e tasks were usually completed alone, or on occasions, in ability
groups with set requirements

e students completed only what was asked of them

e I marked set tasks and provided feedback in the form of scores,
grades and, occasionally, written comments.

By the end of the year the classroom environment had undergone
a number of fundamental changes. My classroom was now a place
where:

e students talked to each other about their work and their interests

activities were frequently completed in informal interest or friend-

ship groups

we frequently shared as a class our reading interests

I talked with all students about their reading interests

people recommended books to each other

students frequently initiated literacy activities themselves

students spontaneously responded to their reading in a variety of

media, including drama, drawing, writing and discussion

e students began to analyse and reflect on the content, purpose and
ideology of the texts we had been reading

e the students and I each responded to the work of others in a
variety of ways including spoken comments, written responses
(e.g- journal entries) and informal conversation.
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What had happened in this classroom was that literature had pro-
vided a vehicle to transform a teacher dominated and teacher direct-
ed learning environment (Rogoff, 1994, refers to this as an ‘adult-
run’ instructional model) to one based on the development of a com-
munity of learners. In this classroom both the teacher and the stu-
dents were now active in managing and contributing to each other’s
learning. The students were now learning about literacy as they
participated with each other in the exploration of literature. While
much of the reading was being done silently and independently,
students were constantly engaged in conversations about their read-
ing, and were all contributing to the group’s growing understanding
of literature and their world.

This class had now become a community of readers that valued \&ow\l \ent
reading and gave it a prominent place in their lives. My students M‘l\\g wwer
were no longer simply students who read because they had to: they W wiowk ?
now read because they wanted to. As the title of this chapter states,

: ) \Do \ seethese
they were now ‘readers who read’. o g : z
The classroom had now become a place where students: \ W Aol

Do\ V\lbe,

e Shared personal discoveries, concerns, and issues that arose as they W veatord

read literature e soinod
® Reflected on their discoveries, the insights of others, the texts they We \eaxners
b . , b odso vealise WSO
ad been reading, group purposes and goals, and group priorities A nosve Onauaed”

e Responded to each other as people, as well as responding to each
other’s meanings, discoveries, problems and insights

e Communicated their discoveries, insights, feelings, values, reflections
and purposes.

Furthermore, it had now become a place where the members of this
community of learners provided positive demonstrations of reading
and writing which had the effect of encouraging each other to:

e Talk about their reading

e Construct shared understandings of specific books

e Cnitique the texts that they had been reading and the views and in-
terpretations of others concerning the text meaning and ideology

e Read independently for personal satisfaction and a variety of purposes.

(Cairney, 1995: 78-81)
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Activity 7 - Writing a Reflective Report

We expect you to continue to carry out the Key Activity
in this umthamo over the next 12 months. At this stage,
you are expected to hand in a Work in Progress Report
for your umkhwezeli to appraise. This report will focus on
what you have done so far. What have you gained from
the umthamo so far? What have you started to put into
practice? You can also include interesting things that you
are beginning to see!

At the end of the 12 months, you will need to gather
together all the artefacts that you have collected, and
you will need to reflect on the ways in which your
classroom has become more literacy-rich, and the effect
that this has had on your learners, and on your colleagues.
You will need to reflect on your role in this process. You
will be expected to write this up for your own personal
edification. This later Report will also enable you to share
your experiences with confidence at the Portfolio
Presentation.

Stage 1 — Work in Progress (After three or four weeks)

During the past three weeks, you have been thinking more
deeply about literacy. You have worked to make your
classroom and school a literacy-rich environment. Now
we want you to reflect on what you have been doing.

Begin by thinking about what your classroom was like
before you started working on this umthamo. Perhaps it
was already fairly literacy-rich. Perhaps not. It depends
on how much access you have had to organisations such
as READ, and what materials you have in your school.

Then describe in detail what you have done to change
your classroom and school. What suggestions and ideas
have you started using? Write about 2 pages. Remember,
you need to create a clear picture of what you have been
doing, so that whoever reads the description can imagine
exactly what has happened.

Look through the entries you have made in your Journal
as you have worked through this umthamo. Re-read what
you have written. Your entries may remind you of particular
incidents involving the learners you have been observing.
You have probably made notes about them, and what
you have found in their Journals. What have you found
out about each one’s literacy? What needs to be
developed for each one? Have you seen any changes?
What else can you do? Write another 2 pages. Make
sure that what you write is clear, and to the point.
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Stage 2 - Reflecting critically (At the end of 12 months)

During the past 12 months, you have worked to make:

your classroom (or in the case of subject teaching, your
school) a literacy-rich environment. You have taken
suggestions and ideas and put them into practice. You
have also been observing and monitoring the progress
of a learner (or group of learners). And you have continued
to think about your own practice as a teacher, as you try
to extend your learners’ literacy skills and understanding.
Now we want you to reflect on the long-term effects of
what you have done. We want you to reflect critically on
what has worked well, and what has not been so useful.

First of all, take your Journal, write the date, and then
describe in detail what your classroom is like now. In
what ways do you provide opportunities for your learners
to extend and develop their literacy skills and
understanding? How does the environment of the
classroom encourage your learners to use their literacy
skills for real purposes? Include examples of things your
learners do which demonstrate that they are able to use,
extend, and develop their literacy skills. Write at least a

page.

Now turn back in your Journal to the description you wrote
of your classroom at the beginning of the 12 months. Re-
read what you wrote. What has changed in your
classroom? What differences have these changes made
to your learners? How have these changes affected the
ways you work with learners?

Turn back to the description of your classroom now. Write
about the changes you have made in your classroom
and the differences you have noticed in your learners.
What effects has this had on your colleagues? What about
the local community? Don'’t forget to include examples
from your observations of the learner(s) you have been
monitoring during the last 12 months. Reflect on your
role in this. In what ways have you used this literate-rich
environment to extend and develop your learners? Let a
few days pass before you take some paper and begin to
write your first draft of this Reflective Report.

Take your Journal and re-read what you wrote in your
description of your classroom. Re-read what you wrote
about changes in your classroom, and the differences
you notice in your learners. You can use this as a basis
for your Report. Then start to write.

You may find it use-
ful to refer to Trevor
Cairney’s reflection
on how his classroom
changed.
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Your Report should include:

* adetailed description of your classroom (which should
be literacy-rich)

 observations of the changes you have made (the
successful ones and those which have not been so
successful)

* an analysis of why these changes have been
successful or not so successful

* the effects on your learners, in particular the one (or
more) you have been observing and monitoring
carefully throughout the 12 months

* how this has affected your colleagues

+ your reflections on what you feel your role has been in
the changes in your learners and colleagues.

You will probably write at least 4 pages. You are not
required to hand in this Reflective Report. It is for your
own personal edification. If you write thoughtfully and
carefully, you will find that this Report is a great help at
the Portfolio Presentation when you share your
experiences of this umthamo with your peers and
umkhwezeli.
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Conclusion

In this umthamo, we have pointed out that there are many
kinds of literacy, but we have focused on developing and
extending print literacy. We have looked at the reading and
writing processes. We have provided examples of how
emerging and beginning readers and writers make sense of
and experiment with print. And we have provided suggestions
of ways in which teachers can help apprentice, develop and
extend the print literacy of learners throughout the primary
school.

But this is an enormous aspect of the primary school
curriculum. Many books have been written about these
issues. And in this umthamo, we have only been able to
provide a taste. We have pointed out that when young
children learn to speak, they do so within a community of
speakers. Within that community, they see and hear language
being used in real situations and for real purposes. They
learn to speak and to participate in speech events through
being part of social contexts. And not only do they learn to
participate in speech events through taking part in those
events, but they also learn how to participate. They learn
what is culturally appropriate in their community. They learn
what to say, fo whom, in what manner, as well as the
appropriate vocabulary.

We pointed out that it can be the same with reading and
writing. Young learners are trying to make sense of the print
they find in their environment. When teachers are sensitive
to, and aware of, the ways in which their learners are making
sense of their experiences of print literacy, they can help
apprentice their learners into becoming readers who enjoy
reading, and writers who write with confidence.

As teachers, we have a very important responsibility towards
our learners. We need to make sure that we scaffold and
support their learning. We need to apprentice them into the
conventions of print literacy in our society. This will enable
them to act powerfully, rather than feel disempowered.

Learners need to engage with real materials, real texts, and
develop their reading and writing skills in relevant activities.
They need opportunities to talk about what they read and
write. We need to create a nurturing environment in our
classrooms so that we can work together with our learners.
This support will enable them to achieve on their own
tomorrow, what they can achieve today with our help, and
the help of their peers. We need to consciously work to help
our learners work within their zones of proximal
development. In this way we can ensure that we ‘give them
wings to fly'.
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As teachers we need to we need to ask ourselves from time
to time,

* What are we doing to provide real opportunities for our
learners to learn to read and write?

* How are we helping them to join the ‘literacy club’?

* What literacy events are we setting up to enable them to
extend and develop their involvement with the written
word?

« What contexts are we setting up, or exploiting, so that
we can expose learners to different forms of written texts?

e How do these texts reflect our learners’ world outside
school?

« How do the different texts we share with our learners
reflect the world our learners will find themselves in when
they leave school?

« What opportunities are we providing for learners to share
and discuss the texts they read and write?

* Do we just want to produce learners who have mastered
the mechanics of reading and writing? Or do we want
our learners to be people who make reading and writing
an important part of their daily lives?

If you continue to work with the ideas in this umthamo
throughout this third year of the B Prim Ed course, at the
end of the year you should be able to reflect on how you
have found ways to develop and extend print literacy in all
aspects of the primary curriculum. You will see how the
literacy environment of your classroom has been enriched.
You will also see how you have made more opportunities for
your learners to read and write real texts. And you will be
aware that you have provided more opportunities for them
to talk together about what they read and write. You will have
created a community of confident readers and writers.
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Appendix — Some examples of different genres of writing

In recent years there has been some debate about whether there is too much narrative
writing in primary schools. As a result, a number of primary teachers in different parts of
the world make a point of exposing their learners to different styles, or genres, of written
texts. In this Appendix, we have outlined six different non-fiction genres. But before you
go through them, we have a story (or narrative) for you to read.

A writer in the American magazine English Journal once began an article entitled How
the British Teach Writing with one brief sentence; “They don’t”. He went on to say that
he had been on sabbatical leave for a year in England and that his children had attended
the local primary and secondary schools during that time. He was as amazed by the
fact that, throughout that year, they received no direct instruction in writing as he was by
the amount.of writing they actually did, and by its quality. No-one, apparently, was teaching
them writing, and yet they were learning to write. (Barrs, 1991/92: 9)

This story is important because it points out that providing opportunities for learners
to write, is more important than directly teaching a series of ‘recipes’ or formulas for
writing. Often, writers play with genres and ‘break the rules’ in order to achieve greater
dramatic effect. A poem about a shocking event can be more powerful than a recount.
Part of becoming a fluent and powerful language user is learning to play with language
and not being afraid of ‘breaking the rules’. As we said earlier, the most important thing
is for learners to want to write. We learn to write by writing. It is vital that we remember
this as we introduce our learners to different genres, and as we create opportunities for
learners to experiment with different forms of texts.

Recount
Recounts retell something that happened. They

can be personal, factual or imaginative. A recount

is usually made up of

order
* aclosing statement.

recount in biographies, and history books.

e an opening statement which sets the scene
(who, where and when the event took place)

» a recount of a series of events, in a logical

Recounts are usually written in the past tense
and use action verbs. We find the genre of

The Aloe Ferox

One of the species of aloe which grows in
the Eastern Cape is the Aloe Ferox.

It has a single stem and grows to 3 metres.
The leaves are thick, dark green and
succulent, with sharp thorns along the
margins. The leaves form a rosette.

In winter this aloe has bright red flowers
which attract lots of birds and insects.

The Football Match

On Sunday I went to watch our team play
soccer. They were playing the feam from
the next village. In the first half, nobody
scored. In the second half our team
scored 2 goals. The other team only got 1
goal. We won! Our team is the best!

Report

Reports are written to describe the way things

are. They record factual information about

natural, cultural, or social things. Areport usually

consists of

e an opening general statement about
something

« a factual description of different aspects of
the item

e aclosing statement.

Reports are usually written in the present tense
and use action verbs. We find the genre of report
in science and geography books.
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Procedure

Procedures or instructions tell somebody how to
do or make something. A procedure usually

consists of
* a statement of the goal, or what is to be
achieved

* alist of materials
* asequence of steps to achieve the goal.

Procedures are usually written in the present
tense, in chronological order, and use mainly
action verbs. They often include quite detailed
information. We find this genre in instructional
manuals, with games and in recipe books.

. Joining Wood

. There are different ways to join wood. One
way is to use screws.

irst you have to make a hole. Next you fit a
i screw. Then you screw it in with a screw-

§ driver, until it's flush with the surface of

B the wood.

Quick Brown Bread

Mix together,

5 cups whole-wheat flour
1/4 cup sunflower seeds
1/2 cup shredded coconut
1/2 teaspoon salt

1 tablespoon dried yeast
1/4 cup honey

2!/2 cups lukewarm water.
Place in an oiled tin.

Allow to rise for about 40 mins in a warm place.
Bake at 400°F for 20 minutes. Reduce heat to
350°F and bake a further 10-20 mins.

Persuasion

The purpose of a persuasive piece of writing is

to promote one point of view or argument.

Persuasive writing usually consists of

* an opening statement of a particular belief
or point of view

* arguments in support of that point of view

* asummary and re-statement of the point of
view.

Persuasive texts are usually written in the present
tense and use causal words like because. This
genre is found in political writing and in
advertisements.

Explanation

Explanations describe how something works, or

give reasons for something. Explanations usually

consist of

e a general statement which introduces the
topic

* a sequence of logical steps which explain
how or why something works the way it does.

Explanations tend to be written in the present
tense, and use action verbs. There are usually
words like, because. The genre of explanation is
often found in science, geography, history and
social science books.

School Uniform

Some people think primary school children
should wear uniform. But others disagree.
Those who are in favour of school uniform argue
that when children wear school uniform they
all look the same. They also claim that if children
wear uniform they will always be neat and tidy,
and appropriately dressed.

Those who are against school uniform claim that
it can be expensive. Children from poorer
families will only be able to buy one seft.
Perhaps the best thing is for schools to choose
school colours and to encourage children to wear
clothes in those colours.

Beautiful Lipsl

Are your lips dry and rough? Have the
winter winds made them cracked and sore?
Get Beautiful Lips today, and feed them
each night. You'll see and feel the
difference after just one night!

Beautiful Lips for beautiful soft lips!

Discussion

The genre of discussion presents information

from different points of view, before it reaches a

conclusion. It usually consists of:

» a statement of the issue and a preview of
the main arguments

e arguments in support of one view, with
supporting evidence

* arguments in support of another view, with
supporting evidence

* arecommendation in the form of a summary
or conclusion.

Discussion genre is usually written in the present
tense and uses causal words like because. We
find examples of discussion genre in history and
social studies books, and in newspaper editorials.
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Five months later — Joanna’s account of a party.

Literacy has two beginnings: one,
in the world, the other, in each
person who learns to read and
write. So literacy has two kinds
of history: one, in the change and
development over time of what
counts as literacy; the other in
the life histories of individuals
who learn to read and write, and
who depend on these skills as
features of their lives in literate
societies. It is impossible to
understand literacy without
referring to its history, to those
who are literate at any given time,
and to what people actually do
with reading and writing. So we
have to unravel some of the
meanings we give to literacy as
a word, and some of the
situations where we find it in use.
This should help us to see more
clearly what we understand
about the nature of literacy
nowadays, what we mean when
we say we are literate, and why
we are concerned about the
literacy of our children.

Meek, M. 1991. On Being
Literate. (London: Bodley Head)
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A letter of apology by Peter — an emergent writer.
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