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The child is entitled to receive education, which shall be free and com-
pulsory at Jleast in the elementary stages. He shal) be given an educa-
tion which will promote his general culture, and enable him on the basis
of .equal opportunity to develop his abilities, his individual judgement,
and his sense of moral and social responsibility, and to become a useful
member of society.

from

THE UNITED NATIONS DECLARATION QF THE R{GHTS OF THE CHILD

(Adopted by the General Assembly on the 20th December 1959)
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ABSTRACT

One of the aims of the Threshold Project has been to examine the school-
based learning experiences of the lower primary child, and to establish
how these contribute to the difficulty of the change-over to English as
the medium of instruction in Std 3. Much informal data on the area was
collected from 1985-1988, and in addition, an in-depth ethnographic
study was carried out July-September 1988.

As far as possible, the anthro-ethnographic approach was used wherein
observations of the researchers, who for the most part were 'outsiders'
were contextualised. The participants' view of reality is drawn from in-
ferences from observations (of interaction, method, and resources) as
well as interviews., A theoretical analysis of the cognitive constraints
on educational change in different cultures is introduced. Observations
were conducted in two Primary Education \Upgrading Project (PEUP)
schools, as well as an urban Department of Education and Training
schoeol, and fipally a 'nonracial' convent school. However, the primary
focus of analysis is the PEUP system.

The situation is initially introduced in two ways. Firstly, a de-
scription of the differences between traditional subject-centred in-
struction and progressive child-centred instruction is delineated, and
the current situation described as an indigenous mixture of the two.
Secondly, the situation is analysed in terms of the four tasks of teach-
ing, namely, mastery, coverage, management, and the generation of posi-
tive affect. The mixed teaching style has particular implications for
all these tasks, as do other particular features of the learning sltu-
ation.

The analysis extends to various aspects of the lower primary curriculum.
The teaching of the three languages, Setswana, English and Afrikaans, is
described, and reference is also made to other "content' subjects such
as Religious Education, Environmental Studies, etc. Weaknesses in the
teaching of Tswana and English are noted, as well as the superficiality
of a core subject, Environmental Studies. A description is given of as-
pects of groupwork, as well as physical conditions which prevail, and
the resources which are available. Some specific dynamic and material
resources are posited as being essential for change.

In order to enter the situation more completely, an analysis is made of
teacher values, as well as the.culturally expected role of the child.
This final analysis enables us to predict the extent of possible change
in the system. The further development of the local teaching style is
outlined, as well as desirable changes in the curriculum. Finally, ref-
erence is made to aspects for further research and development,




EKSERP

Een van die doelwitte van die Threshold-projek is om die skoolgebaseerde
leerervarings van die laer primére kind te oﬁd?rsoek, en om vas te stel
hoe dié ervarings daartoe bydrae dat die kind die oors&akel:ng na Engels
as die onderrigmedium in st. 3 moeilik vind. Heelwat informele daFa o?r
hierdie terrein is tussen 1985 en 1988 ingewin, en daarbenew§ns is n
deeglike etnografiese studie tussen Julie en September 1988 uitgevoer.

Die antro-etnografiese benadering, waarvolgens die waarnemings van
navorsers, wat grotendeels 'buitestaanders'' was, gekonte&styallseer is,
is so ver moontlik gevolg. Die deelnemers se siening van die
werklikheid is afgelei uit waarnemings (van inFefak5|e, met9des en
bronne) asook uit onderhoude. Die kogn!tlewe b?perklnge op
opvoedkundige verandering in verskillende ku!ture_|s teoret|e§ ontleed.
Waarnemings is uitgevoer in twee skole van die Prlmary'Educatlon Upgrad-
ing Project (PEUP) asook in 'n stedelike sk?ol van.dlﬁ Departement van
Onderwys en Opleiding, en laastens in 'n 'nie-rassige gloosterskoola
Die ontleding is egter hoofsaaklik op die PEUP-stelsel gerig.

Die situasie word aanvanklik op twee wyses aangevoor. Eerstens word die
verskille tussen . tradisionele onderwerpgesentreerde ?nderrlg en
progressiewe kindgesentreerde onderrig afgebaken! en d|§ @uld:ge
situasie word beskryf as ‘n inheemse mengsel van die twee. Die situasie
word tweedens in terme van die vier onderrigtake bespr?eg, naaml ik
bemeestering, dekking, bestuur, en die g?nereriqg van positiewe affeg.
Die gemengde onderrigstyl, soos ander §;esoor§|ge- kenmerge van die
leersituasie, hou besondere implikasies vir al hierdie take in.

Die ontleding word uitgebrei na verskele aspekte van die laer pfimére
kurrikulum. Die onderrig in die drie tale, Setswana, anels en Aﬁrlkaans
word beskryf en daar word ook na ander Tlnhongagke $00s
Godsdiensonderrig en Omgewingsleer verwys. Tekortkominge ln.dte_onderr:g
van Tswana en Engels word aangeteken, asook die oppervlakkigheid van 'n
kernvak, Omgewingsleer. 'n Beskrywing word gegee van aspekte van
groepwerk, asook van heersende fisiese toestande en ?le hu!pbr?nne wat
beskikbaar is. Daar word aangevoer dat sommige spesifiek dinamiese en
materi&le bronne noodsaaklik is vir verandering.

Ten einde die situasie indringender te deurgrond, word 'n ontle?ing
gedoen van onderwysers se waardes, asook van die kulturele verwagtinge
van die rol van die kind. Hierdie finale ontleding stel die hUIdlge
navorsers in staat om die omvang van moontlike verandering in die
stelsel te voorspel. 'n Ulteensetting word gegee van die verd?re
ontwikkeling van die plaaslike onderwysstyl, asook van wensllge
veranderings in die kurrikulum. Daar word laastens verwys na aspekte vir

verdere navorsing en ontwikkeling.
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CHAPTER ONE

1.1 BACKGROUND AND RATIONALE

The superordinate problem that the Threshold Project addressed itself to
is the nature of the language and learning difficulties that Std 3 chil-
dren experience when they change from the mother tongue to English as a
medium of instruction.

We were concerned to conceptualise our research in a way that would fa-
cilitate the design of coherent and constructive strategies for change.
It was felt that this would be best achieved by focussing on five inter-
related factors, viz. the linguistic difficulties experienced by the
children, conceptual styles which might be culture specific, problems
with content subject textbooks, disparities between English learned as a
subject and English as required across the curriculum; and finally
school-based learning experiences. These factors were formulated into
five main objectives, which became the foci of organisation for the
Threshold Project. The objectives are as follows:

1. To establish the nature and extent of the linguistic abilities of
Black pupils in Std 2-3. The corresponding final report is entitled
English Language Skills Evaluation.

2. To establish In some detail the nature and extent of pupils' cogni-
tive capacities using a model of natural thought which has Tmpli-
cations for curriculum design. The corresponding final report Is
entitled Reasoning Skills and the Curriculum.

3. To develop a description of the present expectations of syllabus
makers and textbook writers regarding the competence in English of
children in Std 3 who are beginning to learn their subjects through
the medium of Engiish, and to relate such a description to the con-
tent of two lower-primary English courses in such a way as to illu-
minate possible disparities between the English and content-subject
courses. The corresponding final report is entitled The Disparities
between Std 2 and Std 3 demands.

k. To establish the contribution of school-based learning experiences
to the nature and extent of present abilities of children in 5td 3:
the present report.

5. To produce guidelines or principles intended to inform syllabus mak-
ers and curriculum developers. The correspending Final Report is en-
titled The Consolidated Main Report, which also makes reference to
the previous four final reports, along with another entitled sStd
Three General Science Research.




This report addresses the fourth aim of the project, namely, the school-
based learning experiences of the child.

The Threshold Project began research in Bophuthatswana in 1986, when
there was serious unrest in the Pretoria circuits of the DET that af-
fected the security of the researchers. This means that most.of the
data since then is from Batswana children from the Primary Education Upj
grading Project (PEUP), although we do have Setswana data from Mamelodi
too. Our Sepedi data came from Soshanguve in 1985 and early 1986.

it was a happy turn of events that we had a relatively stable educati?n
system quite near us, in the Rustenburg area, and later at Hammanskraal,
in which to try out our ideas. Although we knew of the good reputation
of the PEUP, we did not know that we would develop so good a relation-
ship with such an auspicious venture: here are some of the comments
which prominent African educationists have made about the PEUP.

No other country in the world has ever come as c]os§ as
Bophuthatswana in providing in-service training for primary
school teachers on a  permanent, rolling-on basis.
Bophuthatswana may well become the first.

A R Thompson: Bristol

The effect on the children is dramatic aqd the achjevement is
outstanding; this part of Bophuthatswana is a model for what
should be attempted throughout Southern Africa.

R Collett: Kent

Hawes' (1979) seminal work on the African primary Furriculum strikes a
note that is familiar to our experience. His percipient analysis of
curriculum innovation has helped us to identify salient elemen;s of the
Southern African experience. 1In the present study it ha§ been important
for us to establish the nature and extent of the innovation, and try to
determine the educational parameters that are amenable to change.

whenever new curricula are introduced into a system, Fhey do not simnly
fi11 an educational vacuum, they come into an interaction - where the
balance may not be in their favour - with existing 'educatlon?l prac-
tices'. These educational practices may be a source of cont!nU|ty' and
stability, but they may just as well be unacceptable educatlon§] con-
servatism'. Historical forces operate in many varied ways on policy and
programmes, but particularly on the attitudes of teachers and tbose who
train them. Hawes (ibid) has identified five factors all of which are

of particular interest to us.

The first, and for our purposes the most interesting from an ana]yt!cal
point of view are the influences from indigenous patterns of leafnlng.
These are evident in submissive attitudes towards authority, and in the
learning styles used or preferred {we will have Tuch to say about Fhe
latter in 3.1). Oral explanations and discussion may convey a meaning
and a depth lacking in written explanation. Printed text may be accepted
at a rather uncritical level. There is some evidence (Gay and Co!e,
1967; Horton, 1967) that the desire to find one rather t@an.alternatlve
answers to a problem may have its origins in patterns of indigenous edu-

cation. {In this last instance there are repercussions on the teaching
of science and the facilitation of creativity.)

The second source of historical influences are from Islam and
Christianity and the missions. Over a long period of the history of
formal education the great majority of schools were missionary schools,
There must be some influence from catechist classes on the style of
learning (i.e. by rote), and the mission schoois did diminish the value
of the traditional arts of music and dance. Also early missionary edu-
cation would have been teacher-centred and authoritarian, since this was
the universal mode of education in Europe and the United States until
the early part of the 20th century.

The third source of influence comes from patterns of colenial education.
The one which we recognise here, and which continues today comes from
the original demand (enthusiastically supported by teachers and parents)
for an education which would produce a competent and reasonably docile
junior civil servant, a clerk, a store-keeper, or interpreter. The mod-
ern equivalent of this is the stream of matriculants with F averages who
go on to become teachers or minor civil servants, unable on the one hand
to meet the challenges of living in a Third World environment, where
practical skills are paramount for survival, and unable on the other
hand to meet the demands of the information age, with its emphasis on
mathematics and computer science. They become discontented citizens of
some grey Fourth World, where biology and business economics are not of
much consequence. [t could be said that we have been producing pupils
who are capable only of going back into education to perpetuate the cy-
cle of producing people poorly equipped to meet the demands of a rapidly
changing society.

The fourth source of influence Hawes calls 'borrowing from Britain',
where we could interpret this as borrowing from whatever liberal, pro-
gressive {glossy) textbook that comes to hand at the teacher's training
college. We have in mind a pertinent story: when discussing the use of
the enquiry method in black education during a teacher-training session,
we were told by a senlor teacher that when she was at college they were
told about this method, whereas the present generation now have it dem-
onstrated to them at the front of the class. Preservice teachers there-
fore don't actually ever experience the method fully, and yet they are
expected to wuse jt. Little wonder that they think that "apparatus'' is
the crux of the progressive approach to education.

The fifth and final influence that operates on teachers is what Hawes
P-26 calls "survival teaching':

A final set of influences come from that oral tradition.

-+ it {is) handed down by one hard-pressed disillusioned
teacher to another in the face of long hours, poor conditions
and low recognition. These traditions, and they are very
strong, all contribute towards maintaining authority, reducing
pressures, saving time, achieving passable examination re-
sults. They lead to a formal didactic, teacher-centred ap-
proach, they operate with devastating force upon teachers
newly trained in 'activity methods', but in the tough, bleak
conditions which obtain in some schools they may well repre-
sent the only possible alternative for a struggling teacher to
adopt,




As with all curriculum development, work in the African context has as-
sumed optimal classroom facilities and pupil competence: a six year old
entry level, homogeneity of age and culture, equal numbers of girl§ and
boys, classes of average size (i.e. 30-45), regular.attendance, children
repeating classes seldom, and completing their primary course. And of
course usually not one of these assumptions obtalps: The  same
disillusionment that the politicians suffered on the political front ﬁas
been shared by the post-colonial educationists. Hawes talks of the dis-
appointment suffered by the curriculum developers (p.2):

The curriculum 1s neither as appropriate nor as efficient as
we had hoped and gaps between plans and realities are very,
very great, The processes of selection from the culture and
transmission of such a selection to the 1earners.now stand re-
vealed as progressively more compiex and complicated and our
attempts to prescribe solutions as naive in both method and
assumptions. Hence our disappointment,

The mismatch between the curriculum and reality is likgly to exist in
any situation: however, our task is to learn from past mlstéke§ and to
make recommendations for improving the match between what is ideal and
what is feasible and viable in our own situation.

What is the ideal curriculum that the PEUP has aimed.for? There is an
interesting distinction made in a recent report (Ho]derngss,“1986) be-
tween the "Aims" of the project (see Table 1.1 below) and its total ap-

proach" (see Table 1.2 below).

1. To change the classroom into a stimulating rich environment
for children;

2. to divide children into ability groups in order that each
child should be able to learn at his own pace, to bgcome an
active learner and to participate in the learning process;

3. to give each child an opportunity of Iearniqg from hfs own ex-
perience and of expressing himself, becoming creative and of
realising his full potential as a problem solver;

4, to help the child master new concepts and to explore these
concepts fully; .

5. to make learning a joyful and positive experience and_to re-
duce harrassment and confusion at this early stage of life and
learning; _

6. to help children build a good self-image, to be independent,
self-reliant and to learn to share and be considerate towards
others; )

7. to plan the time-table in such a way that learning be more
child-centred and so as to provide a well-balanced personal-

ity.
Table 1.1: Summary of the PEUP aims

The PEUP aims are broadly child-centred or progressive in_ their con-
ception. The material conditions for learning are to be improved, and
the child's natural potential for social and intellectual development
nurtured. The child's particular level of ability is to be catered for
in differentiated group teaching. In Chapter Two of this report, we at-
tempt an independent description of the particular nature of child-
centredness which obtains in the classroom.

There is the widely claimed success of the PEUP which we must account
for, and we have the strong feeling that this lies principally in its
systemic effect, not confined to the psychological upliftment of all
these small pupils. This is where the ''total approach' comes in. |In Ta-
ble 1.2 below are extracted aspects of the total approach (Holderness,
ibid, p.1) which complement the aims presented in Table 1.1.

1. Motivate schools to overcome shortages in classroom accommo-
dation;

2. increase community involvement in the upgrading process;

3. introduce, and where necesssary produce more, appropriate
learning materials;

4. provide '"hands on' coaching in the use of new materials and
methods;

5. organise follow-up classroom visits to monitor progress in the
schools.

Table 1.2 The Total Approach (apart from the aims)

in the early years of the project, classes had to be limited to 50 pu-
pils, otherwise they could not be be part of the project. This motivated
the schools to provide the children with more accommodation, where pre-
viously some classes had as many as 100 pupils. |t has often been
posited that activity-based learning (children working on tasks in
groups) is unlikely to thrive in overcrowded conditions.

The community involvement in the exercise came from the early estimate
that apart from the purchase of furniture (where the Department of Edu-
cation contributed on a rand for rand basis) that it cost about R2 000
to upgrade a classroom. This money the community had to donate or raise,
and they became interested in the progress of classes that they them-
selves had upgraded. It 1is a matter for speculation whether such a
strategy would work in the Republic, because the policy of free state
education is antithetical in many people's minds to community support
for physical materials.

Because of the perceived importance of English, the PEUP chose the two
schemes that were thought would help the teachers to teach English best.
These are are Macmillan's Primary English Project (MAPEP) and Maskew
Miller Longman's New Day-by-Day course, both a far cry from the tradi-
tional grammar books which are so pervasive elsewhere. Teachers also
produce activity cards In different subjects, including language and
mathematics from waste cardboard they have gotten from industry. These
are learning resources which are recycled from year to year. The most
positive benefits of producing one's own materials is that the teacher
has to know and understand what it is she is trying to teach, to under-
stand the basis for her own questions {cf. however, the discussion of
difficulties in 2.3 below).

In-service training has principally been provided by intensive one-week
courses, in which an attempt is made to cover all subjects in the cur-
riculum at any given level. These one-week courses are chiefly held at
schools, and include, wherever possible, participant observation of re-
commended teaching practice in model school <classrooms and ‘'hands-on'
coaching in the new methods for principals and teachers alike. The
"hands-on'' coaching approach has proved to be particularly effective
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(Holderness, ibid), probably because teachers are given in-context expe-
rience with immediate feedback.

The coaching aspect goes in tandem with follow-up classroom visEFslto
monitor teachers' progress. Each circuit has a circuit team comprising
identified principals and teachers, along with the organiser for Fhe
circuit. These teams shoulder the responsibility for the (in-service
courses in the circuit, and for duplicating and distributing course
handouts that have been generated centrally by the PEUP team.

The decentralised model of in-service training works not only in the
Third World context: it is also the most workable mode! for teachers in
Britain (Ashton et al, 1983) and the reason is clear. Teachers learn
best when they see the applicablility of new methods to their own situ-
ation, have a chance to practise them and get appropriate feedback.
These are principles which worked on two projects which the author eval-
uated (The Std 5 Science Project in the Johannesburg Region (C.A
Macdonald, 1984 and 1985a) and the Computer Assisted Arithmetic Research
Project in Soweto {C.A. Macdonald, 1987 and 1985b); and where they were
not used, in-service training failed to meet its stated objectives (Sci-
ence Education Centre, Soweto, C.A. Macdonald, 1983).

The rationale for the present study lay in assessing the efficacy of the
PEUP innovation in the classroom for preparing children for Std 3. This
assessment is taken, in this study, to be broadly based, since the proc-
ess of education has numerous facets which interact in different ways to
produce specific effects. We have in mind here the following facets: the
teaching style, how the teacher approaches her central tasks of manage-
ment, coverage, mastery, and the generation of positive affect, the ma-
terial conditions, the teacher's values, and the cultural role of the
child.

1.2 PARADIGM AND METHOD

in looking at the curriculum, we are looking at the meaning that teach-
ers and pupils create in their actions and activities. For this reason,
we assume a hermeneutic viewpoint and take Vygotsky and Piaget as our
particular theoretic instantiation {although this theory is not explic-
itly developed in the body of the report; see 1.3 below). In this sec-
tion | shall be concerned to give a theoretical overview of the
hermeneutic paradigm as well as a review of the ethnographic approach,
giving brief indications of their application to our problem situation
only in brief.

In the social sciences, data are not detachable from theory. What counts
as data are determined in the light of theoretical interpretation. For
example, the relationship between caretaker and child is of critical in-
terest from a Vygotskian point of view, and would therefore constitute
a valid object of study. By the same token, all descriptions and obser-
vations are theory-impregnated (in other words we use the language of
Vygotsky for describing what we see in everyday interactions.)

Meanings are not separate from the facts, because meanings are what con-
stitute facts. Data consist of intentional behaviour, social rules, and
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other human artefacts. Each of these three kinds of data are inseparable
from what they mean to the agents concerned.

In the end we have what is called the hermeneutical circle, in which the
logic of interpretation is irreducibly circular, in at least two ways.
Firstly, the part cannot be understood without the whole, while the
whole depends on the relations of the parts. Secondly, data and con-
cepts cannot be understood without theory and context, and theory and
context depend on the perceived relations between data and concepts (as
we have exemplified above in reiation to Vygotsky).

Geertz (1973) (p.227) introduces two interesting notions in his analysis
of how it is possible to discover how people think. He differentiates
between experience-near concepts and experience-far concepts. An
experience-near concept is what a person from a culture might ‘'naturally
and effortlessly use to define what he or his fellows see, feel, think,
imagine and so on''. An experience-far concept would perhaps not be de-
finable at all. An example of an experience-far concept is the concept
of personhood. For example, in Java, Bali and Morocco pecple do not use
this concept and there is no generic concept of self with clearly de-
fined criteria. When using experience-distant concepts we are enabled
to understand their distinctive symbolic forms, by indirect means such
as allusions, jokes and puns etc.

In our educational context, it is important to establish what
experience-distant concepts play a role: for example, we suspect that
the notion of motivating the child's intrinsic drive towards mastery s
foreign to the teachers, yet we as researchers find the notion produc-
tive in explaining children's behaviour. However, there is a
dialectical interplay between the two kinds of concepts - one cannot
sharply distinguish between reflective and nonreflective understanding.
Geertz {op. cit. p.19) says:

What prevents us from grasping what people are up to is not
ignorance about how cognition works (but) a lack of familiar-
ity with the imaginative universe within which their acts are
signs.,

In the ethnographic method, the researchers attempt to enter as best
they can into imaginative universe constituting the black primary educa-
tion system. The anthro-educational method as described by Spindler
{1982) is subscribed to. The principal aspects of this method are laid
out below, with references to the particular instantiations in our situ-
ation.

a. Observations are contextualised. The significance of events Is seen
in the framework of-relationships of the immediate setting being
studied, but is pursued, as necessary, into contexts beyond.

Our observations included schools in three different situations:
the first two - PEUP - schools were a high-achieving and a village
school; the third was a DET urban school, and the fourth, an
academically-oriented "nonracial'' convent on the Witwatersrand. The
significance of the modes of action were most clearly highlighted in
such contrasting contexts.




Hypotheses and questions for study emerge as the study proceeds in
the setting selected for observation.

The questions for the present study emerged through three years of
different research experience on the same general problem area. Fur-
thermore, the present study raised many questions for further re-
search and development.

The native view of reality is brought out by inferences from obsgr-
vation and by various forms of ethnographic inquiry: inter alia,
interviews and other eliciting procedures (including some observa-
tional and testing instruments).

Our data included earlier data from a classroom observation schedule
(the COST matrix - cf. our project's Std Three General Science Be-
search final report), classroom observation, and interviews and dis-
cussions with teachers, principals and pupils.

Since the Informants have the emic, native cultural know]edge,‘the
ethnographic interview must not predetermine the kinds of questions
asked. The emic knowledge must unfold in its most heuristic, 'na-
tural' form.

In this respect, our data did not always unfold in the most natural
way, since, apart from trying to explore "how-things-are-done', we
also wanted teachers to give us judgements on explicit aspects of
the PEUP innovation. However, the explicit judgements were carefully
weighed against the teacher's own preferred praxis.

Observation is prolonged and repetitive. Chains of events are ob-
served more than once.

We observed teachers from Grade 1 to Std 3 in four schools, and each
teacher was observed for a whole school day. In the case of Std 3,
we saw several teachers, teaching different subjects. Hence we were
able to trace in a cross-sectional manner, the progress made by
children of specific teachers, as well the development of the teach-
ing of various subjects.

tnquiry and observation must disturb as little as possible the.proc—
ess of interaction and communication in the setting being studied.

The two researchers on this project tried to be as unobtrusive as
possible, sitting at the back of the classroom, and introducing no
intrusive technology. As the day progressed we might circulate qui-
etly, to see how children were managing in groups, and some photo-
graphs were taken at significant points. Occasionally the smaller
children pressed us into service as teacher-aides!

There are different forms of information that count as data.

For us, there were the observations, the discussions, the inter-
views, and to this we added actual samples of children's work, as
evidence of development through the year, as well as current per-
formance. The reader will find many of our observations illustrated
through the use of photographs in the report, as well as samples of
children's work contained in the Addendum.
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h. Sociocultural knowledge held by social participants makes social
behaviour and communication meaningful to onesslf and to others.

In this study we were lucky to have both an English-speaker and a
Setswana-speaker as researchers, and the latter researcher acted as
a cultural interpreter for acts whose motives were opaque to the
other researcher; many of the incidents were discussed in detail at
the end of each day.

i. However, some of the sociocultural knowledge a“fecting behaviour and
communication in any participant setting being studied is implicit
or tacit, not known to some participants, and Xnown only ambiguously
to others. A significant task of ethnography is to make explicit the
tacit knowledge.

This task is a tremendous <challenge in research, and absolutely
critical, insofar as some of the tacit knowla=dge underpins actions
that may have significant repercussions in the teaching situation.
One example here is what might be considered as adequate or satis-
factory performance on tasks; another is, what might be considered
as adequate evidence of deep enliteration? For the second question,
we have to take infarmation where we can get i:. For example, one of
the directors of education said scathingly in a meeting that the
former co-ordinator of PEUP expected the child to read more than one
book a vyear! In a deeply literate environment, children may
unselfconsciously read a book every week, or perhaps more. On an-
other occasion, a Motswana English adviser shook his head in disbe-
lief that there is virtually no children's litzrature in Setswana.

To draw the threads together in this section, we have worked within a
hermeneutic paradigm, which sees the inextricable relationship of theory
to data, and data to theory. The particular method which was used in the
study was ethnographic, which uses a variety of me:hods to try to under-
stand the situation from the participant's point of view, and to make
explicit the values which serve to structure the lzarning environment.

The researchers in this study {(narrowly defined) w:re a South African
born  English-speaking researcher, and a Bophithatswanan Setswana-
speaking research assistant. However, other insigh:s collected over the
course of five years included work with Siswa:i- Venda- and Sepedi-
speaking research assistants, as well as with other E£Engiish- and
Afrikaans-speaking researchers amongst our colleag:.es.

The schools that were visited In the course of the main study were a ru-
ral and urban school in the Moretele Circuit at Hamanskraal, a township
school in the Pretoria East Circuit, and a nonracial convent in
Roodepoort which has white, coloured, indian, chin:se and black pupils
(girls only). We spent a whole school day observiag a teacher from each
of the classes from Grade 1 to Std 3, after which e interviewed her {or
him}). We observed 20 classes per se but more teac-ers, where there was
subject teaching. The latter occurs from Std 1 in :he Department of Edu-
cation and Std 3 in the Bophuthatswana Departmen: of Education. In the
convent school, the same teacher teaches the full range of subjects,
apart from the so-called "extra-mural' subjects such as music and art:
here specialist teachers are employed.




—

We also spent time informally with the school staff, and interviewed the
principals too. We found that we often gleaned as much information from
informal chats as from more formal interviews. At the end of each day
the researcher and her assistant ''debriefed'" - comparing notes about
their interpretations of what they had seen. The research assistant
served as a ''cultural guide' on aspects of the interaction that contin-
ued to puzzle the researcher, for example, patterns of authority and

discipline,

Other experience which was brought to bear on our interpretations in-
cluded research experience in Soweto, Soshanguve, Tihabane, Venda, and
Pretoria. Hence, if restrictions were to be placed on the
generalisations and insights contained in this report, they would most
likely refer to the predominantly Nguni-speaking areas of South Africa.

At this point the reader may proceed to Chapter Twe, for a description
of the particular teaching style observed in the PEUP. The more theory-
minded reader can take the plunge into more complex theoretical waters,
to swim around the perimeter of cognitive theories of educational

change.

1.3 CULTURE AND EDUCATION: A THEORETICAL APPROACH(1)

In this section the relationship of culture and education is explored In
a technical discussion. It should be borne in mind what the rationale
for this analysis is:

1. An account of the relationship between culture and knowledge help us
to interpret the significance of the symbolic interaction we ob-
served.

2. Such an account addresses varlables such as values, beliefs and role
conceptions that would be negotiable within specific parameters.

3. An integrative account of the black primary education ''system'' can
provide the basis for determining the possible capacities and direc-
tion for change. In section 5.3 below we attempt a statement about
the possibilities for change.

People in Southern Africa are increasingly being faced by socio-
political moves for change; the situation challenges individual and
group abilities to adapt to changing circumstances. Within this process
of change lie opportunities for preserving or destroying past material
circumstances, institutions and the knowledge or ideational network sur-
rounding human praxis (i.e. conscious, goal-directed, intentional
action).

The debates about deliberate attempts at transformation usually focus on
the social or institutional level of analysis and they typically demand

(1.) Most of the theoretical points made here are directly derived from

Craig's exegesis of development and change, published in various docu-
ments (1985, 1986, 1987, 1988). |f there are any misinterpretations in
the integrated presentation, the present author takes full responsibil-
ity.
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some form of political action. While one does not want to negate the in-
stitutional level of analysis for change, an important aspect which has
been commonly ignored is the cognitive constraints which are associated
with change. We need to analyse these cognitive constraints to give us
an adequate conceptual basis for societal transformation.

From a psychological point of view, we need a conception of the ''knowing
subject'" at the cognitive level of analysis. The distinction between the
knowing subject and society can be seen as one of degree only: there is
no marked division between the psyche and ideolcgy. To explain, the
psyche is an active, purpose-seeking instrument of praxis, consituted by
historically and culturally rooted social forms, communication and sym-
bols. This conception has been developed in Craig (1985), from a co-
ordination between the Vygotskian and Piagetian paradigms. The Piagetian
distinctions between consciousness and behaviour stands in the same re-
lation as societal symbolism and superstructure. The conscious, goal-
directed praxis of people creates both consciousness and  the
superstructure.

Piaget (1977) developed the notion of 'equilibration' as the explanatory
construct. for the development of knowledge. The concept of 'no-balance’
is central to his model; this indicates a conflict between what the sub-
ject can do and does know during the interaction with an object of know-
ledge (these being people, ideas, events, things, etc.) and what the
object demands In terms of historical constitution.

In our context, the important points -are, firstly, how a non-balance may
arise in a system of knowledge, and, secondly, what may serve as re-
sources for surmounting the conflict. We will return below to the situ-
ation we in South Africa have created for ourselves, where teachers fail
to have or to develop the resources to surmount the conflict.

Vygotsky's (1978} analysis of cognitive constraints, which places these
in the particular context of actual social relations, takes us further.
He focuses on an analysis of how the non-balance arises, and locates it
in a mediator, or cultural guide. So, Vygotsky's analysis specifically
addresses the social actor (=knowing subject), his material conditions
of existence, the social communication between people, and:- the social
processes underlying cognitive development. Cognitive constraints will
result from particular relations between people in society.

In this paradigm, the origins of self-regulatory activities (including
higher order thinking skills) lies in culturally prescribed patterns of
control. These patterns are exercised at first by a mediator, and later
the child internalises these outer-directed cognitive controls. At a
societal level, the same happens when an adapting system (e.g. black ed-
ucation) enters an unfamiliar reality i.e. one that is the product of
another socio-political development trajectory {e.g. white education).
The adapting system may internalise through social transaction the regu-
lation exercised by the mediation agents of the adapted system. In this
contact the modes of regulation may change one or both of the systems.

However, In our society, fundamental social transaction is limited and
even prohibited, so occasions for adaptation are absent or heavily re-
stricted. As a result, each system is left opaque and only superficially
approached by the other. What is left opaque are the hidden meanings of
the taken-for-granted practices, beliefs, and so forth, of each system.
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In the act of transforming situations, people will need firstly, ex-
plicit opportunities to exercise their natural power to change and .be
changed; secondly, they will need to be empowered by Fhe generatlze
power of transaction; finally, they will need ?gents'who will serve the
mediating function between realities. The social gulde_or mediator, who
is the interface between the social and the psychological, must creéte
the conditions for cognitive conflict, and the resources for surmounting

it.

The preceding summary statement would need to be unpackeq in our partic-
ular context i.e. black primary education. The black child within the
framework of ‘'blacks in South Africa' may belong to a {constructed) re-
ality which differs from the reality in which formal western schooling

is embedded.

e might find the original reasons for culturally autogenous(z) act!v-
?Zies l?ke carrying bab?es on the back to shield them from.the potential
harm of the open fire, or to facilitate coqstant feeding. vowever,
later, activities lose their original significance and become 'the wa¥
things are done'. As Vygotsky points out, outward appearances concea
the internal nature or processes that silently underpfn soc!al act:v:ty.
In formal western schooling, much of what goes on might simply be 'the
way things are done' (although the way things are done lead to, otherc,i
unanticipated cognitive benefits). For the non-western mother an
teacher, the child's entry into the social forms uqder1y|ng formal west;
ern schooling is complicated by the fact that meanings are obscured, an
reasons for doing things a particular way are unintelligible. Culturally
more consonant forms may replace the opaque forms: for exam?!e, a black
child may do the same thing as a white child, but for a different rea-

son, and perhaps with very different consequences.

Social actors are mostly unaware of the underlying structure or meaning
of everyday tasks. The ability to move freel?, to communicate needs, to
be self-sufficient, to uphold authority relations, to preserve _aqd use
social knowledge, etc, carry with them a h?st of opportunities for
learning the skills required in that society. With changez traditional
tasks {such as animal husbandry, weaving, etc.) may be dlsplaced.- The
real loss here is not the tasks themselves, but rather the opportunities
for learning which these tasks embody. New goa!s may ensure that conven-
tional patterns of behaviour become devalued, |qappropr|at? or even im-
possible. The culture is in the process of making a paradigm s?nft; and
in the grey land between paradigms, there may.be a loss of'cognntlve ef-
ficacy as a result of the loss of opportunities for learning on the one
hand, and the opaqueness of the tasks offered by the new paradigm on the
other.

Mothers' or teachers' expressed beliefs about appropriate'behayiour (for
example, not looking an adult in the eye) may not be realfsed in action
with the same force as they are expressed. But these beliefs are never-
theless an important data base from which to contruct an analysis of the
conditions for change. It may be the case for example, .th?t
authoritarian-submissive beliefs and practices are actually antagonistic

(2.) The concept of “culturally autogenous activity" conveys thg .iéea
that there is a distinct or unique development of certalntactav!tles
that emerge as part of the historical development of a group in society.
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to, for example, teaching children to seek independently for informa-
tion.

Research on Zulu mothers (Craig, 1985) showed that they viewed teaching
in context-embedded terms, such as example and demonstration, and Isarn-
ing in similarly embedded terms as observation and imitation (cf. Chap-
ter Five for fuller discussion). But schooling diminishes the
possibilities for in-context learning to which Cole & Scribner (1974)
and Bruner (1973) refer. If individual parents do not invent new ways to
raise their children, nor invent new competencies to transmit to their
children {Ogbu, 1981}, then we have to look to the school as a mediating
agency between the known and the new realities. As we will see in our
discussion Jlater, teachers respond to the expressed values of parents
and are not therefore autonomous agencies {nor should we expect them to
be, insofar as they are parents, too!)

The mediator has an important role in determining the course of develop-
ment. One the one hand, the child brings to the situation his poten-
tial, and the power of equilibration {an intrinsic generative mechanism)
to resolve unfamiliarity. The mediator brings to the situation inter-
psycholeogical functioning, which refers to adaptation or learning
through transaction (that is, it is an extrinsic generative mechanism).
The mediator (or teacher) will naturally use what she knows about the
world and the task at hand. This provides the Impetus behind
socialising children into familiar social forms or tasks. In the 'newer'
reality or formal schooling, tasks too will bring their own demands, on
teachers and children (and parents) alike.

These demands may function as mediators insofar as they present the
teacher and the child with the occasion for resolving the non-balances
which may arise. However, in the absence of resources to surmount the
conflict, adaptation, or genuine learning, will not occur. So, it is not
sufficient to present children with task demands which create non-
balance; the teachers must have the resources to resolve these,

In summary then, within a learning/teaching situation a succesful trans-
action between the subject and the object of knowledge may only be pos-
sible if the following conditions are met (Craig, 1987, p.60):

A. The creation of an experience of conflict in the subject between ex-
isting knowledge, and the knowledge that the unfamiliar object de-
mands.

B. The opportunity to intentionally pursue a resolution of the conflict
or non-balance.

C. The provision of resources to surmount the conflict and to reach a
higher state of equilibrium in the knowledge system.

If we Jook at these conditions in relation to learning English, condi-
tion A would require the cognitive capabilities which must be assumed in
the child in his encounter with English, the unfamiliar object. The
place of the mother-tongue, the experience of the child, and his lived-
in-world all have bearing. Similarly, we would need an account of what
the teacher brings to bear on the task.

Condition B would entail the kinds of teaching methods where subjects

are required to execute tasks under English instructions and where suc-
cess depends on the child's resolving unfamiliar demands. This condition

_]3_
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militates against repetition and action exercises, although these have a
place in assimilative learning.

For condition C, the way in which the task is talked about must carry
the burden of allowing for adaptation to unfamiliar forms. Our current
data indicates that teachers may bring inadequate resources to the situ-
ation. The mere description of these inadequacies will not serve to
remedy the situation. Even more self-defeating is the attempt to design
"teacher-proof' materials. Such materials do not Cfeate_ an |?t§rface
between the realities(3), but may only serve to nullify those abilities,
skills, experience and knowledge that the teachers already have.

The reader who is interested in cognitive matters related to the curric-
ulum, will find the above account -~ substantially expanded - in Chapter

Two of the Reasoning Skills Final Report.

(3.) When we designed our “transitional model' for science learning, we
tried to take into account the perceived competences of the teachers and
their preferred interaction styles.

~1k4-
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CHAPTER TwWO

TEACHING STYLE

2.1 THEORETICAL INTRODUCTiION: TRADITIONAL SUBJECT-CENTREDNESS VERSUS
PROGRESSIVE CHILD-CENTREDNESS.

The critical task of educational ‘researchers interested in
teaching and learning has therefore been to develop models or
theories which allow a meaningful ordering of research
findings in order to ascertain necessary frameworks for under-
standing and explaining classroom processes and their out-
comes. This understanding can then provide the basis for the
continuing improvement of teaching.

(Bennett, 1987, p. 46)

In the last two decades, research on teaching styles has taken the path
of discriminating between two theoretically distinct aggregates of
teaching behaviours, and trying to relate these to patterns of pupil
achievement. The two teaching styles are usually termed ‘''progressive'
and ‘''traditional' styles. The teacher activities and behaviours on
which these categorisations are based are broad features of c¢lassroom
and curriculum organisation, such as the type of pupil groupings, extent
of testing, modes of motivation and the degree to which subject matter
is compartmentalised or integrated. The prescriptive theory of 'pro-
gressive'' teaching developed by Froebel and Dewey was taken up in the
Plowden Report (1967), which in turn heavily influenced subsequent re-
search. The characteristics which distinguish each style are shown be-
low in Table 2.1 {Bennet, ibid, p. 48).

The characterisation of these styles was developed in Western educa-
tional theory at the turn of the century. S$ince not much attention was
paid at that time to patterns of indigenous teaching, and since cross-
cultural psychology has only recently shown such an interest, this Is
not represented in the typical characterisation. So for example, there
is no explicit place for field-sensitive, context-embedded learning.
The 1inexorable imperialism of western education has led to the inevita-
ble propagation of progressive philosophies in many a non-western
teacher training college. Little thought has been given to the adapta-
tions that a local system has to make to accommodate such a style. In-
deed, as we shall see Jlater, the Jlocal system may make a unique
adaptation to maintain maximum congruence with its own existing forms
(cf. Chapters 3, 4 & 5).

As was indicated above, part of the interest in teaching styles was to
ascertain the cognitive concomitants or consequences of using particular
styles. Modern conceptions of knowledge have been used to support pro-
gressive notions, for example Piaget's theory of genetic epistemology.
However, we can go back to Dewey to find an illuminating account of the
dialectic between the immaturity of the child, and the accumulated know-
ledge of society as embodied by the adult, and how the dialectic can
turn towards either traditional or progressive forms in the educational
process.

-15-




Table 2.1: Characteristics of Progressive and Traditional Teachers
(From Bennett, 1987, p.46).

Progressive Traditional

Integrated subject matter Separate subject matter
Teacher as guide to Teacher as distributor

educational experiences of knowledge
Passive pupil role

N —
[ SR

3 Active pupil role 3

4 Pupils participate in 4 Pupils have no say in
curriculum planning curriculum planning

5 Learning predominantly by 5 Accent on memory,
discovery techniques practice and rote
External rewards and 6 External rewards used,
punishments not necessary i.e. for example, grades, i.e.
intrinsic motivation extrinsic motivation

7 Teachers give as high priority 7 Teachers give highest
to social and emotional develop- priority to academic
ment as to academic attalnment attainment 7

8 Little testing 8 Regular testing

9 Accent on cooperative group 9 Accent on competition
work

10 Teaching not cenfined to 10 Teaching confined to
classroom base classroom base

11 Accent on creative expression 11 Little emphasis on

creative expression

Dewey (1902, edited material, 1966) has spoken out against false dichot-
omies such as subject matter/self-realisation, and discipline/interest.
The child's present experience and the stored experience of the past are
the 'initial and final terms of one reality'. The fundamental forces in
the educative process are an immature, undeveloped being, and certain
social aims, meanings and values embodied in the matured experiences of
the adult. Education lies in the dialectic of these forces.

However the dialectic becomes a duality when the subject matter is log-
ically arranged, classified and graded for presentation. In the psy-
chology of the child, the same material is experienced rather
differently than predicted. The duality leads to the dead, mechanical
and formal in school, when the 1ife and experience of the child is sub-
ordinated to the curriculum. Dewey (p.129) would see instruction de-
fined as the line between the present standpoint of the child and the
facts and truths of disciplines or studies. It is continuous recon-
struction, moving from the child's present experience out into that re-
presented by the organised bodies of truth that we call studies''.

This continuous reconstruction does not mean the child must "rediscover'
the universe for himself; rather he is enabled to develop powers and in-
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terests that will be of value to him{(1). The teacher would be concerned
with discovering ways in which the subject may become part of the
ehild's experience. Dewey calls this ''‘the psychologising'" of the sub-
ject matter.

The logically arranged, classified and graded subject materials referred
to above, lead, according to Dewey, to three difficulties. Firstly,
lack of organic connection with the child makes the material purely
formal, a 'dead weight to burden the mind '". Secondly, there is likely
to be a lack of intrinsic motivation, which would otherwise convince the
child of the usefulness of a new skill in tackling an experienced prob-
]em. Thirdly, the actual recapitulation of the development of knowledge
;s excised, leaving the child with a residue of simplified facts to
earn.

There are some commoniy used ways to supply extrinsic motivation to such
subject materjals. The mind normally seeks satisfaction in its own exer-
cise, but If all that is provided is formal exercise, it will eventually
content itself with that. The obverse of interest is the avoidance of
fear, and the child will try to bring his wandering mind back to his
lesson if the only alternative is ridicule or punishment. Even if an
attempt is made to make the material "interesting'', Dewey would claim
that it has not been apprehended, "nor worked into the faculty."

It would seem that Dewey implies that the exercise of traditional teach-
ing would Tlead the child not to fulfill his cognitive potential. And
there have been many Western scholars who have echoed this sentiment.
Memory skills are sald to develop at the expense of logical skills and
creative thinking (cf. the Laboratory of Comparative Human Cognition,
1986) although little evidence has been adduced for this. Nevertheless,
even if cognitive benefits were not the monopoly of experiential learn-
ing, social and emotional benefits are purported to accrue from the use
of this method.

Although mucb intellectual heat has been spent in exhorting teachers to
more progressive ways, there is much evidence that the traditional style

is active and well in many Western classrooms (Hoetker & Ahlbrand,
39@9). And where changes have been made, fundamental learning activ-
Ities may have altered only superficially. Although the child may be

physically seated in a group, he is likely to be engaged in a learning
task similar to those his parents engaged in (Galton, 1387). Such are
the constraints in daveloping and managing a learner-centred environ-
ment, that many an enthusiastic teacher heart has been daunted. !t has
been cogently argued by Westbury (1973) that a "technology' needs to be
deyeloped which will facilitate the <child's partially self-managed,
guided djiscovery. To date, only mathematics has met the challenge with
the "technology' of the Dienes blocks and the Cuisennaire rods, accord-
ing to Westbury (ibid).

(1.) <f.. the notion of guided discovery which was discussed in the Std 3

General Science Final Report.
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2.2 LEARNING AS CONSTRUCTING MEANING

There is still much polemic over the purported distinction between
teacher-centred rote learning and child-centred discovery learning. In
our writing on science education we noted the useful distinction that
had been made between discovery and guided discovery learning, where the
latter is seen as the only feasible way to cover a broad range of con-

cepts and process skills,

But a nagging sense of doubt remains about the inadequacy of so-called
rote learning. For one thing, the teachers at the convent school where
we did part of our research teach 'from the front'', instruct their chil-
dren explicitly, and thelr children attain high levels of competency.
For another, the teachers in the PEUP schools give their children very
orthodox occupational and classwork tasks, and yet their children could
be said to be thriving. !t seems some finer distinctions need to be

built into the conceptions of learning.

Just such a fine-grained distinction has been made by an educational
psychologist, Ausubel (1985), who starts with the assumption that an ac-
ceptable academic objective would be the acquisition of valid and usable
bodies of knowledge and intellectual skills and the development of the
ability to think critically, systematically and independently.

He goes on to make two process distinctions -

a. reception versus discovery learning, and
b. rote versus meaningful learning.

Hence one could come with different kinds of learning, e.g. rote recep-
tion learning (which would seem to be the same as the Rote Rhythm method
that we identified in our Threshold Project Interim Report (1988)), or
meaningful discovery learning. These would be the poles that are
popuiarly distinguished. However, Ausubel goes on to discuss what he
sees as the principal instrument of educational iearning, and that is
meaningful reception learning. The important point here is that verbal
reception learning is not necessarily rote in character.

Reception learning will take on a rote character if the following condi-
tions obtain:

a. the learning task consists of purely arbitrary associations;

b. the learner lacks the relevant prior knowledge necessary for mak-
ing the learning task potentially meaningful, and

c. the learner adopts a set merely to internalise it in an arbi-

trary, verbatim fashion.

The second and third conditions may well obtain in the situation that we
have researched, with children learning foreign concepts through a for-
eign tongue. In contrast, meaningful learning takes place if the learn-
ing task can be related in a non-arbitrary, substantive {non-verbatim)
fashion to what the learner already knows, and the learner adopts the

learning to do so.

In rote {reception) learning, a simple and non-substantive I|inkage oc-
curs with existing cognitive structures. In meaningful (reception)
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I?arning, the processes of acquiring information results in a modifica-

tion of both the newly acquired information, and the specifically rele-

¥§ni aspects of cognitive structure to which the new information is
inked,

The extent to which meaningfu) receptive learning is active depends in
part on one's need for integrative meaning and on the vigour of one's
self-critical faculty. The notion of integrative meaning involves the
Integration of ideas with current knowledge, and self-critical faculty
refers to the integration of ideas by reformulation into terminology
consovant with what is already there. (These distinctions are taken fur-
ther in the final report on Reasoning Skills.)

The risk in meaningful learning does not principally reside in the fall-
ing back on rote strategies, but rather that the learner may think that
he has grasped genuine meanings, but instead may have vague and confused
sets of empty verbalisms. Clearly the task of the teacher would be to
test_the comprehension of the pupils in a way that gets to genuine
meanings, and to obviate any unwillingness to put active effort into re-
formulatlons. Getting to genuine meanings would be more difficult if the
22;ld has insuffient structure in the second language to scaffold con-
s. ' '

The distingtions.that Ausube] (ibid) develops are very useful to get a
balanc?d view of what has been achieved. Unlike Dewey, he sees the child
as ‘being able to construct meaning on material that has be previously
de?lgned; rather, he takes account of the developmental level of the
c@ulq along with other factors such as the central unifying ideas of
disciplines, precise definitions, and active reformulations. He points
fhe way to specific skills that the teachers should possess, such as be-
ing able to use socratic questions, reconcile contradictions, and en-
courage a critical attitude towards knowledge. These requirements will
be discussed again in Chapter 6 below.

The present research is on one level an explicit attempt to address
streotypes, and reveal the subtleties of motivation, attitude and praxis
that underlie education in different situations. One approach to this
was to describe the teaching style characteristic of the PEUP.

2.3 A MIXED APPROACH OBSERVED

Although Fhe official policy of the PEUP is that it holds to a child-
c?ntreq philosophy, this philosophy has been introduced into a context
with its own characteristic values, beliefs and norms, and hence it has
taken on those aspects which are consonant with its own. Other aspects
which are dissonant, have met with apparent resistance, and perhaps been
adapted. In order to facilitate the description, reference is made to
Bennett's (ibid) specific characteristics outlined in Table 2.1 above

and .dealt with- in the same order. Many of the points are taken up ia
detailed discussion in €hapter 3 and later.

1. The nature of the subject matter
Category: TRAD{TIONAL
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Since the curriculum is still centrally controlled, tethers still
teach subjects separately, and only Environmental Studies (grade i
to Std 2} represents an attempt at integration (that is, of history,

science and geography).

Picture i1: A Std 3 science teacher putting up notes

‘The role of the teacher

Category : MIXED ] ]
While at the earliest stages, for example, with Breakthrough to Lit-

eracy (the mother tongue enliteration programme) the teacher acts
more as a guide, later, and especially in the content subjects, she
comes to be virtually the sole distributor of knowledge.

The role of the pupil

Category: MIXED ) )
Although the pupils start by playing an active role, by the end of

the junior primary phase they virtually never initiate any learning
activity, waiting rather for the teacher to give them directions.

Participation in curriculum planning

Category: TRADITIONAL , i

As could have been predicted from 1, 2 and 3 above, the pupils have
effectively no say in their curriculum. However, this level of ne-
gotiation may not be possible for children at thi§ early stage in
any event, although children sometimes do have a choice amongst ac-

tivities.

The nature of learning experiences

Category: MIXED ' ]
Although the vyounger child has plenty of chance for independent

interaction with learning materials, 1ater,~the”accént'fa1ls.on mem-
ory, practice and rote. There could be three extrinsic reasons for
this: that the teacher is incapable of setting up learning experi-
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ences at a higher level, that she lacks the material resources to do
so, and that it is made more difficult by the change of language me-
dium (cf. Chapter 4 below on the curriculum).

The nature of punishment and reward

Category: TRADITIONAL

Although it is difficult to detect the affective contribution of re-
ward, it is less difficult to discern that punishment is embodied in
ridicule, and also, corporal punishment. Punishment for lack of
understanding is now less common than for misbehaviour. (Punishment
as part of teacher values is discussed in Chapter 5.)

Area of development prized

Category: MIXED

Although the teachers give high priority, at least initlally, to so-
cial and emotional development, later a higher priority is given to
academic achievement. There 1is some doubt amongst (articulate
teachers) that schools as they are currently constituted, could con-
ceivably replace indigenous initiation schools as agents of 'deep"
moral education. This doubt would arise during the stage of transi-
tion between the traditional notion of knowledge being moral and em-
powering the individual, and the emergent, apparently much more
value-neutral conceptions of knowledge embodied in activities such
as reading and writing. (Later of course, these acquired skills may
be used to debate issues of value.)

The nature of testing

Category: PROGRESSIVE

In the first four years of school, all evaluation is conducted on an
ongoing basis. However, once again, over the course of the junior
primary phase, the orientation turns to formal evaluation, since
there are external examinations at the end of Std 4, the last year
of primary school.

Co-operation versus competition

Category: MIXED

Although the teachers allow children to work together, they do not
betieve that they can help each other with learning {cf. 4.6 below
on groupwork} and the children very soon know what the status of the
ability groups is. This however does not prevent them from helping
those within and between groups spontaneous!y. Praise is lavished
on those "who know''.

Location of teaching

Category: MIXED

The teacher moves between the teaching corner and the desks, but due
to the absence of resources, teachers rarely have field trips for
project work, for example, although cultural outings such as visits
to the zoo are arranged for the whole school.

Accent on creative expression

Category: PROGRESSIVE

Much emphasis is given to the development of drawing and creative
writing, although the first ceases by Std 1 and the second, very ab--
ruptly, at Std 3. Evaluation of this particular focus and its unin-
tended consequences, is made in section 4.4 below.




Picture 2: The Grade 1 teacher teaching in the "teaching corner"”

The consequences of all these aspects are also addressed in Chapter 3
below, where the teachers' central tasks are discussed. However, before
we turn to that, it is interesting to reflect on some radical
presuppositions of the child-centred approach, and see how these match
up with the teachers' own presuppositions. There are two aspects to be
examined: the relation of the child to his learning environment, and
the teacher's role in child-centred teaching. The presentation, Which
derives in part from Westbury {ibid), is tempered by the' balance. which
Dewey originally instilled into the conception of child-centredness.
The discussion here will be developed further in sections 5.1 and 5.2.

1. Presuppositions about the child in relation to his learning environ-
ment

a. Children's innate curiosity leads to exploratory behaviour that is
self—perpetuating.

In the context of the grades classes, the child's exploratory
behaviour is limited by the range of resources that are available in
the classroom. And while there are puzzles and games, these are not
always replaced when they are worn out or broken. The question of

resource management arises ‘here. Apart from this, there are not
endless resources to explore the world in a primitive scientific
drive.

b. The child will display natural exploratory behaviour if he is not
threatened.

The -PEUP has a strong policy of no corporal punishment in the junior
primary phase, and yet time and again there is evidence of such.
However, the prevailing atmosphere in the grades classes is rela-
tively free, and at the same time nurturant. /
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c. Play must not be distinguished from work as the predominant mode of
learning amongst children.

Here the teachers argue that the child must learn to submit to the
discipliine of work; and again, by Std 1 much of the learning is not
presented in a play mode.

d. Children will explore the same problems collaboratively, or share
important discoveries with others.

Firstly, the .children are not free to explore problems of their own
choice, and hence the opportunity for collaboration or discovery of
this type does not arise. What is observed is the spontaneous con-
versations in Grades classes, as children chatter while busy on par-
allel tasks.

€. Concept formation develops slowly, from the concrete to the ab-
stract; verbal abstractions should follow concrete experiences and
not be a substitute for them.

It is a commonly expressed adage of learning from the concrete to
the abstract, yet it is difficult to apply in each subject. Math-
ematics is the best candidate, and here opportunities were seen to
be used, with easily collected learning aids such as bottle tops and
pebbles. However even in early environmental studies, children do
not directly interact with the objects of learning. This may be
due to teacher management skills, but also to the scarcity of pre-
prepared learning resources. In the event verbal (oral) de-
scriptions often substitute for direct experiences.

f. Frrors are a necassary part of the learning process, and they are
desirable since they contain information essential for further
learning. '

This precept is very much at odds with the beliefs of the teachers.
As one said pithily, "There's nothing wrong with error, as long as
it's corrected'". There is a very fine art of weaving misconceptions
into the salient design of the fabric of the lesson, and many teach-
ers simply pass over error - not evei signalling its nature or di-
rection - during the course of cliass discussion. This practice may
be a function of seeing knowledge as a package and not a process,
while at the same time acknowledging the impertance of interaction
but not seeing its significance for the process(2).

(2.) It may be that teachers do not fully appreciate that the cognitive
constructive process has as one of its forms, social transaction: and
yet work by Kok (1986), discussed in the Reasoning Skills Final Report
shows quite clearly how social motives in the learning situation con-
strain learning through reduced communicative cues.
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(i)
(ii)

Presuppositions about teachers and their teaching.
Teaching must proceed from the interests and capabilities of pupils.

Here, as has been pointed out, the teacher is bound tc work from the
syllabus, programme of work or textbook. In this case it is the
task of central planners to discern the interests and capabilities
of the children; and such is the fragmentation of knowledge, that
subject specialists generally find it difficult to communicate with
primary planners whose task it is to integrate the subject matter.

The teacher should +try to interest the children in subject matter
that might not ordinarily interest him.

Here we have that proclivity that Dewey warned about, the so-called
""adventitious leverage'' to give savour to material. |In radical pro-
gressive education, the child would not have to engage with subject
matter until it caught his fancy. However this attitude requires an
extreme of individualised instruction. In the present system, the
teacher is bound to present material in a way that interests the
child. However, she has the additional challenge of presenting ma-
terial that may be foreign to the child's everyday experience, and
she has to build intrinsic connections for the child.

The teacher must bring out the interests that underlie sustained in-
volvement in learning.

It is very difficult for the teacher to provide the necessary re-
sources for the child where sustained involvement would take the
child beyond the subject matter contained in the classroom. As a
resutt, it 1Is very rare for the child to do self-initiated work.
Another reason for the absence of self-initiated work, seems to be
that the child's learning mediators (his parents and teacher) would
see little point in this - the task of the child is to learn his
school lessons well. Extension work is usually confined to reading
further in the class readers.

The teacher must create a situation in which the child is willing to
project himself into an activity so as to bring ‘his own innate re-
sources and innate sense of orderliness into play.

This requirement strikes an odd note of discord in the present situ-
ation, since the notions of !"innate resources" and '"innate sense of
orderliness' would not easily be qualities that the teachers would
attribute to the child. The teachers values and the cultural notion
of the child are discussed at length in Chapter 5, and it is In this
discussion that we see how remarkable it is that teachers will be
practising child-centred education, given that it is dissonant with
much of their culturally received praxis.

The teacher can only do these things if he provides an environment
in which

children can move from activity to activity as they wish and need
to,
the activities available for children are rich in educative po-

tential, and
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(iii) there is a balance of activities available in the classroom - raw
materials, structured materials, reading materials, dramatic play
- which truly communicate to the pupils who live in specific
classrooms. The creation of an environment that will support
student-initiated Iearning is the most important task for the
child-centred teacher; and the selection of materials which be-
come, in their turn, the bases of pupil activities is the most
important planning task of the teacher.

't is this fifth statement that reveals most clearly the difference
between the PEUP circumstances and those required for radical imple-
mentation. By and large -

(a) children do not move from activity to activity as they wish or
need to, although within a subject time, groups may change activ-
ities, such as in Breakthrough to Literacy {cf. 4.1);

(b) activities are not "made available" to children except in “own
choice" activities, which teachers often use to make up the backlog
of previous work;

{c) except in the grades classrooms, there is not a great deal of
learning material aside from textbooks. As we discovered during the
research on science teaching, the textbooks are largely not usable
by the pupils without extended, explicit mediation by the teacher.
One of the critical findings of the present study was the impli-
cations of the shortage of child-centred materials on classroom
learning tasks. This issue is taken up further in Section 4.6.

This section has served to introduce the characteristic teaching style
which was observed in PEUP schools. We found that the style had aspects
of both the traditional and progressive methods in it. On a continuum
we could describe the methods as rather more progressive in the grades,
and almost wholly traditional by Std 3. Factors such as syllabus re-
quirements, change of language medium, and availability of learning ma-
terials are largely responsible for this change.

One other factor which has not been discussed is the use of ability-
based group differentiated teaching in the PEUP schools. The wav in
which this model operates is described in the following discussion, in
which particular problems of adaptation in Std 3 are the focus.

2.4 ADAPTING CHILD-CENTREDNESS TO THE GROWING NEEDS OF THE PUPIL.

One of the striking observations of the present study was that teachers
in Std 3 have difficulty in using the classic PEUP methods(3). In order
to detail the difficulties, it is important to start by describing the
basic lesson structure that is prescribed. This is laid out
diagramatically in Table 2.2 below.

(3.) The details of method used in the DET school and the convent are
described at 3.3 below. Here we confine ourselves to an analysis of the
major subject of study.
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PHASE ONE

PHASE TWO

PHASE THREE

PHASE FOUR

PHASE FIVE

Table 2.2:

TEACHER
INPUT
Introduction

Group 1
Small group
teaching

Group 2
Small group
teaching

Group 3
Small group
teaching

no teaching
input

Children called to

teaching corner

Group 2 Group 3
Occupational Occupaticnal
Task Task
Group 1 Group 3
Classwork Occupational
A task
Group 2 Group 1
Classwork Classwork
B A
Group 3 Group 2 Group 1
Classwork Classwork Occupational
c B task )

The PEUP model of differentiated group teaching
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The demands this structure makes on teachers is enormous, since the
course materials used are not adapted for this kind of differentiation.
The main arenas for use are in the languages and mathematics. We will
look at the principles first, and then the process.,

This kind of groupwork is based on the philosophy that while streaming
is injurious to the child's self-concept, he nevertheless should receive
work at his own level. Let it be said immediately that the intellectual
status of the different groups is readily apparent to the pupils, even
in Grade 1, even if the groups are labelled Lemons, Apples and Pears.
Group 1 develops a strong identity relative to the others, and they are
held up as a model for the others to aspire to.: Group 3 children
patently lack the self-confidence of their more able peers.

The teacher is responsible for developing occupational tasks, which are
consolidation exercises that all pupils should be -able.to do. These are
usually written on pieces of scrap cardboard and the teacher may develop
a large collection. The classwork tasks are differentiated into three
levels of difficulty, and are developed in relation to each specific
lesson. |If the teacher were to develop a set of such tasks for the lan-
guage and mathematics classes for one occasion per week, she would de-
velop 420 sets {(with perhaps six - copies, handwritten, of each set).
There are two problems here: one is that the production of such materi-
als is physically beyond the capabilities of such teachers. The other
is that very soon, the differentiation of increasingly higher level
skills may be beyond the capabilities of the teacher. For example, do
teachers know that it may be more difficult for the child to fill in a
missing word in a statement than answer a question to the same effect?
One Std 3 teacher gave his first group an English paragraph sorting ex-
ercise comprising ten jumbled sentences. This was far too difficult
for the children to do, and may well be beyond the capability of mother
tongue children.

The net result of the physical and intellectual demands of differen-
tiated teaching, we strongly suspect, is that it is not regularly done,
although this varies from teacher to teacher. Certainly the Std 3 pu-
pils clearly seemed to be unfamiliar with the practice, and indeed they
reported to us that this was not what they usually do.

In the first phase of this teaching process, the teacher calls the chil-
dren to the teaching corner, usually a carpeted area. While the sight
of 50 Grade 1 children sitting at the knee of their teacher would warm
the child-centred heart, the sight of 50 Std 3 children (some of whom
are already adolescent) doing the same thing, leaves. the educational
heart cold. 3

If child-centredness entails entering into the child's potentialities,
capabilities and proclivities, then it would mean that the child In mid-
dle childhood must be met in a different place. This place would be in
task-centred project-based group work; yet once again we find ourselves
against three barriers. The first is that projects usually require dif-
ferent kinds of physical resources; the second is that pupils would be
hard-pressed to conduct collaborative group work in English. Thirdly,
the demands of the curriculum are arduous and some of the concepts prob-
ably ungraspable. Hence the maintaining of a child-centred focus up-
wards in the curriculum will require a very clear vision of reconciling




the chlld's needs with the school tasks (cf. 4.6 and 5.3 for further

discussion).

Picture 3: A teaching corner in std 3 doesn’'t seem right

In summary then, we have seen that the part
developed for differentiated groupwork makes

teacher, and further, i .
older primary child. These issues a

the following chapters.
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icular form that .the PEUP has
major demands on the

that it needs some redevelopment of f0fm f0f tﬁe
re developed further in discussion in

CHAPTER THREE

THE FOUR TASKS OF TEACHING

3.1 INTRODUCT{ON

In this section we give a brief overview of the teaching and learning
situation in terms of the four tasks we identified i.e. mastery, cover-
age, general features of class management, and the generating of posi-
tive affect necessary for learning. This overview will be filled out
when we refer to aspects of the different subjects in the following

chapter.

Teaching is an activity that is given its essential character by an in-
tention on the part of the teacher to engender learning in his students.
The teacher mediates between that which must be learned and the capabil-
ities the pupils have for coming to an understanding of such. To fulfill
her role, the teacher must perform three tasks -

# she must present that which which she wishes to teach;

she must give her students opportunities to practise that which
is to be learned;

i

she must allow for potential lapses in the pupil's intrinsic in-
terest in the experience he is undergoing, by setting up condi-
tions which ensure that the pupils are both ready for, and
interested in, learning (Scheffler, 1967; Komisar, 1968).

Westbury (1973) would claim that this conception of the tasks of the
teacher holds for all teaching, and gives a worked example of the tuto-~
rial situation; however, he goes on to say that the classroom situation
is necessarily more complex:

® there are numbers of pupils who are at different states of read-
iness for the particular learning at hand;

® the pupils have different ability levels;

% they have different levels of enthusiasm, and also

T

different levels of willingness to attend to a particular topic
at a particular moment.

The classroom itself is embedded in an organizational context which
makes its own particular demands on the teacher, specifying also what
the classroom should be like and what resources should be given to the
teacher to perform her tasks - and these will constrain the way the
teacher can approach her task.

Westbury sees the classrom as seriously modulating the conception of
teaching derived from the tutorial: in addition to the three tasks out-
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lined above - i.e. presentation and coverage, mastery, and creating pos-
itive affect, there is also a fourth task - managing a class of pupils
that the teacher herself did not recruit, but whom she must get to work
together in the interests of task attention and order (Abrahamson,

1970).

In the usual classroom, the teacher must meet these demands with only
three resources, herself, a text or two, and such group climate as can
be created by the school. And remembering that teachers are people with
personal lives, they should be able to meet these demands in such a way
that their output of energy into teaching is not exhausting.

3.2 MASTERY

Every year the child addresses a new set of skills and concepts which
must be mastered. These are nominally covered in the syllabus, which
varies in the closeness of its relation to the work done in the class-
room. It is difficult to establish absolute levels of mastery in the
junior primary, because the syllabi do not find realisation in content
subject textbooks. This is because, apart from the language textbooks,
the teachers create their own resources(1). For a discussion of the
available physical resources and conditions, see 4.7 below.

fn this study we examined the relative progression of the learning
across the five years up to the end of Std 3: a cross-sectional slice
was taken of the lower primary to the higher primary curriculum.

One question which immediately arises is: how do the teachers think th?t
their pupils can best master their work? We addressed this question in
the previous chapter, and showed that while the child-centred method
would suggest that children would best master skills by exploring a?d
refining their own individual concepts and skills, in practice this is
not what teachers generally believe, and indeed, it is a difficult phi-
losophy to implement in a large classroom, with few individualised re-
sources, When we discussed the matter with teachers, one of them said
to us that rote learning actually helps the child to understand (sic);
another said that drilling is an effective method of learning. The rea-
sons she gave for this were {for Std 3 pupils) that since some children
can't read, "drilling is better', and that some of the children mix Eng-
1ish and Afrikaans.

Mastery is supposed to be enhanced by differentiated learning. However,
teachers may simply repeat a lesson, rather than giving input at a dif-
ferent level and pace. Teachers will also give children easier work to
do, but the very serious question arises - of when they are going to
learn their literacy skills properly if the differentiation starts too
soon? Ffor example, in the village school Grade 2 class, the lesson was
about a calf that escaped from a kraal. Group 1 have to write a whole

{1.) The basic problem with the development of lower primary resources
appears to be finances. {t Is cheaper to give teachers a syllabus, a
work scheme, or even a teacher's guide to work from, than to produce
learning materials in about ten languages.
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story about the incident; Group 2 have to write about what happened to
the calf in the second half of the story, after it escaped and Group 3
have only to draw a picture and label it. |In the end this last group
finish their pictures in good time, and have the time to colour their
drawings as well.

However, the Std 2 teacher in the same village school has the capacity
to give imaginative, enriched lessons to the slower children. She gives
the slower children extra help, as well as giving them more mother
tongue support in the English lesson, in order to get them "in' to the
lesson.

This same teacher observed that when the children reach her from Std 1,
they need more than two weeks of revision work. This suggests that she
is aware of the children suffering a cumulative deficit as they move up.

The fact that teachers have to create so much of their own material,
means that, at least in one school, the principle of differentiation is
jettisoned in favour of survival, since the teachers circulated the
cards that were originally graded in terms of difficulty.

The c¢hildren get very little feedback in the PEUP schools, as very much
of the work is not evaluated, but simply initialied. Although this
should happen in creative work in the languages, it is not appropriate
that it should happen in content subjects 1like Environmental Studies,
which would otherwise avail themselves of opportunities for the develeop-
ment of problem solving skills. Lack of feedback also seems to affect
the composition skills: children in Std 1 in the village school simply
write sentences that are unconnected, and have intrasentential faults as
well. Their teacher, and most of the others, seemed to have made a vir-
tue of non-criticalness, and as a result, the children get very little
constructive feedback. It may be that teachers do not know how to give
feedback on ideas and discourse structure - and this may strongly af-
fect the range of feedback they can give their children.

The children do rather low level exercises in their occupational tasks:
this could be considered a matter for some concern. However, there s
some observation in Delamont {1987) about the fact that this practice,
which is widespread, does not seem to unduly intrude on the expected
levels of children's competence.

The invariate pattern of lesson in the PEUP schools seems to be:

1. oral input (perhaps with visual aid),
2. oral gquestions, and
3. creative writing or question answering exercise.

This pattern leads to a distortion of the original intention of the pub-
lished materials, which is discussed in the sections below on English
and Afrikaans. What it leads to is a pattern of skills which is rather
narrow, and precludes reading and problem solving.

In the DET school, the predominant pattern of work was oral input and
oral recall questions. Because the children were very much less likely
to write than the PEUP pupils, it is possible that their skills were be-
ing even more narrowed than the PEUP, i.e. they were not being given an
opportunity to develop and practise writing skills.

-31-




In summary then, although it is difficult to establish exactly what mas-
tery levels are being attained in the junior primary, there are indi-
cations that the particular style of differentiated learning adopted,
including very different levels of classwork, little feedback to the
children, and limited patterns in lesson presentation, could be inhibit~
ing development of the children's potential.

To take a broader Threshold Project perspective for a moment, we could
say in a provisional way that the lower primary curriculum is not pre-
paring the children adequately in terms of the process skills and lan-
guage learning abilities that should have been developed by the end of
Std 2.

3.3 COVERAGE

In coverage, the teacher must present that which is to be taught, pre-
senting and covering a body of material. The factor which influences
how the teacher gets through the necessary material would include the
teaching style, the type of curriculum, and the teacher's expectation of
her pupils' performance.

We have said that the teacher is expected to be chiid-centred in her ap-
proach, and that in the lower primary in the PEUP, this is in many ways
being actualised. However, having to arrange three or four regroupings
in relatively short periods, the teachers tend to use more time than al-
lotted. |If one is expecting the child to monitor his own pace, then it
is difficult to work within a highly structured day. A Std 2 teacher
pointed out to us the incompatability between the method and the curric-
ulum. !n many cases it seemed that teachers were expecting very little
of the childen, and they in turn were producing very little. We shall
try to illustrate these points in the following descriptions.

The lower primary teachers, if they are forced to make a choice, which
they often are, will choose to concentrate on the three R's at the ex-
pense of the more peripheral subjects such as music, physical education
and environmental studies. However, when subject teaching is introduced
- in Std 3 in the PEUP, and Std 2 in the DET schools - one response of
the teachers is to ignore practical work at the expense of real under-
standing, preferring to have ''covered' the syllabus.

In the content subjects before Std 3, the teacher is expected to develop
her own resources, and this can lead teachers to trivialise content. In
one environmental studies lesson in a DET school, the teacher went
through modes of transport with a toy car and aeroplane, and it was
clear that she was patronising the children. |f she had discussed with
them the advantages and disadvantages of various forms of transport,
perhaps they would have been challenged to exercise their reasoning pow-
ers.

Because there -is an accent on creative expression in the PEUP, the chil-
dren 1n the lower primary do a great deal of drawing. This will occupy
so much of the allocated time, that the children will have very little
time to do writing. For example, the children would have time to write
only one sentence after drawing, in a period of haif an hour. This ac-
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cent on drawing s almost completely absent in the DET school, and at
the convent, the children only really did drawing plus writing exercises
in Grade 1.

To return again to the teachers' expectations. The children will work
very slowly indeed on occupational tasks and classwork. The teachers
make frequent reference to how their children siow them down - for exam-
ple, in writing.

This is also a phenomenon in Grade 1 at the convent school, but from
here on, children there cover much more work, especially written work.
By Std 3, the convent pupils can have a discussion about a poem, and an-
swer a set of comprehension gquestions, all within 20 minutes. Grade 2
children take 10 minutes to do a 20 item set of SRA (Reading Labora-
tory) questions. By contrast in the PEUP, in one Grade 2 classroom dur-
ing a maths period, some of the children had only done three problems in
forty-five minutes. This phenomenon of low expectations is not immuta-
ble though: before the introduction of Breakthrough, it was thought
that Grade 1 children could not yet write words, simply letters. Now, as
we will see below, they are writing discourse.

The time management probiem also entails the fact that teachers will
neglect creative activities periods per se. The teachers Tnvariably use
up the time for creative activities for finishing the daily tasks that
the children haven't completed. in fact, one teacher said that this was
what the creative pericd was intended for!

Coverage is also affected by teachers' conceptions of the nature and
possibilities of a task. For example, in the urban PEUP school, in story
time, the teacher uses up much time essentially repeating the same exer-
cise. She tells a story, two children repeat it, and then she repeats it
again with the reader in her hand, with extra details. The story s
treated as an undifferentiated whole, and the teacher is not able to
make use of oral language development strategies, such as prediction,
alternative endings, etc.

Most of the teachers in the DET and PEUP schools researched said that
they very often did not finish the work they set out to achieve in a
day. And many were not confident about finishing their programme of work
during the vyear. One Std 3 English teacher was only one-fifth of the
way through the English course, when two-thirds of the teaching time had
elapsed. At the same school, the Afrikaans teacher reported that since
she had three books to work through, and since many of the children do
not have the books, she does not get through more than 50% of the
syllabus.

One of the realities of the primary school curriculum, is that there are
frequent interruptions of the regular routine: there are activities like
athletics, gymnastics, basketball, drum majorettes, choir, etc. These
activities intrude on teaching time, and would clearly prevent the
teacher from proceeding with her work - the pupils' concentration too,
is affected.

In summary then, it seems that teachers are in general not able to cover
their programme of work for a variety of reasons including their teach-
ing style, the nature of the curriculum, low teacher expectations, and
frequent Interruptions in the school programme.
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3.4 GENERAL FEATURES OF MANAGEMENT

In this section we look at the management task of the teacher - how she
manages a class, a collection of children that she did not choose, but
who must work together in the interest of task attention and order. \We

shall consider those aspects which do not have a bearing on groupwork.or
differentiation per se, but have to do with the teacher's way of helping

pupils to get things done.

One of the critical features of management is that of time, which qi—
rectly affects coverage; this we have addressed above. Problems with
“time slippage' occur very early on in the school where the class
teacher is not answerable to any other colleagues waiting to start a new
lesson. What we would see for example, in Grade 1, was that the news
period would run over time, and then so would religious education, so
that the maths period would start fifty minutes late. {The Grades
teachers tend to teach without any reference to a watch.)

Then would come the Breakthrough to Literacy period, and here the Grade
1 teachers would often run over twice the allotted time, i.e. more than
one and a half hours for a designated 50 minute period. The response of
two of the urban schools in the study to this time slippage Is the unof-
ficial policy of keeping the children who are officially released at
12:00 until 14:00. The reason given for this is that many of the chil-
dren have to wait for their elder brothers and sisters before they can
walk home, and so they might as well be kept in. Teacher will readily
admit that they won't get through their programme of work if they don't
keep the children late. However, play is also critical for such young
children, and having to pore over their books for six hours leads to
tiredness and inattention by the end of the day.

Even at this early stage (when there are no demoralising and/or diffi-
cult activities like learning other languages), the teachers lay the
blame of not getting through their work squarely at the feet of the
children: '"'they drag us' it is said.

One Std 1 teacher (village PEUP) tried to keep strictly to her time lim-
its, unlike the other teachers, who didn't seem to mirnd running over
time. However, atthough this teacher did try to keep to time, she was
not able to carry out a full English lesson in the time allotted. The
same is true of the Std 2 teacher in the same school, who while she gave
a beautiful lesson (cf. English below), was unable to let the third
group get a chance to write. What happens to these children is that they
stay after school to finish up their lessons: the pattern of buying ex-
tra time is repeated.

There seem to be a number of factors that affect the management of time:

* jt is difficult to get through lessons quickly with a large number of
children in the class; even forming groups can take a little time;

* it takes time to control the learning resources for large numbers of
children; it takes time for teachers to mark or even initial work;

* the teachers would seem to waste time when they use the strategy of
group teaching to simply repeat lessons;

# children seem to need specific training to require adeptness at self-
management; teachers are not equally competent at providing this
training;

* 1f teachers do not have any sense of stringency about time, their
children are unlikely. to develop any; teachers seem in many cases to
have a laissez-faire attitude to time;

* teachers do not manage their daily programme very closely; nor do
they monitor their yearly programme with any kind of accuracy;

* the availability of resources will determine whether the children can
get on with their own lessons, or whether they have to wait their
turn for the usée of required lesson materials.

There would not seem to be any simple solution to what is a multi-
facetted phenomenon. Although it has been suggested that the processes
of wurbanisation and technologisation should alter the conception of
time, this alteration still has some way to go.

An example is in order here. Firstly, in the DET school, which has an
IBM Writing to Read Laboratory, the use of these expensive facilities is
at a premium. For example, there are four Grade 2 classes, which means
that the laboratory is booked up for four full hours per day. Here, the
children would line up ahead of time and be waiting outside the door of
the laboratory just as the lights inside were switched on and off, teli-
ing the children to finish up. (It has been suggested that this DET
school was proposed as a recipient of the Writing to Read system . pre-
cisely because it is so well managed. (H.P. Kotze, pers. comm.)).

To return to broader issues of management; there is a pot-pourri of
points to be made here:

a. The PEUP village Std 2 teacher got her children to manage themselves
admirably, apart from her own broader management of whole groups. When-
ever the children have finished doing their occupational task or class-
work, they would automatically fetch their readers. {any of the three
languages) and carry on reading.

However, this same teacher's pupils, when they reach Std 3, no longer
occupy themselves. One reason for this is that they cannot easily move
out of their long desks (five sit in a desk designed for four), but the
reason the children themselves gave us was that they don't bother to do
it, '""because the teachers come in too quickly". In fact the periods are
generally shorter in Std 3, because there are rather more subjects to
cover. The Std 3 teachers we interviewed said that teachers find it
hard to finish their lessons within the allotted half an hour, and so
often the next subject teacher has to slip in, sit down, and wait. So,
it seems that children's self-management skills are strongly a function
of what the:situation will allow them to do.
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Picture 4: Std 2 children fetching reading matter

Picture §5: The Std 3 children unable to move freely

b. The teachers have a large burden in the number of books they are ex-
pected to mark. I(f the pupils have done three written exercises in a
day, the teacher will have 180 books to mark. Because of.the orientation
of the PEUP towards creative writing, and because there is a shortage of
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reading materials in the different subjects, the children generate a
massive amount of writing. In the DET school, however, there is no such
emphasis, and the children's books are relatively empty by comparison.
To compound the irony, the DET children are examined on what little is
in their classwork books (and this may be a gaunt skeleton of "facts''),
but the PEUP children are not examined on their plethora of writing ex-
ercises (and yet these are not evaluated thoeroughly in an ongoing way, a
point which we make elsewhere)}. '

c. The PEUP teachers often have the children singing while changing
from one activity to another. The songs are either Setswana or English
(MAPEP) songs, and serve the function of signalling to the children what
they should be doing, stopping them from carrying on with their current
task, and obviating an idle chatter while children move about the class.

d. A perennial problem which can cause a surprisingly large hiatus is

‘the shortage of pencils. The children are often without even the small-

est stump, and they are usually asked to borrow from their friends. The
children do not always admit to their needs and may either not report to
their teacher what their needs are or else wander around until the
teacher asks them what the matter is. A great deal of an individual's
time 1is hereby wasted. - When the Grade i teacher finds a child who
hasn't owned up to not having a pencil forty minutes into the lesson,
she irritably says to him that he doesn't like school: this is a rather
broad inference for the teacher to have drawn! (This same class, when
they were going to be photographed on another occasion, were all sup-
plied with long, sharpened pencils.)

€. A moderately high level of noise is tolerated in the PEUP class-
rooms. The teachers would discipline the children in mock seriousness
e.g. "I'm going to check your books; just continue making noise, but if
| find you doing no work, mmm!" But this teacher could make a joke too:
she asked one child if she was holding a church gathering and giving a
sermon. The teacher-centred classes tend to be much less tolerant of
noise - here noise is a signal that due attention is not being paid to
the unique source of information, i.e. the teacher.

f. The teacher may not be training them to look ahead: for example,
when they have been to the toilet, she asks them if they have washed

‘their hands, which they haven't, and therefore get an opportunity to go

out for another five minutes. It is astounding that this should happen
when the children are two-thirds of the way through their Grade 1
programme. But this may not be altogether culture-specific: the con-
vent school teacher also seemed to expect her Grade 1 giris to act
thoughtlessly and without due consideration for the consequences.

g. The grades children seemed very relaxed with their teachers. They
pushed and pulled, and tried to get their teachers' attention. The
children did not always know what they are supposed to be doing. For ex-
ample, the Grade 1 children could show ‘a  measure of passivity until
their teacher showed them exactly what to do. For example, in the vil-
lage PEUP school, the children refused to change from religious educa-
tion to maths until the teacher had specifically instructed them.

h. There is the concept of uniformity of practice which prevails In the

PEUP which is not always to the advantage of the younger children. For
example, the youngest of the children have to write the subject, their
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grade, and

the date, whereas the first two pieces of information are

competely redundant, e.g. Grade 1: Dipalo: Phukwe.

Picture 6:

The headings written for each lesson.

Picture 7:

“Cleaning the classroom at breaktime
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i. The children take responsibility for cleaning the classroom in the
PEUP. The children in the DET have the bigger children coming to clean
their classroom, and the convent has a full-time cleaner. The children
clean their classrooms twice a day, at break and at the end of the day.
We found one group of small children using little rags, and they didn't
want a broom, because that would oniy get stolen. Other children might

use grass broom heads. j. The children's self-management skills are
considerably better when they are about to embark on a task they
manifestly enjoy. e.g. in a Grade 2 class, the writing lesson, versus

environmental studies; in the writing lesson, only 26 of the children
actually got on to the beginning of their task in the time allotted, and
the children seemed able to find their books much more efficiently in
order to draw a picture for environmental studies.

kK. It may be the case that the ''urban'' children are much more likely to
manage themselves quickly than are the “vullage” children. The former
children are better turned out, and move more quickly and confidently,

Picture 8: Confident urban children enjoying an outing

1. The 'time on task' appears to increase greatly with teacher-centred
teaching: in other words, a great deal of time is spent on management in
group-centred classes. This phenomenon 1is also reported by Galton
(1987} in British classrooms. He observed that only 50% of all class
time was spent on tasks. However, children continue to learn at the ex-
pected level. |t would seem to make sense that if children are learning
to manage themselves and also their own learning, they might well re-
quire less dr:lllng to assimilate a given amount of content.

To summarise the main pounts that need to be borne in mind about manage-
ment :

*  Although we have not discussed groupwork directly, the use of this
method has different implications for management than conventional
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*  Although we have not discussed groupwork directly, the use of -this
method has different implications for management than conventional
classwork: it would necessarily be more complex, and expect more
from the children.

* There are still widespread manifestations of difficulties with the
management of time, although the level of problem varies from
teacher to teacher. _

*  Management s also a function of physical resources; for exa@ple,
there are certain things pupils cannot do if they are trapped in a
desk as opposed to freely seated around a table; children .without
pencils slow the process of learning for everybody. )

%  Younger children bear themselves differently from older children,
and a difference also obtains between ''village" and "urban chil-
dren",

* Although it is easier to control the children in a tea?her—centred
class, - there are certain skills of independent learning that the
children will not learn in this environment. Also, the apparent
orderliness of such a class may have a false positive value within
the school system. Nevertheless the teacher-centredness of the con-
vent school contains much more cognitive activity in interchange
than does the teacher-centredness of the DET and PEUP classes where
it obtains.

3.5 GENERATING POSITIVE AFFECT

One of the tasks of the teacher is to bring the children to a point
where they would like to learn, even though, in practice, they. do not
have a great deal of control over what or how they learn. It is gener-
ally supposed that children will learn more effectively if they are
favourably disposed towards what they are doing. It would seem that a
positive attitude would lead towards positive affect.

In the situation that we were researching, it would seem that the con-
trol of affect is.patently the domain of the teacher, who by and large,
has relatively passive, biddable children. However, the fact that the
children are not affectively autonomous, can make them part of a closed
system which is dominated by the teacher's general attitude and specific
mood. The children will watch for signs of tolerance and latitude very
closely.

In practice the teachers seem to have a very pragmatic approach to their
children's affect; they think that they have a job to get done; they are
not entertainers, they don't need specific affirmation from their pu-
pils, but they have particular expectations about what good learning
behaviour entails. It entails doing what is expected of you, and not
attempting more than that unless it is explicitly asked.

The notion of generating positive affect seemed rather strange to many
of the teachers whom we talked to. They puzzled over it somewhat and se-
veral of them came up with the notion that it was good to activate a
spirit of competitiveness amongst the children. This they thought was
best done by asking children to do extra work, and then to hold up this
work as a model to the rest of the children. We found the observations
rather startling that it is a good thing to compare children publicly,
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We had discussions with the teachers about the effect of having differ-
ent ability groups within one class. It was clear that the children
know what the significance of the different groups is, even when they
have names, rather than rankings. By the higher classes, the children
will openly talk about how slow Group 3 is. The teachers have very few
expectations from the slowest groups, even at the earliest stages; when
we asked a Grade 2 teacher to get children from Group 3 to describe com~
mon cultural experiences |ike what a wedding is, she clucked her tongue
before the children and said that we could expect little from them. It
is not clear what the long term developmental effects are on children
who are labelled from a very early stage as having very little promise.

During the course of teaching, explicit personal praise for a child was
never observed. The teacher might get the class to acknowledge correct
or good work by having them clap or wave ("shine'), and the common
understanding between teacher and children is that encouragement is bet-
ter than criticism or cruelty. '

While some teacher mentioned the encouragement of competitiveness, there
were others who referred to the things that children 1iked when learn-
ing. They had in mind specifically, learning the ‘‘play way" (with the
younger children), as well as learning with the aid of pictures (''chil-
dren find it hard to learn about things just by talking about them"),
and also dramatisation. In our observations, we saw many instances of
teaching with pictures, and while it is clear that children are stimu-
lated by them, they are often used to teach content rather than process.
However, the children would obviously be drawn to them, especially when

they live in a drab environment, unenlivened by picture books or tele-
visijon,

it is also clear that the children thoroughly enjoy oral performance,
whether it is telling of news, a story, or a group dramatisation. This
predeliction is well-attested.

Picture 9: A Grade 2 class enjoying oral work around a MAPEP poster
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formance, whether it is telling of news, a story, or a group
dramatisation. This predeliction is well-attested.

In many of the classes there was a teacher's 'pet'. |f the teacher had
her own child in the class, she or he was invariably the pet. The pet
was usually a very competent child, who was asked to do many of the rou-
tine ‘'chores' that delight a childish heart. The child would very self-
consciously go about her tasks. One noticable exception to the rule was
found when we went to give a class a presentation for participating in
our science research. When the teacher received his present he called
upon his "favourite" boy to come up and open it.  When we asked why this
child was his favourite, he said with a smile ~ '"Because the other chil-
dren undermine him'. The boy very proudly opened the parcel, which con-
tained a tie, and showed it to the enthusiastic class. After this the
teacher called upon another child to make a speech of thanks. Instead
of it being the child most adept at English, the teacher called forward
a rather hesitant girl, and interpreted what she said slowly but . sin-
cerely in Setswana.

There - is a certain ascerbity in the school environment that is readily
noticable to Engilsh speaking researchers. Quite clearly a different
system of affect Is operating. - Since its parameters and specific ef-
fects have not yet been documented, final comment is reserved except for
the observation that this might be a very fertile ground for research.

Recently published work by whlting and Edwards (1988) indicates that
there may be gross differences in school discipline across.cultures; for
example, they describe the harsh discipline of Kenyan teachers with the
laissez-faire attitude of Indian teachers. They do not, however, attempt
an explanation of what might underlie these differences.

In the lower primary, given the nature of the tasks, the children are
likely to experience a certain amount of self-determined competence.
However later the classroom atmosphere becomes more formal, and it seems
to be the case that the locus of control is clearly the teacher. This
shift in the locus of motivation has been noted in other educational de-
partments {cf. Green and Foster, 1985}, but the disparity between the
lower and the higher sections may be the more noticeable in a situation
like the PEUP for at least two reasons: the higher primary teachers
fall back onto authoritarian (extrinsic motivation) styles either be-
cause of the demands of the curriculum, or because they have not fully
internalized a viable alternative model to the traditional pattern.

In summary about generating affect then, we have observed that:

*  teachers have a pragmatic approach to getting their work done;

*  they mlght often encourage explicit comparison and competitiveness;

*# at least in the grades classes, they understand what kind of learn-
ing their pupils enjoy; -and

* they are working within a system of affect generated within a
goal/motive structure that would warrant further research.

We have come to the end of the overview of the four tasks_ of teaching
that the teacher undertakes. Most of the issues that have been dealt
with under mastery, coverage and management will be touched upon again
more or less explicitly in the following chapter, when we set out some
of the details of our observations on specific subjects.
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CHAPTER FOUR

ASPECTS OF THE LOWER PRIMARY CURRICULUM-

In this section of the report, we give what might appear to be an anec-
dotal impression of aspects of the curriculum. Strong conclusions about
the .teachlng of different subjects should not be drawn from the dis-
cussion which follows. However, the description Is given to offset -and
:omplement the abstract level of discussion in the previous two chap-
ers. '

k.1 THE MOTHER TONGUE

In all the schools we observed, the Breakthrough to Literacy method was
used for mother tongue enliteration. The South African editions have
been adapted from the course Breakthrough to Literacy, which itself was
prepared in Britain by the Schools Council Programme in Linguistics and
Engtlsh Teaching. in Britain today, some 30% of children learn to read
using this method.

Breakthrough is an lntegrated approach - reading, writing, oral work and
phonics are all meaningfully linked in a series of activities. In the
aims and objectives of the course, the syllabus requirements are more
than adequately met. The 18 objectives that are laid out in the Teach-
er's Manual (1982) cover a range of skills: for example, three of Its
purposes are -

tach child should:

* be able to compose sentences in his sentence holder, copy them
into his personal story book, and then read them back to his
teacher or to the other chlldren in the group;

* be able to write a story or a description at least three sen-
tences long, stimulated by a picture, and the given title without
explanation;

® be able to read fluently from the reading material which is part
of the course, viz. the Breakthrough readers, the children's own
readers and the '"tibrary' passed around.

Breakthrough is a child-centred method, as the child progresses at his
own individual rate. Teacher-centred work is done only in phonics. Ob-
viously each child is not taught individually, but within the small
group method, the child is on his own while doing occupational tasks.

Given the average time allocated to Breakthrough - 50 minutes per day -
the teacher would be able to spend about ten to twelve minutes with each
of the four groups.
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Picture 10: The class gathers for a Breakthrough lesson

The course is divided into three stages:-

1. The class is divided into four social groups. Each group is intro-
duced to the teacher's sentence maker and they gradually learn the first
set of core vocabulary words {thirteen words and seven prefixes). The
groups that are not with the teacher do simple occupational work such as
drawing pictures, practising letter patterns, etc. At the end of this
stage the children are assessed, tested, and placed into four ability
groups.

2. The children start using the pupil's sentence maker to do their own
reading and composing of sentences, and they learn the rest of the core-
vocabuiary words. They start reading their own work .and the Break-
through readers. When a child's sentence maker is full and he no longer
needs it for reading and writing, he is then ready for the next stage.

3. Here the. emphasis is on communication. 'The children write stories,
descriptions and reports, and read these and the Breakthrough readers to
one another and to the teacher. They have "“"broken through to. literacy'.

The children that were observed in August in the village school were
mostly at the Stage 2 level with the slowest group at Stage 1, still
learning their basic vocabulary. During a follow-up visit in November,
one of the groups had reached Stage 3 (about 20%) of the class, while
the rest were at Stage 2. The teacher éxplained that the rest of the
children would still have a chance to get through, as the children take
their kits with them for the first term of Grade 2. "After the Easter
holidays, the kits are given to the Grade 1 children, who will just have
completed their school orientation programme. o

Picture 11: Group One breaks away for individual work

The classes that we observed in the PEUP schools were all using a more-
or-less orthodox method with Breakthrough, although the children might
have been doing a slightly narrow range of occupational tasks. It would
be hard to say how effectively the objectives are met, since this would
have to be assessed on Grade 2 class at Easter time. However, the chil-
dren seemed confident and happy, and all were able to do some writing.

Picture 123 Group Three working on sentence development
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The DET school was using a rather impoverished conception of Break-
through, as the teacher had not been trained on the method, but had
merely observed it in the Moretele Circuit. Furthermore, she was the
only Grade 1 teacher who had used Breakthrough, and hence there was no
sense of team support. However, the principal was concerned that the
method should be used. The different groups were doing preliteracy occu-
pational tasks, e.g. copying shapes, and the teaching group had no sen-
tence makers, and merely drew the picture of the sentence they had
practised - 1.e. mother is cooking meat, etc.

The convent school, on the other hand, was using a richly adapted ver-
sion of Breakthrough. The Grade 1 teacher there, who has taught for 40
years, has adapted the method to be more phonics based in its orien-
tation. She teaches her children early phonics based on the core vocab-
ulary in the course(1). When the children have mastered this, they fly
through the words in the sentence makers: Stage 2 takes very little time
at all. |In fact, when we visited her classroom in early September, all
the children were through to Stage 3 already. They had read their way
through the English (UK) Breakthrough readers. It was startling enough
to see all the children doing free reading and writing. But what was
even  more startling was the contents of the reading scheme cupboard.
The teacher had no less than ten reading schemes in there, about 180
books in all and this did not include the more than 200 books in the
class library.

One of the difficulties with the use of Breakthrough and class manage-
ment is that at stage 2, when the teacher still has to hear the children
read their sentences, there is an immediate log-jam as the children
start to queue while she tries to work with another group. The schools
try to remedy this difficulty by having the principal come into the
class when it is Breakthrough time. In the British evaluation of
Breakthrough conducted by Reid (1974), the need for ancillary help was
also noted. The children need extra monitoring when they have written
their sentences, and when they want new words for their sentence makers.
Reid suggested that either vertical grouping (where more mature children
act as monitors) or the class not all doing Breakthrough at the same
time would help ease the situation. We suggest that either of these sol-
utions is in principle implementable, and that in the second option,
half the class could be busy with mathematics. There could be a 2x50
minutes session of Setswana-Mathematics.

This burdensome aspect of the implementation of Breakthrough should be
realistically addressed since it constitutes one of the central criti-
cisms of the method by policy makers. Some informal, in-depth research
into the practical solutions the teachers have adopted is strongly indi-
cated. Another aspect of the course which has been criticised by lan-
guage planners is that the breaking of the bound forms, the subject
prefixes, from the root noun is something which cannot occur in real
language. However, the proliferation of basic vocabulary cards which

{(1.) The core vocabulary is very similar in Setswana and English, e.g
words like home, mum, dad, bed, brother, sister, girl, boy, friend. The
bound morphemes in the two languages are rather different, and English
has prepositions, where Tswana has only highly specific locative words,
apart from the generalised locative ending.
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would result from putting singular and plural forms in separately might
render the sentence maker unworkable,

It was mentioned earlier that it is difficult to make a "realistic" ap-
praisal of the children's progress during the second half of Grade 1.
The way the course is currently impiemented gives the impression that
the children should have made their way through the system within the
course of twelve months. Yet Reid, in her appraisal in Britain, found
that there were children who needed the help of the sentence maker into
their third year of primary school. In the present context, this kind
of flexibility would require fairly sophisticated materials management,
since one set of materijals would have to move from class to class within
the course of a single day.

Picture 13: A Group One child reading fluently after six months

Apart from this practical suggestion about the continued use of the ma-
terials, it does seem necessary to recommend further work on the levels
of reading and writing achievement that can be achieved, in order to set
feasible objectives for the new junior primary curriculum. Only anec-
dotal evidence is available about the current levels of achievement.

Of general concern is the wide-spread observation that there is very
little children's Jliterature to consolidate the reading developmental
level that the pupils have achieved at this early stage. This lack of
literature 1is partly an anti-mother tongue heritage of the apartheid
pelicy, more recently compounded by vested national language planning
interests. This is a great pity since the exposure of children to story
books, preferably before school, is a factor critical to general aca-
demic achievement.

The British experience of Breakthrough showed that children developed

interest, confidence, and a sense of achievement when using it. This ob-
servation 1is widespread amongst local proponents of the approach. What
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we saw was that children showed the greatest sense of achievement in
Grade 1, when the demands of mathematics is not yet great, nor yet the
load of a second and later a third Jlanguage. There seems to be an
unbridled enthusaism for learning, here.

One of the most marked impacts of Breakthrough has been on the funda-
mental orientation of the teacher. !t is probably true to say that the
cornerstone of the building of a child-centred curriculum is in the in-
troduction of Breakthrough. When the teacher learns to use Break-
through, she is given the basic tools of child-centred groupwork. It is
difficult to conceive that the PEUP could have made the innovations that

it has, without building on Breakthrough.

in the use of Breakthrough we saw typical patterns that emerged in other
aspects of teaching, such as time management, and the management of
groups. Holderness {pers. comm.) reports that the PEUP have even
produced a tape-slide show demonstrating the effects of the Breakthrough
method across the wider curriculium. The group and time aspects are
taken up in other sections.

Apart from Breakthrough, the teaching of the mother tongue as a subject
continues through the rest of the school curriculum. It is outside the
competence of the present author to make detailed remarks about the ade-
quacy of the learning materials in specific linguistic terms, but some
tentative observations may be made. Some specific empirical observa-
tions will help to paint the picture of the general orientation towards

mother tongue learning.

Picture 14: A typical PEUP library trolley

One Grade 1 teacher doesn't read to her children, because she feels that
she can't control them; instead, she tells them a story. She doesn't
feel that it is necessary to read to the class. (This teacher, and most
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of the others don't read to their children at home.) They don't have any
books on the library trolley for this level, and the library trolley,
such as it is, resides in one of the Std 3 classrooms. |t does not have
any Setswana books on it.

The children whom we observed seemed to find phonics very easy; their
auditory discrimination is very well developed, possibly because of the
regularity of the spelling system. The children shout out the answer to
the teacher, and also insist on going on with the lesson: it 1is obvi-
ously a pleasurable experience. The teachers seem to use the phonics
lesson also as a vocabulary building exercise.

The teachers feel free to exercise their own creativity to a large ex-
tent in the mother tongue. Ffor example, one Grade 2 teacher developed a
vocabulary lesson on words to do with '"fastness' and '"slowness'; the
vocabulary documented attests to the richness of the Setswana vocabu-
lary, although in this particular instance, some of the words might seem
of little relevance to the children.

in line with group differentiation, one teacher gave a lesson on wheat
farming, and then asked the Group ! children to write an advertisement
for wheat crops, Group 2 children to write a letter asking for a loan to
pay farm workers, and Group 3 children to write sentences using specific
words.,

There seemed to be marked difference between what the teachers could
achieve with the children in the two different PEUP schools. For exam-
ple, one Grade 2 class wrote more structured creative writing, while an-
other class wrote much more rambling discourse. The device of using
magazine pictures to stimulate creative writing must sometimes seem bor-
ing to children: often people will be looking happy and doing predict-
able and perhaps desirable things {for isn't this what }iving in
advertisement world is like?) It is a great pity that children can't be
stimulated further by pictures of increasingly more complex situations
and processes.

The teaching, including religious education and the mother tongue, tends
towards the moratistic. For example, one teacher transforms a story
about a singing rooster who wakens a bear, into a moralistic tale - that
one should not disapprove of what others do, just because one is bigger.

The children will often speak a local or township dialect, but the
teachers will be expected to speak the standard. The teacher would speak
in the standard, and the children would respond in the dialect, and be
corrected by the teacher. This problem is particularly severe in the
village school, where the local dialect is a Sepedi dialect of Ndebele.
(The Bophuthatswana Department of Education runs only Setswana-medium
schools.)

However, in many cases it seemed that the teacher has not mastered the
standard dialect. Evidence of this was attested in both the teacher's
spoken language, as well as language on the visual aids. The most obvi-
ous’ instances of this occur with teachers who have learned Sepedi as a
second language, and are then expected to teach Setswana (they will not
easi;y be sensitive to Tswana dialect differences themselves in this
case).
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The materials that are extant date from the sixties, when several lan-
guage series were developed. As might be predicted, they are
structuralist readers, with stories and discrete point language exer-
cises. The development of language teaching theory would indicate that
they are deficient in areas only recently developed, such as the teach-
ing of writing skills - narrative and expository, and the teaching of
higher order reading skills such as skimming and scanning, note taking,
etc. The narrowness of the older conception of language learning is re-
flected in the narrowness {at least of the Department of Education and
Training) of the syllabus too, although current initiaives at syllabus
revision should go some way to remedying the situation.

In the PEUP there are teachers' resource guides developed over the past
nine years. The concern in this work seems to be to preserve particular
aspects of knowledge about the Batswana culture (perhaps it could be
aptly named Batswana Studies), although much of the work is creative and
ingenious. Here though there are diminishing returns, with the guides
for the early classes showing real sparkle and creativity, while the
fater ones are hardly better than the language books they are meant to
supplement.

What is presented now is a brief summary on the received theory of read-
ing (cf. for example, Chall, 1983) with commentary on the difficulty pu-
pils would have in passing from Stage 2 to Stage 3.

The stages of reading that we would assume that the children would take
are the following. In the first stage of initial reading, the essential
aspect is learning the arbitrary set of letters and associating these
with the corresponding parts of the spoken words. |In this stage chil-
dren internalize cognitive knowledge about reading such as what the let-
ters are for, how to discriminate between the levels, and how to work
out when a mistake has already been made. The transition from Stage 1
to Stage 2 comes when the child discovers that the spoken word 1is made
up of a finite number of sounds. Because it is difficult to hear the
same sounds when they are .in different positions in a word or different
contexts (i.e. following vowels or consonants) a capacity for ab-
straction seems to be Important, even in Stage 1.(2)

Reading in Stage 2 consolidates what was learned in Stage 1. Stage 2
reading is not for gaining new information, but for confirming what is
already known. Because the content of what is read s basically famil-
iar, the reader can concentrate attention on the printed words, usually
common, high frequency words. The reader can take advantage of what s
said in the story, matching it to his knowledge and language. More com-
plex elements of phonics may be ltearned. In summary, what most children
learn to do in Stage 2 is to use their decoding knowledge, the redundan-
cies of the language and the redundancies of the stories read. They gain
courage and skill in using context and thus gain fluency and speed. It
is not clear whether the children we observed have the library resources
to make the gains that they should at this level. |t seems to be logical

(2.) The development of metalinguistic knowledge in the narrowest sense
of vocabulary such as word, letter, sound, etc., is well designed in the
concrete aspects of the Breakthrough Materials, as well as in the phon-
ics exercise, which is thoroughly integrated.
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that they would need a wide exposure to story books, something which
they simply do not have.

The kind of environment that fosters Stage 2 is one which provides op-
portunities for reading many familiar books - familiar because the sto-
ries are familiar, the subjects are familiar, or the structure is
familiar, as in fairy tales or folktales. The notion of familiarity
could be problematical in the context under discussion; while folktales
do seem to have currency, other, more sophisticated situations may be
Tnacce?sible to the child, and hence render them more difficult to ac-
cess via print,

The greater the amount of practice and the greater the immersion in
reading materials, the greater the chance of developing the fluency with
print that 1Is necessary for the difficulty ahead - the acquisition of
new ideas in Stage 3. Children are at a serious disadvantage if they do
not have access to books in the home, or from libraries. I[f children do
not have books, they lose out on the emotionally confirming experiences
that books and reading matter bring. Preliminary data from the Socio-
Cognitive Milieu Project at the HSRC indicates that for township pre-
school! children books are rare but salient objects; the books the
children tend to interact with are school textbooks of elder siblings
(Liddell, pers. comm.). They would therefore perhaps have high status
but not high instrinsic content interest value: It would be preferable
that they would have their own story/picture books to interact with.

It is important that the lower primary phase attempts to bring children
to Stage 3, where they start on the course of reading to ''learn the new'
- new knowledge, thoughts, information and experience. Because their
background (world) knowledge, vocabulary and cognitive abilities are
stitl limited at this stage, the first steps of Stage 3 reading are usu-
ally best developed with materials and purposes that are clear, within
one viewpoint, and limited in technical complexities. Very little new
information about the world is learned from reading before Stage 3; more
i§ learned by listening and watching. However, with Stage 3, reading be-
gins to compete with these other means of knowing.

In the current curriculum (DET and Bophuthatswana) learning about new
experiences opens up dramatically at Std 3. In the newer curriculum as
it is currently conceived, much of the subject matter of Std 3 is being
put into the Std 2 syllabl. Hence, this new learning would of necessity
take place in the mother tongue. Currently, the children are expected to
tackle these new frontiers of information in English; so, much of what
has been said about reading is apposite to the learning of the second
language as well, which compounds the learning demands of the pupil. Be-
fore we pass onto further discussion about Stage 3, it should be remem-
bered in general terms, that this development will probabiy be
contemporaneous with the language medium change, in whatever way it is
finally conceived in detail.

in Stage 3, readers need to bring knowledge and experience to their
reading, if they are to benefit from it. Children also need to learn a
process - how to find information in a paragraph, chapter or book, and
how to go about what one is looking for efficiently. It is very impor-
tant that children reach the beginnings of Stage 3 before they have to
deal with typical content subject textbooks. Otherwise they are in dan-
ger of never keeping up with the rapidly growing demands of texts in the
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higher primary school. However, if they do not get adequate exposure to
“familiar" texts in the lower primary, they are likely to falter and
fall behind for the remainder of their school careers.

While Stages 1 and 2 are necessary for the development of Stage 3, they
are not sufficient for its development. In order to move easily to
reading the more difficult content materials in Stage 3, pupils need to
know more words and concepts, they need more information on a background
level, and they need to be able to reason on a more mature level. Thus
growth in language, knowledge and cognition are needed along with a
growth in decoding and fluency. The growth in language can be achieved
by a rich lower primary reading programme, but the knowledge and cogni-
tive learning must simultaneously be nurtured through an enriched mother
tongue literacy programme.

In this section, we have looked at the early acquisition of literacy
skitls, as well as later language work -

* Breakthrough was used in all the Grade 1 classes that we observed,
and this seems to be a system that works very productively. However,
the more direct use of phonics in the system might prove useful;

* there are possibly problems generated by the fact that the teacher
and the children are not always able to speak the standard dialect;

* the materials that are available for the child to learn from after
Grade 1 are either rather conservative or perhaps a little too ori-
ented to cultural {rather than language) studies; there is clearly
room for development of language schemes that address the full devel-
opment of all the language skills, i.e. reading, writing, speaking
and listening;

* it seems unlikely that the children are able to develop their read-
ing skills to a high level required for extracting information (al-
beit simple) from expository text. |f these skills are not developed
in the mother tongue, they are unlikely to be developed in the second

Tanguage.

L.2 AFRIKAANS

Afrikaans is taken as the third official language in the PEUP (after
Setswana and English) and the second official language (the mother
tongue not having official status) in most of the DET schools. This
means that it is introduced in Std 1, and continues as a subject for the
rest of the school curriculum. In the convent school, Afrikaans is in-
troduced at an oral level from Grade 1.

It seems as though there was no communicative Afrikaans course for sec-
ond language learners available at the primary level (but we do know of
materials writing currently under way). The courses used in the PEUP
and at the convent are structuralist in conception, and furthermore,
have insufficient support material for meaningful learning. ‘For exam-
ple, in one Std 1 lesson that we observed, the teacher was ‘teaching
children about energetic and lazy boys, and there was nothing in the
text to give children any idea what these terms might refer to.
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The PEUP course is also far too long to be finished in a conventional
year. Apart from this, many of the children do not have copies of the
books; this means that they have to take turns to use the books for do-
ing classwork exercises. Otherwise the teacher has to write up class-
work exercises on the chalkboard.

In order to serve the needs of differentiation, teachers try to adapt
the lessons for their three groups. The problems of contextualisation
(making the situation meaningful and relevant) are only compounded in
this attempt. In their attempts to adapt the materials, the teachers
also  try to make materials more like MAPEP, for example, starting with
an oral session based on a poster. For example, one teacher drew a pic-
Fure of a farmyard to give an oral introduction to her lesson. However,
in this attempt, she had covered very little of the programme as speci-
fied in the textbook, and so this kind of exercise might cause problems
if the textbook series is tightly integrated, and the children start a
new book every standard.

The way that the course material is set out will also encourage teachers
to treat vocabulary as a separate aspect from its use in context. For
example, a Std 2 teacher gave a whole lesson on the names of tools e.g.
hammer, screwdriver, and these were learned as discrete items. Another
Std 2 teacher (DET school) composed a little routine about different
Jobs and their functions, and the pupils spent the best part of two pe-
riods reciting the lines in turn, by rote. To exacerbate matters, the
teachers tend not to give their classroom Iinstructions in - Afrikaans,
which is the one situation in which they could use meaningful language.

In one class, the teacher had prepared a structural pattern for the
teaching group, which required the minimum of comprehension. They were
to make sentence patterns from the substitution table:

) omdat
Piet het sy jas aangetrek Dit was koud wanneer
as

The word order change required could be effected without understanding
anything about what the sentence was about. The children patiently took
turns to make the different sentence patterns. At the same time the
other groups were doing exercises for which they were ill-prepared.
They did not know what a “werkwoord' (=verb) is, nor did they know the
meanings of the words they were to make sentences with. This was one
occasion that there was more participation than observation from the re-
searchers!

There is the appearance that the children understand very much less
Afrikaans than English, partly because the English courses are superior,
partly because they have a positive orientation towards English as fu-
ture medium, and partly because they start learning Afrikaans later. Al-
though we cannot- make any definitive statement about the standard of
Afrikaans, we can moot the possibility that learning a third language is-
detrimental to the learning of the second language that is to serve as
medium (cf. Haasbroek and Botha, 1988).

In summary, Afrikaans tends to be taught as the second officia! tan-

guage, anﬂ. it is not taught communicatively. Where teachers attempt to
adapt materials or construct their own, they run into problems. It Is
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possible that the learning load of the children could be lightened by
introducing the second official language rather later in the curriculum.

k.3 ENGLISH

There are two major sources of data on English on the present project.
The first is from language tests which were specially devised to answer
questions about the children's competence to deal with Std 3 through the
medium of English. Ffull details of this work can be found in another
final report {i.e. English Language Skills Evaluation - (ELSE)  Final
Report). The second source of data is the disparity analysis which
looked at MAPEP and New Day-by-Day in relation to Std 3 science texts.
Full details of this work can also be found in .another final project re-
port ({(entitled Disparities between Std 2 and Std 3 demands). The pur-
pose of the present description is to give the reader an immediate
‘impression of the actual practice of teaching as it occurs day-to-day,
and no final statements are made here. The reader is referred to these
other final reports as well as to the Consolidated Main report for a de-
tailed, integrated account of English in the curriculum.

The PEUP teachers principalily use Macmillan's Primary English Project
(MAPEP), although they have the option of using Day-by-Day as well. The
MAPEP course consists of a kit with pupil's book, teacher's book, a set
of wall charts, and later, supplementary readers and dictionaries. The
course is more oriented towards oral work than reading, and the teachers
seem happy to develop differentiated group activities off the wall
charts and exercises in the Pupil's Book.

Picture 15: Small group work with a MAPEP poster
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The focus on differentiation leads to the course not being used as it
was originally intended to be. For example, it allows teachers to use an
undue measure of repetition and drill if they are so inclined. For ex-
ample, one Std 1 teacher, not yet fully inducted into PEUP method got
her pupils to repeat They are playing with a ball five times. She taught
pronoun substitution by getting the class to repeat She stands for a
girl six times (with no comprehension).

However, there is considerable variation in the system. One 5td 2
teacher gave a beautiful lesson, using a MAPEP poster that shows farm
animals, house and farm birds, as well as wild animals. She only re-
peated her question once, using a very natural rhythm. She went through

the vocabulary, soliciting contributions from the children. She then
asked questions Tike: Which one is the fastest? How do these farm ani-
mais help us? Which animals help us with miik? (cow, goat, sheep).

With the second group she actually told the children which animal can
run the fastest, and which can jump the highest. Where children showed
some hesitation, she prompted with a short Setswana question {e.g. Tse
di _jang nama = Which one eats meat).

A Std 3 teacher gave a lesson which tried to be a good compromise be-
tween the PEUP and the MAPEP course. The story was about Narcissus and
how he met his fate. By this stage in the MAPEP course, the pupils are
expected to use a small dictionary. Even though the children had learned
how to do this (in other words the lesson was not concerned with teach-
ing the use of a dictionary), the teacher made very heavy weather of the
looking up of different words. The effect of this was +to lose the
thread of the story. The teacher also got the children to chorus an-
swers at regular intervals. The words they looked up were naughty, pun-
ishment, and love(3). The teacher made language errors that would
surely affect the children e.g. That one looks oneself in the mirror.
At the end of the input, the pupils wrote their 'newly' acquired vocabu-
lary in their dictionaries, without any explanation, notes or examples,
Their personal dictionaries were innapropriately named ''Phoenics'' books.
Finally, the teacher used the multiple choice exercise designed for
written comprehension as listening comprehension, and this the children
found very hard to do.

Both MAPEP and Day-by-Day rely on their initial content material being
close to the everyday life of the child. At times this does injustice to
the richer experience that medern urban children have. Also, they do
not teach the children to make the all-important transition between nar-
rative and expository text.

The observations of English teaching in the DET school were very differ-
ent from PEUP English, for two reasons. Firstly, they were not using a
well-established, conventional scheme. So for example, a Std 2 teacher
got children to bring pictures of kitchen furniture, and then
laboriously taught them vocabulary from this. A Std 3 teacher who spoke

3. Looking at the last word, there were two things of interest here. The
sentence dictionary used did not help the children to discriminate be-
tween loving an ice-cream and loving a friend! Secondly, the teacher was
not able to control the phonetic difference between loved and laughed
which occurred close together in the story.
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very good English, told the children a story in very natural Intonation,
but then drilled the children on sentence patterns.

However, the experience in English lower down in the school was very
different. This was because the Std 1 children had just ?om?ieted_ a
year of experience on the IBM Writing to Read Program. Th:s is a_htgh
technology approach developed in the Unit?d States of gmerica for minor-
ity group mother tongue speakers of English. The net impact of the im-
plementation of the programme at the school ha§ been a very keen
interest in English, and a very high standard of English: {In this re-
port we do not make reference to the larger, structural'lssues affecting
the implementation of such a program: these issues, wh!ch must be taken
seriously in a developing, expanding educational systemic context, are
addressed at length in the Inter-University Evaluation of the IBM Writ-
ing to Read Project (1988).)

One of the learning stations in the laboratory Es.for reaqing, and .for
this 54 titles are provided. Under the condltl?ns of |mp]emeqtat|on,
the original American titles are supplied, along with tapeq readings of
the stories by American readers. The children love to listen to these
stories, and despite the fact that the stories and ac;ent are out of
context, much genuine learning has taken place: the cﬁllqren.are able to
read from these books fluently, and there are real indications of com-
prehension as well. The recordings of the stories have also encouraged
the children's oral fluency and confidence. We interviewed a few of the
Std 1 children, and they were more articulate than_the.b§st of the Std.3
pupils. However, the 5td 1 teacher was noF capitalising on thg rapid
development, and she was teaching them according to some conception of
what children in Std 1 ought to be able to do.

The Grade 2 teacher, on the other hand, was including as much English in
her everyday activities as possible. Her English competence was much
better than that of the Std 1 teacher, and she was able to do this very
naturally. What was instituted in Grade 2 {but lost.by Std 1) was the
class library, constituted by books that individual Chl]dFE? ?rought to
class. The children -were able to read after they had flnlshed‘thelr
other tasks. (| have arqgued for the centrality of the classroom llbrary
as an instrument of reading development in the English Language §k:]ls
Evaluation Report.) |t seemed to us that advantage that the. chl]drgn
had gained might be lost later as a result ?f the poor English profi-
ciency of teachers accustomed to-teaching English at a very low, struc-
tural level, not being used to wusing English for more general
purposes{4).

(4.) Although our research at the DET school yielded very iqtere§t|qg
observations, we do not go into in detail here about'them, since it is
unlikely that any more than a minute proportion of ch|ldr§n wn]j have
the privilege of using the IBM system. Data on oral aqd written language
is cited in our English Language Skills Evaluation Report, and the
reader is referred to the DET Comparative Evaluation Project condugted
by the HSRC (Kroes and Walker, 1988) which assessed this system against
others.,
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Picture 16: The Grade 2 class library at the DET school

The principal challenge for the child through the course of the whole
primary phase is the transition from narrative to expository text. . |t
seems to be beyond dispute that the ''story grammar', a textual schema is
readily and early learned. However, it is a great deal more difficult
to learn the textual schema for expository text. For one thing, it Is
less natural; for another it is intrinsically less interesting to the
child. Where the child comes across unfamilar material, he can either
assimilate it to his existing knowliedge structures, or accommodate it by
constructing altered or new structures. The novelty of most expository
information ensures that readers will have some difficulty with fitting
it in with their existing knowledge structures.

Although real competence with expository text is a relatively late ac-
quisition, it is worthwhile considering it as an endstate that the lower
primary child is working towards. The adult or competent reader would
extract specific (propositional) content from the text, and then through
deletion and generalisation, would construct the gist or important con-
tent from the passage. The adult reader is much helped by an overview
of the passage, or the topic sentence of the paragraph, but it seems
that it takes children some time to be able to do this. The fact that
the mature reader is much helped by first-sentence main idea statements
indicates that early expository texts should be very carefully con-

structed, in order to train the child on the structures that can help
him to comprehend.

However, as much as the child needs text schemas, he also needs content
schemas. By this is meant that the writing of early texts should take
into account the child's state of cognitive development, but especially
his state of awareness of what will often be strange and unfamilar
ideas. Research is needed about the child's current conceptions in or-
der that we can work from these outwards.

This - current research did not take into - account children 1eérning
through the Bridge to English courses, which is the third major scheme
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the market. This course takes cognisance of across-the-curriculum learn-
ing, and attempts to meet the child at his specific skitls !evel. The
course also addresses the reading and writing skills that children will
have attained for effective learning in English. Unfortunately there are
not yet any children who have completed the Std 2 course so th? Thresh-
old Project has been unable to do any rigorous disparity analys[s on the
materials. (There is reason to believe, given the current time allo-
cation for learning English in the lower primary, and given the teach-
ers' pace of teaching, that the children would not be able to complete

the courses as they are currently compiled.)

In summary then, we observed pupils who were learning English as the
first official language, in other words, preparing for using English as
the medium of instruction. In the PEUP schools, the MAPEP course |Is
chiefly used. As with the mother tongue and Afrikaans, the teac?ers
adapt the course to meet their needs for differentiated group teaching.
There is variation in the quality of the teaching, and some of the
teachers have weak personal English competence. In the DET school we ob-
served the first generation of children to have learned with the aid of
the IBM program - Writing to Read. While the effects of the system
seemed to be considerable, it should provide a challenge to the teachers
to keep up with the gains accrued. We have not observed any use of work
that is adequate to the demands of the curriculum in terms ?f the con-
tent and skills required in the content subjects, or the feadlng sklfls
required to deal with expository text in English. The Bridge to English
courses seem to be promising in these last two respects.

4.4 MATHEMATICS

The Threshold Project planning specifically excluded the stgdy.of_ math-
ematics, because it was thought to be a specialised topic in its own
right. However, a few specific comments in passing are offered here, to
gain a more complete picture of the curriculum.

The most frequent use of Tearning aids appears in maths. For example,
in one Grade 1 classroom the children had tins, batteries, bottle tops,
paintbrush handles, and wooden blocks. These are generally waste mate-
rials, and things that can readily be collected. The children seem to

enjoy using them very much. -

A specifically new invention in primary mathematics s the D?cima]
Board, which was designed by Hans Bodenstein. This is a learning aid for
use with the whole class, that costs less than Dienes Blocks, and-yet
gives the children concrete and perceptual aids to number .conceptlon.
It may be used independently from, or- concurrenFly with, regular
syllabus classwork. The effectiveness of this innovation has yet to be
evaluated ({this is to be done, by the HSRC), but it has immediate face
validity {in much the same way as Breakthrough to English has).

The use of differentiated groups in mathematics starts at the Grade 1
level in the PEUP. It is not clear that this is particularly necessary,
since the syllabus is so narrow at this point (viz. the addition and
subtraction of bonds of 10). The teachers seem to consistently underes-
timate the children's capacity. For example, one Grade i teacher gave
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children just five problems to complete in 50 minutes (and naturally the
work expands to fill the time available!)(5)

In many cases the children start to count in English from Grade 2. From
the earliest stages the teachers try to contextualise the problems. For
example, one teacher showed the group concrete blocks and said that they
were fat cakes that the children stole. However, the teachers feel a
need to explain before they let the children demonstrate their compe-
tence. For example, one teacher gave the problem: 11 - = 7, Many of
the hands went up, and then down again when the teacher said ''| must ex-
plain it first before you can do it."

Observation in the different schools lead us to the impression, which
would have to be further substantiated, that teachers start to have
trouble with explaining concepts from as early as Std 1. For example,
the PEUP village teacher could not deal with the concept of simple frac-
tions: She used an orange as a teaching aid, cut it in half, and -in
half again. She taught the children that if you cut a half you get a
third. Even though we helped her over her difficulty, she still didn't
get the idea clearly enough to help children conceptualise how to draw
and colour fractions. There were many muddled drawings that day.

The Std 2 teacher in the same school gave a wonderful lesson on frac-
tions, giving due emphasis to the fact that the parts that are divided
should be equal in size. She used paper that the children could first
fold, and then colour. She showed the children instances of non-
fractions {non-equally folded paper), and she asked the children to de-
cide what are true instances. However, the Std 3 mathematics teacher
undid the benefits the children had enjoyed from their Std 2 teacher.
She painstakingly taught them what they had very adequately learned in
Std 2 i.e. reading a clock (always called a watch) and to this she added
some errors. For example, she taught them to say things like It's 48
minutes past one.

it has been widely accepted that, if there is to be a gradual introduc-
‘tion of subjects being learned through the medium of English, that one
of the candidates for early introduction would be mathematics. it is
suggested here, that before policymakers act on the presupposition that
a limited vocabulary equals conceptual ease, that research be conducted
into the ability of teachers to introduce mathematical concepts in na-
tural and accurate English. Another area of specific interest is the
teacher's ability to explain what operations should be used in convert-
ing '"real world' word problems into mathematical terms.

In summary then, the present research has not focussed on the specific
challienges that mathematics poses for learning through the medium of
English. However, in the course of more general observation (and refer-
ring to specific previous experience) we found that concrete aids are

5. The low teacher expectations have been specifically experienced with
regard to mathematics on the Computer Assisted Arithmetic: - Research
Project. Here in-school work over a period of months with a Std 2
teacher enabled her to change the pace of her pupils' output from about
eight to sixty problems within an hour of group work. This altered pace
obviously required enhanced group management and child self-management
skills (Macdonald, 1985).
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found more commonly in maths than in other subjects; that teach§rs may
have conceptual problems with maths operations and the_ explanation gf
concepts in English. Reference is also @ade to the !mportance of the
teacher's accurate use of language in teaching mathematics concepts.

4.5 OTHER SUBJECTS

There are a number of subjects that comprise the pri@afy curr:culum.
For example, there is physical education and.handwriteng, neither of
which we would consider as having a primary bearlng on our.problem area,
that is, preparing the children for the medium of instruction.

owever, we should like to mention two subjects in particular. Firsg1y,

Ehere ;s religious instruction that is probab!y the bhest ta?ght subject
in the junior primary. We say this on the bas&s'of the confsdence. that
the teachers bring to the subject, and the creathlty.thaF is ap91!eq to
the subject in terms of story writing and dramatss?t|on.act|Y|t!e§.
Probably the least attractive aspect from Fhe observer's v!ewpoant is
the explict drawing of morals that prevails. For example, in the story
of Moses' flight from Egypt, the Standard 1 teacher went to some length
to impress upon the children that God is the F§ther of us all, and that
He will protect us from our enemies if we ask Him. (This |s.followed :by
numerous examples.) With the story of Zaccheus, the moral is drawn with
another anecdote that ‘we must try'': the pencil is put on the top of the
chalkboard and the child s asked to get it down. She has to fetch a
chair from about a metre away to achieve her ai@.. This was a fatuous
example, since the child's problem solving abilities were more than suf-
ficient to the situation.

This is an example of a theme which we inferred from '"our' perspective,
and that is of consistently underestimating what the children are per-
fectly capable of doing.

We should also like to make specific mention of environmental studies,
since it is the subject which is the precursor to the formal study of

history, geography and general science. |In the PEUP gnvironmentai
studies is started from Grade 1, but no resources are supplied for the
child. In Grade 1, the four seasons are the general themes. In Grade

2, themes include animals, plants, water, air, wind, sky, sun and
weather.

From Std 1 the teacher is suppliied with an e]ement§ry gener§1 §cience
book, which constitutes the curriculum. The shortcoming of this is that
simple geography and history themes are ignored for two years: Stds |1
and 2,
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Picture 17: Solving the religious problem

't is in environmental studies that we saw one of the few problem-
oriented lessons encountered during this research. The teacher asked the
children (Std 1) to go and pull out a weed from the far corner of the
schooi grounds. She sat outside and informally discussed the weeds with
the children. Unlike the usual content subject lesson, the teacher asked
questions which challenged the background knowledge and the reasoning

skills of the children. The following is an abbreviated summary of the
lesson:

Is it alive? No, Iit's not alive because you picked it. It's
not going to grow anymore. It is not breathing or eating.
Look at the four parts ... What is the function of the roots?
They support the plant so that they don't fall. It drinks food
from underneath. If its roots are dead, will it grow? What is
the function of the stem? It carries the food from the roots
to the leaves. What helps to make the plant green? Have vyou
ever seen the grass as green as this {(plant) in winter? The
stems hold the lteaves towards the sun. Where do the leaves
grow? Why are the leaves not happy in winter? Because the sun
is not so hot - its more cold. What holds the plant in the
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soi1? (Asks the functions again.) How does the plant grow?
Through the leaves. Asks the children to draw a tree and la-
bel the parts; and then write a story about the plant.

This teacher gave a great deal of information very rapidly. When we aft-
erwards looked at her handbook, we saw that there were two concepts
which she didn't teach, viz. simple vs non-simple plants and tap roots
vs bushy roots. However, if the children know as much as this in Std 1,
they will have no difficulty dealing with the section on plant structure
and function in the Std 3 syllabus.

In the DET syllabus, environmental studies begins at Std 1, and the
teacher is expected to develop her own resources for two years. By and
large the course is very poorly taught, with the children having very
thin content notes by the end of each year, perhaps as few as a dozen
pages of unconnected text.

Although the teaching of primary science or environmental studies Is
usually looked upon with some trepidation, its difficulties cannot sim-
ply be obviated, since they are key problems which the pupils expgri-
ence. One of the things that the teachers fail to communicate, since
they lack these themselves, are attitudes which are of value when learn-

ing science. These include:

curiosity: questioning, wanting to know

respect for evidence: open-mindedness, perserverance
critical reflection: reconsideration of methods and ideas
flexibility: recognition that ideas are tentative
sensitivity to living things and the environment

B O¥ N ¥ 3

Difficulties with these scientific attitudes include the fact that chil-
dren are not Iinvited to be questioning after the grades classes; the
notion of open-mindedness is foreign insofar as science is regarded as a
closed system; it is commonly thought that there is only one method and
set of ideas in science; because science is based on authority, there
can be no tentativeness in ideas, rather right and wrong ideas.

With the pre-adolescent child, it is commoenly thought that a set of sim-
ple process skills can be developed. These would include:

* observation: grouping, interpreting; similarities, differences

* raising questions: asking all kinds of questions

* hypothesising: trying to apply concepts and ideas

* devising investigations: working out ways to solve problems

* communicating: discussing observations, making simple records
and tabulations of these.

By and large the children we observed simply failed to make observations
in the strong sense posited above - perhaps this was because there s
generally nothing to observe, due to the commonly prevailing absence of
teaching aids. They did not raise questions - this would have seemed
inappropriate (cf. the following chapter, and also discussion in the
Reasoning Skills report). Neither the teacher nor the children made
hypotheses nor did they devise investigations - once again, there ‘is the
conspicuous .absence of authentic material. Finally, the notion of com-
municating seemed to be entirely foreign, as described here. The nature
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of the classroom communication will be further discussed in the section
below on groupwork.

Although we do not report on the teaching of science and mathematics in
any detail, what we have seen gives us great cause for concern, for
these two subjects are one of the two main foci of learning, the other
being the languages. The teachers are unsophisticated i the methods of
early science teaching, specifically with regard to the abundance of ma-
terial and informal learning situations which should be set wup. What
might be of help is a structured set of problem solving activities that
they should tackle while covering their themes. The supplying of materi-
als to co-ordinate with these activities would require considerable de-
velopment and co-ordination. But unless these are supplied, the teachers
will in all Jlikelihood continue to teach rather attenuated contents-
based courses.

L.6 THE MANAGEMENT OF GROUPWORK

One of the most conspicuous characteristics of the PEUP Is the change of
the classroom from the conventional class to a group-based organisation.
This is in many respects a radical move, although It malntains the
communicational status quo in certain important ways. What follows is a
critical discussion, rather than a description. Much of what is said is
based on a model designed by Nel in 1985 {for the Computer Assisted
Arithmetic Research Project) for collaborative rather than differen-
tiated groupwork in the black primary (mathematics) classroom.

The wusual class operates as a large, almost impersonal unit doing the
same task with explicit discipline. Small work groups imply that the
classroom wunit is broken into smaller units, each following independent
activities. The reason for this is that two of the most persistent and
powerful needs are fulfilled:

* the need for social acceptance
* the need for communication

The placing of isolates in small groups of their choice increases their
chance of acceptance as there is more communication and co-operation in
a small group.

Adequate communication which also becomes possible in a small group
overcomes barriers as it is more direct and intimate. Anxieties and a
fear of mistakes are overcome by co-operation and a supportive group.

Small groupwork fulfills the most characteristic features of childhood:
to be active physically, intellectually and socially, instead of being a
passive recipient in a large class.

The only groups that are socially based in the PEUP are those initially
constituted for the teaching of Breakthrough. However, very soon, the
teacher starts to build new groups on the basis of the progress that
children make in Breakthrough Stage 1. There is no doubt that social
relationships form within the ability groups, and in the long term this
would mean that the children do not readily interact across groups. This

-63-




was our general impression, although we did see one exception to this,
in a class where a Group 3} child repeatedily asked a brighter chiid for
the correct spelling of particular words. This whole area would provide
some interesting ground for sociometric analysis.

Nel suggests that small groups be used as they allow every pupil to
practice intensively with the help of a pupil leader. You cannot achieve
this intense practice and activity In the usual formal teacher led les-
son. The children will be active in mind, in body, and in communication
with each other and with their leader.

The significant aspect of the PEUP groups is that they do not have a
leader who is in any general way responsible for the learning in their
group. To develop such leaders takes considerable effort and judgement.

Nel suggests that for dividing a large class, perhaps seven groups of
eight children may be an effective size. The leaders can be chosen from
those children who are competent in the topic; however, one should con-
sider choosing leaders who are not the best scorers .on a topic, but
would make good leaders because they co-operate with other pupils and
are warm and helpful. These characteristics reduce anxiety amongst the
less able pupils. At this point we refer back to the section in chapter
3 on affect, where we say that there are aspects which need research;
here we would add that we don't know whether warm and helpful children
would necessarily be accepted as group leaders. The PEUP groups are usu-
ally about 16-23 in size, and function not as intimate child-based
learning units, but rather as managable units for the teacher to teach.
The teacher can give more children closer attention when she is only at-
tending to 20 rather than 60: the benefits of this are obvious, insofar
as the whole range of children are actively involved when they are part
of the teaching group. Children cannot ''duck'', as one teacher put it.

In terms of specific subjects, Nel suggests that the leaders must be
briefed about the possible problems and mistakes they could encounter in
a topic. They are shown how to guide and help without providing the an-
swers only. The accent is on understanding a concept rather than mechan-

ical procedures.

To develop this aspect of the model, the teacher must have sufficient
expertise to not only explain a concept, but to ensure that children are
themselves good at explaining. It is not absolutely clear that we can
take this injunction literally, since it is only rarely that teachers
will admit at all that children are able to help other children, rather
than simply supplying them with the answers. We found this attitude
amongst the DET, PEUP and convent teachers. It would probably take rare
talent on the part of a teacher to facilitate the development of pupil
helper~teachers. *

It is readily acknowledged by Nel that such group-based work will entail
briefing of pupil leaders during the afternoons before the actual work
sessions are due to take place. The kind of guidance that she has in
mind is based on the completion of workcards. These would be familar
enough to the PEUP teacher, but such resources for regular use would
place a considerable strain on the workload of the teacher: it is one of
the recommendations of this report that a great deal more assistance be
offered the teacher in the area of materials development.
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The group leader would have the master card which would be a very struc-
tured model answer. (It is important that this model is not seen as the
only.way of answering.) It would be difficult for the children not to
consider the model answer as the only answer, given what we have seen.

The final screw in a very tight system would be the keeping of a record
of the work done in a group. The group leader could also do this, and
systematically record the work done by the childen. This would consid-
erably reduce the marking load on the teacher, but would require giving
Ehe dchildren a degree of responsibility that they have not hitherto en-
joyed.

This comparison of a radical group-based model to the PEUP model is in-
tenged to highlight what is currently being attempted, and what is being
achieved. It is very clearly intended that the groups be ability-based,
and that they do differentiated work. However, we have inferred that
many of the aspects of collaborative groupwork might not develop with-
out specific attention e.g. autonomous problem solving.

At this point we can usefully mention some specific effects of the cur-
rent groupwork orjentation in the PEUP:

(a) The previously streamed classes have been replaced by mixed abil-
ity classes which are grouped according to ability once again. It
is not clear that the children that are supposed to have suffered

under streaming - i.e. the slow children - are actually better
off (cf. the personal input of teachers reported later in the
section).

{b) It s not clear whether teachers are always able to make the fine
grained differentation which the system expects, despite some
very valiant attempts., Sometimes the differentation is too

coarse, in the sense that the teacher overestimates what Group 1
can .do, and underestimates what Group 3 can do. We mentioned
earlier, that early and radical differentiation can inhibit base
level competences that all children will need to succesfully make
the transition to higher primary, for example, maths skills, and
reading skills.,

{c) in practice, the organisation tends to favour Group 1. Often
Gfoup 3 children would not have time to do their classwork exer-
cises, but only their occupational tasks. The explanation of-
fereg that - these children can do their task the next day merely
confirms the Impression that the children are placed at a disad-
vantage. They would surely benefit by the immediate consolidation
of the work that they have just dealt with.

{d) There js a pressure on the teachers to keep the groups occupied.
When children have been occupied with an activity too long, they
become bored and irritable. The older children, if properly

tfained, will take out their language books. Supplementary mate-
riais for fast workers would seem to be a good idea, but as
Galton (1987) discovered, children at a higher level do not nec-
essarily want to do more of the same kind of work.

(e) Occupational‘tasks are clearly only used regularly in the grades
classrooms, if the tattiness and ready access of these cards is a
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¢riterion. Although these exercises would seem to be boring aqd
repetitive, it has been found by Bennett et al (19@4) that this
does not necessarily affect the children's motivation.

When we saw a parody of an 'old'" and a ''new' school being presenFed by
children at the PEUP year-end function, we had a clear representation of
what the teachers see as the critical aspects of the new method. In the
new method, the children no longer drill, nor are they harsh]y treated
by a disciplinarian teacher. Rather, the children are kept quietly busy
on occupational tasks, and the teacher is to be regarded as a mother
figure. The significance of the change in method should not be underes-
timated. Drilling and chorusing have largely disappeareq (only to have
reappeared again later in the higher classes), anq there is now a much
greater chance of the child being engaged in meaningful learning.

There is a fierce insistence that the teacher should be like a mother,
and there is public admission that this image has forced the ma]? t@ach-
ers to the higher standards. In order to bring home a very difficult
point, | suggested at the same year-end function that the'Father also
has a role in the child's development. Perhaps It is a function of .the
previously central role of harsh discipline, that the qotion of ch:}d-
centredness still is centrally associated with motherliness. It will
still be another large step to take before there is a ref?cus on task-
centredness, which is at the heart of considering the learning needs of
the child.

The presence of the teacher, wherever she is, means that sbe is in com-
plete control: for example, when she is doing a lesson introduction,
working with a teaching group, or managing general features of the
class. The children do not have any autonomy in deciding on tasks.
However, they are expected to responsibly get on wiFh their own work
while the teacher is busy elswhere. This is a great Improvement over
the situation where the teacher polices the class as a whole, not ex-
pecting the class to get on unless they have explicit monitoring.

One of the limitations of the concept of 'motherliness' is that it s
also still primarily limited to the needs of the very young cr.ﬂld3 one
who has specific social and attentional needs. For example, while it 's
appropriate for the teacher to call small children to sit at her feet in
the teaching corner (which in any event stretches right across the
classroom), the photograph at the end of Chapter Two shows clearly that
the nett impression of doing the same with Std 3 children is not one of
intimacy. The <children are clearly akward about being ''babied', and
slightly embarrassed about their role.

Their usual role is not what was presented to us for observaﬁjon. We
discovered this when we saw that the children did not readily fall into
groupwork in Std 3. The disuse of this practice is readily und?rstand-
able. Because of the language problem, the chlldren cannot readily con-
tribute to the lesson, and the teachers, on their part, expect very
little from the pupils in content subjects in English. The teachers by
and large fall back on their much-maligned Rote Rhythm method (cf.

Macdonald 1988: Threshold Project Interim Report).

The appropriate manifestation of child-centred groupwork at Fhis. lev?I
would be the more radical version of groupwork outlined earlier in this
section, for the purposes of dolng projects. To do this, the chiidren
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will need considerable physical resources, the ability to negotiate com-
plex meaning in English, and finally the orientation towards learning as
a problem-solving activity. Any of these these three requirements is a
tall order in the present circumstances. For example, it was the expe-
rience of the ORACLE project (Galton, 1987) that collaborative groupwork
is most effectively facilitated with the use of practical materials;
reading and writing assignments leads to more independent work. What
would be reasonable to expect must still be negotiated on each level -
materials, language abilities, and learning styles.

We asked teachers at the lower primary level what they thought about the
effects of groupwork: they virtually all expressed concern about the
children in the slowest group. They felt that these children were not
getting specific benefits from differentiated groupwork. They said that
they did not have sufficient time for these children, and since so many
expressed the same attitude, we tried to get to the heart of their res-

ervation. The experienced teacher agreed that the brighter children
were doing very much better than their bright children eight to ten
years ago. And they admitted that their slowest children were not in

fact doing any worse. What seems to be the heart of the matter is that
the range of abilities that is ‘'revealed" by the new methods leads to a
sense of discomfort - perhaps the range is uncomfortably wide: too wide
for the demands of class management, and too wide for culturally ex-
pected notion of equality. However, given the fact that no real struc-
ture exists for children with remedial or learning difficulties, it must
be the case that there are many of these children in the average class-
room, along with genuinely slow learners. It would be very difficult
for the teacher to give either of these subgroups the attention they de-
serve.

It is suggested that the PEUP consider some alternatives. They could ex-
amine the affect of ability grouping on the child's self-image: how-
ever, it may be that there are no specific effects in what appears to be
a climate of explicit labelling and expectations. On the other hand,
care should be taken before differentiated groups are dismantled - it
may be that these give significant impetus to the teacher's. willingness
to consider groupwork in the first place. Secondly, we have mentioned
that the teacher needs assistance with the development of materials.
Thirdly, we have referred to the fact, that unless the competence of pu-
pils is raised from an early stage on, they will no longer be able to
continue to make a meaningful imput to their own learning once the con-
tent of the curriculum becomes more structured. The only suggestion we
have in this regard is that there should be a major drive towards the
development of more problem-solving type materials, as well as other
learning resources. It is clearly understood that the use of such mate-
rials would require a major inservice education drive of the same order
and significance that produced the major’ changes aiready experienced.

To summarise this section then, we have seen a marked change from the
conventional class (such as a typical DET class) to the PEUP class. The
introduction of differentiated groupwork in Bophuthatswana has led to
physical and organisational changes described in the course of this re-
port. It is important to make a distinction between what occurs, that
is, parallel groupwork, and the more radical form of groupwork, that is,
collaborative groupwork. In the latter, smaller groups, the task group
leaders are given the authority for learning to occur. The chances of
making more changes within the current dispensation towards the direc-
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i borative groupwork are seen as slim. The reason for this is
:L:: ?: i:l]:r:sent stguctzre the teacher has change? the nature ?u? no:
the locus of authority in the class, although there is the s!gn|f|c?nh
introduction of occupational tasks. Chi]d-centfedness ls.as§o?|ated w!th
the nature of the discipline (i.e. "treat children as individuals WI;
potential'') rather than with the nature of the Iearnlng. ta§k for tlf
child., A criticism is levelled at the PEUP_for not cultivating a deve -
opmental notion of child-centredness, a notion that would meet the gr:wd
ing needs of the child. However, very sign!flcant problems (associate
with language competence and the availab|lity.of resources) are seen a:
being associated with the implementation of ch!ld—centred project wor_
at the higher primary level. (Qne suggestion as!that materials accomp?
nied by extensive inservice training shou]q ?e_|n§roduced from an ear Z
stage in the grades classes, a wholly new initiative that woyId encour
age a further reorientation in patterns of teaching and learning.

4.7 PHYSICAL CONDITIONS AND RESOQURCES

Before we look at the conditions in the PEUP, it would be useful to make
mention of conditions in the DET and convent schools. In t@e DET school,
in a well-established township, we found a large school, with 20 class-
rooms, which has been developed over the course ?f twenty years. IF now
has an extra air of sophistication with the addlti?n of the 1BM Writing
to Read laboratory {more than a double classroom in size), as well as a
Career Education block. The grounds are not we]l-d?veloped, and the. pu-
pils play netball and have drum majorette Practlces on a dusty field.
There are still large rocks in the grounds which would need to be moved.

The DET school operates under the conditions that a set number of text-
books and exercise books are supplied to the children, so that, in

theory, every child should be adequately supplied. In practice, the

schools ask the parents to supplement the materials.

The convent school was established some thirty years ago, and_has the
means to control the numbers of children in the school. Hence it does
not have the problem of having to find additional ground or classrooms.
The school comprises one cliass per standar?, and the classes are rela-
tively blg, some 35-40 children. The children pay monthly school.fees
(which are one-quarter to one-third of tis cost. of. other private
schools), as well as a flat yearly fee for book§, which includes the use
of the textbooks and learning materials which are controlled by the
school. Over the years the school has build up a large ?tock of supp]e;
mentary materials, for language as well as content subJect§. The schoo
keeps a surplus in its book fund, in order to service a major .syl]?bus
change with the consequent change of materials. The impression is gained
of a very careful stewardship of resources.

To turn now to the principal focus of attention. The PEUP is an inte-
grated upgrading project: in other words, the momen tum for cﬁange is
carried at all levels - for the upgrading of physical resources as well
as of teaching methods.

i i i j i i ded to work
The first aspect of interest is that the project is .|nten
with classes of 50 children, and not more. {!ndeed in the early stages
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this was a requirement for a school joining the project.) The trapezoid
tables that were introduced with moulded plastic chairs can only accom-
modate fifty children within the conventional class space. So, if there

are more children, they are accommodated on different furniture such as
old-fashioned desks, as well as benches.

Picture 18: Using both trapezoid tables and benches

In many cases, there are not sufficient classrooms, nor is there suffi-
cient furniture. The extra children (their numbers increase every year)
are squashed into existing space, or schools are forced to resort to us-
ing other buildings, such as church vestries and garages. The worst ex-
ample of pressure that we saw was 120 Std 4 children crowded into one
classroom. Other children at a major disadvantage were children squashed
into rooms with inadequate ventilation and natural lighting (electricity
is naturally only a privilege, see the photograph overleaf.)

The schools that are best placed to make an individual response to pres-
sure are the semi-independent Catholic schools, that are not dependent
on either the Jlocal tribal authority or the education department to
build new classrooms. One of the project schools managed to build itself
five new classrooms by raising different sponsorships. The community
schools are required to make a rand for rand contribution for new class-
rooms, but their offerings may not always be honoured. The Departmental
schools wait on official decisions as to when to build new schools, as
the number of ciassrooms in a school is not supposed to exceed ten. It
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seems that a number of schools would have to ex?erience pressure for a
number of years before a new school would be built,

Picture 19: Making the best of a badly ventilated‘classroom with no
desks

A second aspect of specific interest is the teacher's development ofbre;
sources for her c¢lassroom. [t is in the grades classroom; that th? e:
visual aids are to be found, carefull? designed, and fegular!y rep aceb.
The teacher is at an advantage here, |n§ofar as_the visual al?s bcand t:
based on general themes, whereas the hlg@er'prlmary teacher ish oug N
i1lustrate aspects of the prescribed curriculum. The photograp ? e gm
itlustrate the typical difference between a Grade 1 and Std 3 classro
in this respect.

i interest is the required resources _for a classroom.
?tthéggmzsp:E:tO:he resources are most closely specificed for thedgraqes
classes, and here the teacher is expected to have resources :?: frixégg
and painting, as well as educational games anq act;V|t!e§. z .
resources need replenishing from time to time, anq it seems tha :
creates some difficulties. In all the cla§ses the children are $:Pecte
to suppiement the exercise books supplied by the departmen;. h{?dm:z
make considerable demands on parents; for examPle, the Grade ; |k rdo
are expected to have a total of 16 books. While some of these books a0
not get filled during the course of the year, and there is a conseguihe
waste of paper, others get filled before the teacher expe?ts; anb "
child cannot get on until his parents have replaced the particular book.

in most cases the textbooks are not supplied by the department, andh s:
these resources are at a premium. It has ?een noted aboye that te:c erh
are siowed up when their children cannot simply work their way ;.::u%

textbook exercises. However, it is also often necessary for the chi o!
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Picture 20;:

The most basic cause for concern is the absence of
In one school, it would be difficult to build new pit toilets, as there
are so many big rocks in the ground. In another school, the old
form part of the township system, and they often give difficulty, be-
cause of the frequent flushing of the toilets and the volume
sure of the water required.

but little has been done - apparently over the course of five years.
the meanwhile,

nected yet,
the meantime, the

next to the school (but within the bounds of the
toilets,

have a book in order to make complete sense of a lesson; otherwise the
teacher 1s forced to work from handmade charts. -

A fourth aspect of concern to the teachers is their pay and employment
conditions. Teachers are very aware that they would get paid better
the Department of Education and Training, and discrepancies already ex-
isting will be exacerbated by the next round of civil] service pay rises
in the Republic. Teachers would also be inclined to change their jobs in
order to quatify for the housing subsidy available in the Republic.

Since this study was conducted parity has been restored with respect to
teachers' salaries in both departments.

in

A fifth, visible aspect of interest is the absence of electricity, which
may not cause any specific harm, but also the absence of running water
and adequate sanitation. One of the schools has no running water, and so
the children get their drinking water from the community tap. They
fetch water to irrigate the school garden from a hearby dam, into which
they are constantly in danger of failing. The dam water is contaminated.

Children fetching water from the village dam

acceptable toilets.
toilets

and pres-
The works department has been called in,

In
new toilets have been built, but they haven't been con-

One of them serves as a handy venue for the tuckshop. In
children have to use the piece of open veld that is

township) for their
Some of the children have dug little personal holes to which
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they return; according to the children this has been happening on and
off for the last four or five years - it constitutes a serious threat to
community -health. Apparently a number of township schools have been af-
fected in the same way.

Picture 21: Uncompleted toilets doubling as a venue for the tuckshop

The sixth and final aspect to be mentioned is the absence of transport
facilities both for the organiser, who is essentially a fieldworker, and
the circuit team, who are forced to use private transport for panel
evaluation visits. | mentioned at the beginning of this report (Chapter
One) that at the heart of PEUP innovation lies the notion of continuous
upgrading, upgrading that furthermore takes place in context. That
means that the organiser (education officer) and her circuit team simply
have to be mobile. Yet these key people may remain bureaucratically
immobilised for years. And it seems that the system is not sufficiently
flexible to accommodate the practice of reimbursement of expenses in-
curred for officlial business. The fifth and sixth aspects have been of
continuing concern since the beginnings of educational innovations in
Bophuthatswana {Report of the National Education Commission, 1978)

The net impression of the six aspects that have been touched on is that
the system is under great pressure, and is indeed creaking in several
places. The aspects that seem to us to be very important are that what-
ever resources are indeed available should be efficiently and equitably
distributed, and that whatever has been established should be enabled to
continue. This seems to be a precondition for maintaining morale and a
sense of control and progress.
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CHAPTER FIVE

THE TEACHER AND THE CHILD

5.1 THE TEACHER AND HER VALUES

In this section we look at aspects of the teacher as a professional, at
aspects dealing with self-image as a professional, at aspects that
should help us to determine the parameters of possible change. The data
comes principally from interviews, but what the teacher said was bal-
anced against what she actually did in the classroom. In other words,
there was an assessment of dissonance between what the teacher said and
what she did, as well as a more subtle phenomenon of false conscious-
ness, when the teacher consciously constructs a set of values that seem
to be at odds with the system one construes as operative.

The tepics that will be dealt with concern the personal motivations of
the teacher, her relationship and standing with others, and her values
concerning critical aspects of the learning process - the following or-
der will be observed:

- motivations for becoming a teacher

- the financial rewards of being a teacher

- the most rewarding aspect of being a teacher
- the teacher's status in the community

- the relationship with parents

- the relationship with the principal

- attitudes towards literacy

- attitudes towards discipline

When we asked teachers why it was that they had become teachers, some of
them smiled wryly: it was because they liked children, they said, a lit-
tle impatiently. Some of the teachers described how they had gone out of
their way to go to training college, after doing an unsatisfactory un-
skilled job, like being a cashier. The grades teachers expressed a
stronger sense of vocaticn than did the teachers of higher classes; this
impression was confirmed by the fact that they were more likely to make
additional commitments at the school.

All the black teachers we worked with, with the exception of one, had
done Form |If (tenth grade) and a PTC (two-year teaching certificate).
They had later completed matriculation as private candidates: this s
desired by their departments and makes a difference to their salaries.
One teacher, who was expecting to be put into the Middle Schools any
day, had a matriculation certificate foliowed by a three year diploma.
There is still a strong tendency for the education departments to regard
the lower primary as the place for less well-trained teachers. There are
no graduates in the PEUP (Christel Bodenstein, pers. comm.), but this is
not true of the DET who are now requiring new principals to be

_73_

—*———-



graduates. (1) Concerning the remuneration the teachers get, as we ex-
pected, all of them felt that they were being underpaid. The
Bophuthatswana teachers also all mentioned that they were being more
poorly paid than their peers in "Central® (i.e. the Republic of South
Africa). However, as we mentioned in the previous chapter, there would
now seem to be parity between teachers' salaries in the two systems.
The teachers who were the most vocal about being wundercompensated were
the grades teachers, who emphasised that they had the most important job
in the primary school, since it was they who were to enliterate and
ennumerate the children. The most vocationally oriented teachers said
that they had known before they went to college that they would never
get rich teaching, but that they would have sufficient to live on. One
teacher expressed a concern that a teacher should earn enough to be a
good role model for the pupils, for example, with regard to the food
that she eats.

Looking at the intrinsic rewards of the profession, teachers generally
named the subjects that they preferred teaching. Although these were
generally subjects that they seemed confident and competent at, occa-
sionally teachers named subjects with which they manifestly had diffi-
culties. One or two teachers named extra-mural activities, such as music
or drum majorettes as their most rewarding activities - and it was par-
ticularly odd to hear this from a grades teacher, who had stressed the
importance of enliteration. The convent teachers gave slightly different
answers - although they mentioned aspects such as reading, that they
found most satisfying, they also mentioned the emotional rewards of be-
ing with the children.

It seems that teaching has dropped in status in the last generation, in
the black community. Teachers who have taught for more than twenty
years commented that they were less ''special' than they had been. A
generation ago, a teacher was someone that people ''took chickens to',
and now he is just the same as everyone else. This drop in status may be
a reflection of a number of factors; firstly, schooling is much more
common than it was, especially in the days of mission schools. One ma-
ture head of department {vice-principal or HOD) related how respected
her father had been as a teacher who only had Std 3; she maintained that
this Std 3, which he had gotten in a missionary school was rather better

than a current Std 6.

However, at the time that the sytem has undergone its most rapid growth,
its management has largely been taken over by the state. The teachers
who have been the products of 'Bantu Education', have largely lost the
respect of the community. The black community is fast becoming aware of
how quickly the demands are increasing - now, no longer, can a
matriculation certificate command a good job.

Perhaps, also, the changing relationship between young and old (which we
discuss in the next section), has something to do with the diminishing
status of the teacher. However, the teachers agreed that they get much
more respect from their pupils than the secondary school teachers do.

{1.) Although it would seem logical to be upgrading the profession,
there is a hiatus created with highly experienced Heads of Department
having to work under much younger and more inexperienced graduates.
This situation wiil need forbearance on both sides.
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We were also concerned to find out about the relationship between the
Feachers and the parents, for in the PEUP, parents are taken to be an
integral part in the upgrading of education. in the initial stages of
the PEUP, the parents were called upon to raise money for the upgrading
of classrooms, and they readily responded to this call. {In Venda how-
ever, the PEUP is finding that they are falling between the two stools -
the tribal authority has a sometimes indeterminate role in mediating be-
tween the school and the community. This means that sometimes the com-
munity fails to meet the needs of the school, even where they are
urgent, practical needs.)

But the significance of the relationship with the parents goes a lot
deeper - parents should be co-mediators in the education of their child-
ren. And yet the parents seem to display an interest in education that
is correlative with their own background.(2) In the village school, par-
ents were never to be seen, although traditionally-dressed grandmothers
would come on respectful errands to the principal. The teachers, them-
selves parents, would sometimes be too tired to pay the attention they
said they desired, to their own children's work.

The PEUP teachers all said that they had contact with the parents, but
when questioned closely, they said they only really saw a handful of
parents per term. The DET school writes letters to their parents when
they have problems with a child, and the principal explained to us that
they expected the full co-operation of the parents {especially when they
had taught them 20 years ago themselves!) However, when schools follow
up children who are are having difficulties, they can come upon very
difficult situations where children may learn, or have to adapt to,
debauched adult township lifestyles.

Craig (1985 p.188) quotes a principal who felt that the problem goes
degper than simply poorly educated parents failing to give support.
Th|§ _primary school principal felt that both parents and teachers need
training in how to prepare children for school, and also how to teach
children when they are at school

Principal: You see, because the parents and the teacher have
grown up like these children, they are themselves in need of
training - it 1is a recurring decimal, it is carrying on and
on, generation after generation. The next parents and teachers
are going to be worse.

Craig: So the parents and teachers are themselves the products
of a poor education?

Principal: Yes, they are like zombies really, it is just like
a pafent §aying, you come you go, | mean they are, they have
some intelligence, but they are not exposed to many things -

(2.) The parents of the village school were largely labourers or unem-
ployed. The parents of the urban PEUP school were in many cases skilled
or clerical folk, and much better placed than the urban DET school, who
were overwhlemingly classified (in the intake register) as labourers.
Those p?rents who sent their children to the convent had the most varied
occupations: e.g. toolmaker, attorney, fitter and turner, credit con-
troller, salesman, receptionist, postman, and many others.
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they don't expose themselves to many things. So now the prob-
lem is going to go on and on for quite a number of years.

The extract above contains harsh words: words that could only legit-
imately be directed by someone at her own people. And yet we see 3
kernel of truth in the attitude towards literacy, which we will be dis-

cussing below.

The outward att]tude of teachers towards their principal is one of deep
respect. They all stoutly maintained that their principal gives them
support where necessary, and visits their classroom every term. And vyet
one teacher, when she had been thoroughly reassured that anonymity would
be assured, spoke very bitterly about favouritism on the part of the
principal. She felt that when one taught a B stream class, and
specialised in music, one would never be considered for merit awards,
and in essence, remained unaffirmed. And yet in any innovation, the
principal is one of the cornerstones of successful implementation. In
the system in which the principal is perhaps less qualified and perhaps
less able than the teacher, it is very important that she be kept fully
informed, and in fact, competent in any new method, since she may other-
wise fail to support, or even undermine the innovation. She would do
this in order to keep the balance of power in her school: she is the
most senior and therefore her wisdom is to be respected - not to be by-
passed. Otherwise the balance of power may shift towards anarchy in the
school. Beeby (1986) has outlined the specific implications of an ''au-
thoritative'" system for in-service education, and clearly recognises the
need for the system of respect to be supported and not undermined.

The hierarchic structure that exists in the black schools s in stark
contrast with the highly democratic structure that exists in the
Dominican convent. The Dominican order, a teaching order, has as its
philosophy, that each teacher has God-given talents, and that these
should be allowed to develop. In other words, they will expect each
classroom to be very different, a reflection of the particular strengths
of the teacher. This means that there is only the loosest collaboration
on matters of common issue, for example, the choosing of the Afrikaans
scheme that will be introduced. The teachers expressed the view, that
especially when they came straight from a state education system, this
freedom seemed at first to be frightening. However, afterwards the
teachers felt that they had developed personally as teachers, and be-
cause such trust had been placed in them, they had responded with a very
high degree of commitment to their jobs. The teachers said that there
was a much better job attitude than was in the case of the state educa-
tion departments they had had experience with.

To return to our prime focus: the traditional association of age with
wisdom and authority is being rapidly undermined by the rate of educa-
tional development of vyounger people. During the transitional phase,
specific adjustments will have to be made to individual situations. For
example, we were moved by the acceptance one mature Head of Department
showed at the prospect of having to work under a graduate twenty years

her junior.

To turn now to a disconcerting observation which continues to be sub-
stantiated: incidenta) observation in the urban homes of many educated
people, including graduates, has shown the virtual absence of any books
apart from those required for a course of formal study. I(f books are to
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become a natural part of the home, and integrated into accepted social
forms, then they would have to be appropriate to the needs of the peo-
ple. There is data in the early literacy research (Ollila, 1981) in the
West and Japan which indicates that children's books are commonplace in
the home from as early as the first year of life. But because of the
ironies that apartheid has introduced into the situation, children's
onks in the African languages are to all intents and purposes non-
existent.' Literate parents (including teachers) cannot read English
books to their children since they (the children) would not understand
them (the books). Children have to learn to read.for themselves, and
the advantages of preliteracy activities seem to be “entirely foreéone.
But once children have learned to read, they do not generally read books
at_ home. Teachers seemed surprised when we asked if they read to their
children. Fatigue was offered as a reason why they don't. We asked
teachers how many books they have at home: it turned out to be not more
than a handful. The brightest pupils, when asked the same question, said
ﬁh?t they had one or two titles, and the one they could remember was
Cinderella'. When | gave two Std 3 children two simple story books to
rgad for pleasure, their mother instructed them to "study" these books
since that would help them deal with the demands of Std 3 (sic). i

Libraries in the schools are by and large a poorly controlled resource;
and when we have given books to schools as presents, they tend to remaia
under.the proud control of the principal, in her office. The library in
the village school contained some outdated coples of Popagano, the jour-
qai of the Bophuthatswana Department of Education (cf. further remarks
in Chapter &),

Homes that do not contain books often do sport TV aerials on their
roofs,_even in rural Venda. It may be that the culture will go straight
to 'be|ng a visual culture without having gone the route of real or deep
enliteration. And nobody has been able to suggest how one becomes com-
petent to the demands of the information age, unless one has the means
of access to the information in the first place.

When we talked to teachers about discipline, they always laughed, as if
Perhaps ‘that was an embarrassing question. For them in English, ‘'pun-
ishment'" is synonymous with ''corporal punishment''. The official policy
of. the schools 1s that corporal punishment is forbidden in the lower
primary, ?nd thereafter, permitted in the presence of a senior teacher
or principal and recorded in the log book. Nobody ever beat a child in
the classes we were visiting, yet every day we have ever been visiting,
there was visual and auditory evidence of beating elswhere in the
sch90]. Children in one school explained that they had been corporally
punished ever since they were in Grade 1. The practice extends even
down to the so-called '"bridging' year.

One‘teacher explained that the parents expect the school to punish the
pupils physically, otherwise they think it is soft and liberal: Whiting
and gdwards (1988) corroborate this finding in a Kenyan context. Yet
Durojaiye (1980) finds this reason totally unacceptable: it is of great
concern to him as an African educational psychologist that the practice
should be stopped as, according to him, it promotes anxjety and stress
th the children which interferes with effective learning.
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A stick with which to beat the pre-school children with.

Picture 22:

precisely what effect this punishment has on the
d; they seem to be quite '"'nhilosophical' about
they will not learn to
in an

It is hard te tell

psyche of the young chil
it. Yet, according to the literature,
internalise self-discipline, and will in turn treat other people
authoritarian mode. And all this is in stark contrast to the stated aims

of child-centred education.

the obverse of corporal punishment is also externally
generated motivation. One of the most perplexing parts of our dis-
cussions with the teachers concerned motivation (cf. 3.4 above). When
we asked the teachers how they generated positive affect, how they moti-
vated the children, some replied that they gave the children more work
to do. In trying to make sense of this, we interpreted it to be a mes-
sage to the child that he is clever enough to do extra work. Yet that
comes as a judgement that is external to the child. In contrast, in
Dewey's (albeit) humanistic terms, the child would have an innate drive
to mastery of his environment., The teacher would merely be there to help

it find an appropriate object.

it may be that

while we have been discussing the values of teachers as they were re-
vealed to us, we have tried to bear in mind how these values would be
woven into a pattern of indigenous education, a pattern that innovation
would try to refine rather than redesign. After we have discussed issues
pertaining to the child in the same light, we will have a clearer per-

ception of the different threads.

5.2 THE CULTURAL ROLE OF THE CHILD

The initial focus of this study has been on the child in the classroom
learning situation, and the final integration of our observations will

-78-

ha . . . .
ho:e :::rlgﬁi?z t?ls s!tuatlon. However,.we can understand more clearly
e il inu:ﬁi.:lons as a tearner if we examine his role in other
ruae ciass;oom L;e;ecgigzew: ?akT szme observations on the <child
their significance: an indigenou: tzeo?o of Chlfd-rearlng he role of
el i _ : ry of childhood, the role of

ghro:;:n;eerI:elgg?]t-ChI]d communication, and cognitive development
B st ons. Fina}ly, we will look at two cross-cultural edu-
udies which have introduced a new orientation into curriculum

development. This will bri i
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5.2.1 The child in the classroom

!n H . .

fou;:]kégghabOUt Fhe child in the classroom, we have to say that we have

hlldren rema?g2:|::e2§ §nd adaptive responses. The aspects that the
i F able in were their typical ways of initiati

nication in the classroom, and thei ? et L 119] SOPIUE
j ’ eir ways of

ing due respect and attention. Y stieving| [Ehat [theyavere: pays
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young children would insist on i i . ansaet 1ng. i o
: getting their turns at answering. In

ggsgzrlwoaséa::;dcnéldreE were”always keen for turns; they fligked thz?f
-  sald "Mme, ke nna'' meaning literall '""Mother, it i "

;;Rer ﬁlmes |ndlyfdua}s cailed out "It's long th;E you h;véﬁ';s éa{l:;

tur;] After this one, its going to be myself". |t seems that the cul-

e ;u]e that the child anq teacher are acting on is that the child

butionsnaie speak' when he is spoken to because his spontaneous contri-

e s n?: highly valued. However, preschool children who have

S fnitiaT: r:m o:servzd, do not seem to have learnt this yet, as they
arks and even interrupt conversatl 0 inci

observed at the beginnin ohe 5 1oe Ho oy

g of the schoo! year, that the Grade 1'

7 t s do not
g;:Tlhoth?dbehave, but they will soon learn.(3) At a school in Vend:
e t; ren came to watcb us, and they greeted us verbally, Th;
they imme:?a:p?roached and reminded the children of their manners -

_ ely sat on their haunches wi
their hands in front of .their faces. WIth knees open, and clapped

gg&)c{zzizre?rlydsc?o?lgoers come spontaneously from behind their tables
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e ) o be Plcked up or kissed. They will shout across the pla&-
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behaviour cal discontinuity between preschool and school
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To turn now to ways of showing due attention to adults. In. one-to-one
communication there seems to be an invariate pattern. T?e child will ap-
proach the teacher, and wait until she has turned to him. Then he will
catch the teacher's eye, to make sure that they have-connectedz and thzn
avert his subsequent gaze, to show respect. He W|}1 tyrn his body h5
degrees to the teacher's, and perhaps cup his hand over his mouth as e

i i ing - ''forgive me If |
speaks - this has been interpreted for us as meaning i
mzke an error, for | cannot speak well''. The child may.fldget or sway as
he speaks, denoting a level of nervousness. in the village school, a

child may even stoop low on bent knees with one hénd on the gr?und when
he speaks to an adult. This shows deep respect, which is appreciated by
the onlookers.

As a group, the children may be much less shy of adults. Thiy m:keu?
lightning quick assessment of the status of researchers {even t Oﬁg ':
function is never explained), and that is, thaF they havg noe authority.
When we have tried to run a long session with the ch|ldfen, they get
rowdier and rowdier with merriment. Once the teacher came in to see if
there wasn't a riot going on in her cfass - no, just research. in cgn:
trast, the appearance of the principal in a classroom results in one be
ing able to hear a pin drop.

While they are teaching, teachers expect absolute attention' from th:tz
class, and to all intents and purposes they.appear t? geF it. Nevert es
less, if a child is unable to answer a question, he will in many case
be accused of not listening.

We observed the adaptability and resilience.of children through dlffer;
ent management styles. In one school the children went from a htyp}gé
PEUP Grade 2 class into the hands of a teacher new to the PEU?.( ) is
teacher was not vyet comfortable in thg ways of dlfferent;atedsgrgup
work, and furthermore the children were tightly squeezed 9nto u: :z
School benches, with 17ttle .room to breathe. They hardly said ahwgr oo
each other as they completed their tasks. Where, we wondered, ha n
children's spirit gone? The next day we went to watch the prevnou; cr E
of children (i.e. the present Std 2 children) who had passed t‘qoga
these two pairs of hands, and were now in a c]assro9m that had a : e
PEUP accoutrements. They also had a teacher skilled in these metho s.(.j
Here were children who communicated with each othgr, moved freely ;oun
the classroom, and seemed self-possessed and confident. It struc tuz
then that the children were resilient, and furthermore, that they acte
as they were expected to.

(4.) This particular teacher also seemed to be labouring under a 1o§d°zf
linguistic baggage. She is a Zulu, who went to a Pedi teachﬁr tr:n:;eg
college, speaks Shangaan to her husband, and has only recent ¥] sta =
teaching in a Tswana school. Her Setswana showed a heavy influence

Sepedi.
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Picture 23: Self-possessed, confident children in Std 2

This adaptiveness of children to their teachers - rather than the other
way round - has also been noted in the ORACLE project in the United
Kingdom. Galton (ibid) noted that when pupils changed teachers, 80% of
them changed their behaviour to fit into the teaching style, and that
none of the teachers changed their style over the same two year period.
Significantly, when children changed to accommodate to a less effective
teaching style, their achievement levels fell. What this indicates is
that we have a great responsibility to pupils to use the most effective
possible teaching style, since they will respond to teacher initiative.
We do not yet know the limits the children will show to more and more
progressive moves to developing their autonomy.

Teachers often complained to wus that the pupils ''dragged them" - in
other words, the children keep them from getting through their programme
of work (cf. section 3 and 5.1 above). Part of the vision of the PEUP
is to develop children's self-sufficiency, and yet even on our
contrastive analysis, we would have to say that in the grades, the chil-
dren still need a great deal of monitoring, as their attention seems to
stray easily. The urban PEUP school had children who were also a great
deal more confident than the village children, who seemed rather more
passive. They did not shine like their town compatriots, but this is
partly because their parents do not rub them with Vaseline. The village
children did not experience the same level of good health as the others
did, and would come to school ill, as there was nobody to care for them
at home. They also varied greatly in age per class - with perhaps six
years separating the youngest and the oldest.

5.2.2 Child-rearing patterns and their significance

The significance of child-rearing patterns in Africa has been examined
by te Vine (1977, cf. also Whiting 1981). The following pattern of in-
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fant management has been seen to be a function of the high infant mor-
tality rate and the consequent focus of attention on the materjal needs

of the child.

a. The infant is on or near the caretaker's body at all times: this
means that the child is protected from physical harm, for example,
fire, water, snakes. ]

b. Crying is quickly attended to, and becomes rare, and this Igads to
the impression of quiescent contentment: this means that -when .the
child cries continuously, this 1Is likely evidence for physical
causes, i.e. disease processes. . .

c. Feeding s a very frequent response to crying: t?is has Fhe effect
of preventing possible dehydration, where diarrhoea is a common
precipitant of death. . . )

d. There is little systematic concern over the |nfant s behavnoufal de-
velopment and relatively little treatment of him as an emotionally

responsive individual.

Le Vine points out that this pattern (a-c abov?) of child-rearing has
become labelled as indulgent (cf. for example, Krige, 1959.) But this
physical solicitousness does not occur with the emotional 9veftones
westerners would associate with the term "indulgent. Characteristically
in a western context, indulgent behaviours include smi]ing, eye contact,
face-to-face smile elicitation, chatting, cooing and kissing.

This indulgence seems to be a pattern of behaviour whic@ is sustained.to
some degree over time with African infants. We haye not|9ed that white
mothers seem to engage much more intimately with their toddlers, and
perhaps because of the .nature of the bond, become a great deal more
irritable and short-tempered with their children. They seem to take what
their children do as much more of a reflection of themselves, than do
rather more detached and patient black mothers. Perhaps later, Fh? re-
spect for elders maintains the distance t?at h§s.its earlg origins in
the physically indulgent behaviour that Le Vine {ibid) descrlbe§. ??;-
tainly, black teachers are a great deal more detéched about'thelr child-
ren  than the white teachers we have worked with: that is n?t to say
that they do not care, or that they do not get as much job satisfaction
- the affective bond is clearly of a different nature.

From the child's side, he never has the luxury of developing any per-
sonal antagonism towards his teachers. |t is never the; case that. the
child is moved to another class with a more 'understanding', affectively
consonant teacher. On the contrary, teachers may ocassionally take the
same class up from Grade 1 to Std 4, something which w?uld not be enter-
tained in white education, where it is thought that children who do not
fit in with the teacher would fail to thrive.

It is not clear what the cognitive and learning consequence of these
differences of affect are - this is a matter for further reseafch: The
differences In affect may well be tied up with a d!stlnctlve
motivational system, to which we referred in the previous section.
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5.2.3 An indigenous theory of childhood

In this section a brief description of Craig's (1985) indigenous theory
of childhood 1is given, as it relates to our current description., Craig
“"fashioned' (c¢f. Geertz, 1973) her theory from data from individual and
group interviews with Zulu mothers as part of a larger study. Her
indigenous theory is a reconstruction of the social actors' ‘'rules for
being''; rules that are part of their process of adaptation and also part
of their particular solutions to the problems encountered in the busi-
ness of life.

Craig found that health 1is an important focus of childhood {(cf. Le
Vine's analysis above), and is seen as a prerequisite for children's
sustained engagement in all activities that allow for the acquisition of
adult competence. In Craig's study, she found that a concern for the
child's health reflects on the particular kind of care the mother |is
able to provide for her child, as well as improving the child's chances
of participating in what the world might have to offer.

There are two pertinent themes running through Craig's analysis;
firstly, example and demonstration as teaching methods, and observation
and imitation as modes of learning. These are highly relevant to modes
of teaching and learning in school, and they deserve detailed attention.
Craig's reconstruction would seem to concur generally with other African
research in which schooling is a form that has entered the society
within the last one or two generations (Whiting and Edwards, 1988}.

5.2.3 (a) Example and demonstration as teaching methods

Traditionally, in-context learning was the predominant mode of acquiring
knowledge. However, since traditional skills have diminished (except
where there are special ethnic artistic considerations), learning by ex-
ample and demonstration seem to be confined to learning how to do house-
hold chores. tn this, the child accepts instruction without question.
The burden for teaching has, in the township context, fallen on the
mother or the mother-substitute (e.g. the grandmother). The example and
demonstration of adults' behaviour is supposed to requlate children's
conduct (along with, of course, punishment for wrongdoing). A prime fo-
cus for the socialisation Is in the area of moral behavicur. The purpose
of Jlearning is to learn the correct and appropriate ways of behaviour:
adults are moral guides for action. Examples of morally appropriate ways
of behaving (and these we have observed in the classroom) are: the way
to hold your hands when receiving things, using the adult's appropriate
title, kneeling before the father when addressing him, and not looking
an adult in the eye. Ciearly, these behaviours would be modified with
age. According to Krige (1950), knowledge traditionally, is closely
tied up with morality - for if one knows how to behave, one can control
other forces, for example, fertility. Although the perception .of the
causes of natural phenomena have changed, the social significance of
correct behaviour still prevails: although that social forms no longer

are imbued with causal power, they remain important as ''the way things
are done''.
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It seems that the adults perceive themselves as the “gatekeeper;s i;
knowledge", who open the door to knowledge_s}oyly = tbe fo§u§ see :
be on the control of knowledge, not the acquisition of it (might we say,
adult-centred, rather than child-centred).

Example and demonstration are not sufficient @ediatﬁrs]fo;egiz?ﬁ;n
i i i i to effective schoo i

decontextualised learning that is centra ' ; i

The disappearance of story-telling in township life has re@ovedt: 2gwe;e

ful medium for developing the child's powers of coqcen;???lzzén t szmed

] education 15 s

true among older people, that forma : _ :

thing fore?gn, as part of the 'white man's h15t9ry.“ forwal ieargéngt;:

still seen as something remote from the ?ﬁme -';nde:dyéz L;es:::]isation

re is no
job of the teacher, not the mother. The i :
ihat the home is one of the most important determinants of the academic

success of the child.

5.2.3 {b) Observation and imitation as modes of learning

The most important condition fOY‘;earnLng é; ?:i:eii rizzscgéfig?:e?:
Craig's informants felt that if_chi ren ha ) tz S got on
won't take instructions. Craig |nterpreted'the informatio R e
this matter as meaning that if the boundaries to kg?gleg?? beaconfronted
down by authority figures are exceeded, the Chlld.wl e
with situation he may not be able to handle. UPho ing aut S e

i then, creates a ‘''safe world' for children |n.wh|c pr v
lﬁ:{°gié confr;nted will be familiar to ?dults who can gu1:g c?nlﬁ;:nu;?
solving their problems. Our interpretation would”add toht !sdu]ts =
holding authority relations creates a 'safe world for‘g]e : T thei;
and as gatekeepers to the garden of knowledge, they wi god Ui
surrounding wall ambushed, and the balance of power dlstur ed. e
world' of the adult has as a consequence that the child canno

achieve more than the adult has.

In the early part of  the child's life, the caretaker w;!l te§?? t:g
child the skilil of imitation, but after about two years, t?ls tw: o
ionger happen. Teaching, then, ne§d not be vefbal or explanatory,
'“heing there' is a sufficient condition of -learning.

Through obsarvation the child is expgcted to learn a great man:te:ZIng?;
but this learning takes place with1q s?CLa]ly accepted pargmd . .Very
other words, what is learned and how It 1s learned are regar :'ld .
important. There are taboo topics - such as sex - that th? ; |t ) e
not have access to. The inquisitive child - aqd here the in ig !z o
cluded -~ is regarded as forward, cheeky, and dtireSﬁectful: er; gften
itive child might learn the wrong things. yhy questions :uits ="
actively discouraged, and listening to conversations betweent : s 12
considered a forbidden activity: however, thﬁse 1asﬁ two sha em A
not carry equal force with the younger moqern mot grs: Cote
liberalisation 1is bemoaned by the older generation, and as r:mges o
p.171) says, ‘'the concern appeared to be mainly over_the ;osz o thepéo-
for adults, as if knowing itself was a danger that.miﬁht estroy

cial balance between the younger and older generation’.

Preliminary data on the Socio-Cognitive Milieu Project at the HSRC indi-
cates that preschool children do in fact ask lots of questions {LiddelT,
pers. comm.). This new data may compel us to rethink our indigenous the-
ories, but | feel that judgement should be reserved until gualitative
analysis has been carried out on the nature of the discourses in which
these questions are embedded: this work has already begun on the above-
mentioned project.

5.2.4 The role of questions in adult-child communication

The role that questions play in adult-child communication will be com-
plementary to the role that these play in child-adult communication. We
have seen that children simply do not ask questions of their teachers.
From our other research (cf. the science module) we observed that teach-
ers did not often ask questions that required novel, problem solving
strategies from the children. Rather, they were more intent on checking
that children had attended to what they had been teaching.

Observation of teachers in informal! settings outside the classroom indi-
cates that they will not actively solicit information from small child-
ren, When they do have to ask children questions about what is geing on
elsewhere in the school, the child's answer is Usually treated with a
certain scepticism, and checked. They seem never to engage children in
Socratic dialogue, either inside or outside the classroom.- Knowledge
seems rather to be a package that needs to be imparted as a whole.

The role of questions used by teachers and mothers, Negro and Anglo-
American, has been researched by Heath (1982). She found (p. 110, 120)
that Anglo teachers, with their own children, would ask direct questions
of their preverbal infants (e.g. "Are you hungry?" 'Oh no, | see that
something is hurting you'). When acting as teachers, they would ask many
questions that required the child to pull attributes out of context
{e.9. "What things that are yellow can you see in this picture?')

The parents of the Negro children in the same working class
neighbourhood would not address their preverbal infants, but rather,
would make statements about them {e.g. "'Something's the matter with this
child"). They do not engage their children In conversation until they

consider them to be realistic sources of information, and competent
partners in the task.

Heath's Trackton study is but one example of cross-cultural research in
child language acquisition about the varying linguistic environments and
language socialisation patterns that are present. Uses of questions
vary in numerous respects. For example, it may not be the mother nor
even members of the immediate family that direct the highest proportion
of questions to young children, because the language socialisation net-
work includes a wide range of participants {Harkness, 1977). In another
society, questions are not considered highly relevant to learning how to
accomplish tasks (Goody, 1977; cf. also Craig's preschool Zulu children
and their mothers and teachers, 1985). In yet another society, children
have very little exposure to why or how questions (Blank, 1975). Among
other groups, questions are intimately linked to imperatives {e.g. "Are
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reasons for com-

you going to tie your shoe-laces?"), explaining the )
1973).

mands, or the consequences of not obeying orders {Cook-~Gumperz,

Tizard (1985) carried out some very interesting research on the differ-
ent kinds of language British nursery school children are engaged in
when they are at home, and in school. At home, the child would con-
stantly be engaging in guestioning their mothers. For the mother, it
was a matter of immense personal concern that that their child should be
acquiring skills. She is more likely than anybody else to understand the
nature of early egocentric communication, since she has shared the
child's experiences. Tizard sees the mother's task as being that of fa-
cilitating implicit conceptual learning. For the child, she integrates
past and present knowledge and projects into the future.

The nursery school teacher, Tizard found, pursued educational commit-
ment to the individual child much less seriously, for the understandable
reason that she has so many children to attend to. The teacher is much
less 1likely than the mother to understand early egocentric communi-
cation; and the child has relatively little access to the teacher. The
teacher functions to facilitate the explicit learning of perceptual and
motor skills.

In general, the specific characteristics of questions and their uses in
socialising young children are highly dependent on the network of those
who ask questions. A preschool child who has frequent contacts with in-
dividuals of both sexes, different ages and varying degrees of familiar-

ity with his world will be used to very different questions from the
child in a nuclear family. What is of particular interest is that the
made by the questioners about the functions of their

assumptions
questions in the socialisation of the child will be very different. in

our context we do not know what these assumptions would be. Neither,
for that matter, do we know precisely the patterns of question-asking
that prevail. This 1is an extremely important question for research,
since it will have implications for the cognitive development of the
child; the kinds of questions the child gets asked will be internalised
as the kind of questions the child will later think it proper to ask
himself. The research currently being conducted by Liddell at the HSRC
will go some way to answering questions about the five-year child's so-
cial cognitive environment.

Liddell (1987) is concerned to establish in detail the sociocognitive
milieu of black children in township ard rural areas. She points out
that while psychologists and educationalists in South Africa have
amassed a great deal of information about biack children, most of this
s in what is called the "folk model" i.e. what parents say that their
children do or should do, or what they can remember about their child-

hood. Liddell claims that most of the articles published in this area
contain no first hand data. However, folk models are not adequate
(Antonovsky, 1959), since they tend to be unreliable and poorly corre-

lated with actual data on childhood experience. Nowadays, parental re-
ports are rarely used In Western research and retrospective accounts

have been discounted altogether.

The folk models that Liddell describes are very similar to the de-
scriptions generated by Craig (1985), but Liddell would question the ex-
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would accept reasons as causes

of children's

;sgtho;o whlch these modgls are valid.{5) In doing empirical studies on
taneous? expezlences of f!ve Year-old children, Liddell should simul-
ptiogs Y nma T a contrfbutlon to our research and development areas:
ahs y;nd :ar y one third of black children fail Grade 1 (Liddell,
profoand] : need to know what-makes the impact of this first year so
2 y adverse. Secondly, if we know how parents and their children

eract, we will better be able to plan a pre-schooi enrichment
?rogramme that operates from the home. Thirdly, whatever "positive'' ef-
csc}: can be.det?cted (against the folk models that are so negative)

uld be capitalised on in the design of future educational curricula.

;:e EQ?HSOE;:-C092|F|ve Mflieu Project, a total of eighty five year-olds
are ing erved in FhE|f homes, each over a period of two weeks. The

us 1s on who the child interacts with, the content of the inter-
action, the level of the interaction used, the activities the child p:r-

ticipates in, and ho o
cognitively. ’ w much these activities demand of the child

5.2.5 Cognitive development through peer relations

Ideally there is a reciprocity in child-child relationshi i
i s in ter
;::r c:g:trﬁctlgn.of shared meaning. Traditionally, the iif?uence 2? t:;
he hage grth deen very strong, and hence we would have expected this
fo pave ?n thy etgrmlne? th? nature of the child's cognitive structures
he oo _the social, linguistie, and problem-solving domains. Although
uation seems to have changed more recently, it 1Is worthwhile

fooking at the origi i i
. ginal picture in or : <
jfmih paiterns, P der to be able to recognise vestig-

Krige (ibid p.96) gives the followi ipti
r _ : S owing description of a typical Afri
situation (in which we have marked points for further comm:ﬁt): e

A:dan early age children learn not to sit or eat with pecple
:ho:; tgin ::ewsefves [1]. They spend most of their time with
i 2!r dcn;n age_[Z], play together or work together,
i oo g |§§. by thelr‘elders.as a group, from which col-
nected Apo?§| ility [3] in herding and other occupations is
SXpe r. t first no ylder than the immediate family circle,
ever-w?doup,-as the child grows and comes into contact with an
= der circle of peop]e, includes first other children in
the neigh?ourhood, and finally, at circumcision or enrollment
into a regiment [4] embraces all of a same age within a tribe

The educatlona! value of these age sets 1Is very great: no;
oqu are selfishness, bad temper and other faults more effec-
tively checked by the group than they could ever be by par-

(5.) It does not necessari
arily follow that Liddell's work will di i
" is
ﬁgfaTxtﬁg?ed aqalysns of mothef—child dyads that has been conduthQEd;:
versity. The paradlgms are different; so, for example, Craig
In a rational reconstructivist paradigm.

is concerned with quantitative descripti
. - - - I o
Interactions with objects and people. priens

Liddetl, on the other hand,
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ents, but the younger children are strictly controlled by the
grou; just older than themselves.

i e order
There are a number of comments that need to be madztién ;Egvzam order
as they were ralsed by Krige). Firstly, as we havenn ik occ;siOns, |
children often may sit with adults, although on many
have seen the children firmly separated off.

i at deal of time with osher children;
e 'c:;;drigupgoofsggggI:rgr:t the roadsides p]ay!ng htogg;??r,
older < !;E n : laying together after school, and within the hi]drié
Ofdef Ch! reactpc1osely. In the classroom, one senses tbat z jldren
2;2l;ngiagzzerin relation to the teacher, and that it is Ilmporta

them to keep in with the group.

i i isible collective responsi-
i ugh there is no more highly vi : ons!
E?;::ly,w?lﬁ?: gtribal activities, one does see grouzz oiuﬁ:;ldzzn C]eaz
assi zed tasks in the school. For example, grour::s.tate ol and me
the gclassroom and they are expected to participa
1
tively,

i d In the original
i f age sets has disappeare : .
Fourth]ZAazhetg2$or;2nC?oﬁgerg have an acute s?ns§ of be;on?;ng;rZav;ga
3:3:$gone a traumatic experience together; |n|t|atlon0n:c°§oour e oo
rarely formally constituted e.nmong;tt §:e wl:waa?;hin T e e
s of these, saying that | A TR

sz?zne?ezgzeéosa fuller sénse of morality andHcoll?zt;::trizgggs;S noz
c - - e

hin the school. He
than could ever be !earned.w1t | .
a distinct moral vacuum which needs to be filled

It should be pointed out that in differenf situitionsa S¢Ch :zw;??ns:;g

ikane, 1986) and with 'street children' (Scharf, well and
unrest (ChéB) téere are new social structures that emerge amongs i
Thoma:;r19meeting the specific demands of the§e (c9nt|nU|ng) crises
::?tuted by South Africa's socio-historical situation.

co ex-
to a more general discussion, c?gnlt!ve developmg?; ;2n°a?3 X
pocted be enhanced by social relationships among childr unen
pe?tEd tﬁ eethe opportunity to test conflicting [deas and d?ﬁp i
Cr'“]drendi:\c":uss them, and decide to accept, reject, ?r m:o$izance
2&?2;;man 1985). Actual reality may be full of sFrugEL?:s o;s min3 a;
rrels ;bout who is right, punishment for breaking ;he el 2
reo tance, avoidance and retreat. When we ta1ked‘about absence of
re?;sban t;ve roupwork in Chapter Four above, we did make :e tion o
zﬁe aag;:nce gf explicitly expressed negotiation even when t
need practical things of each other.

However, we need a great deal of information about Fhe szezézé:rnTatggz
) 1 relationships as a framework of meaning an neern. oo

o ?OC|af lationships will determine the nature of the tas e can

et o_];e to succeed on. This research area @as scarceiy. ee o

zizzzgdChlan;enyet if we think that the peer group is thihzgzt ;Tzormany

referenée group for children - as well it ma\éo :iart her

questions for further research. Here are some
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Picture 24: A rare instance of teaching by a more able peer

a. Do children really think that peers are a source of effective learn-
ing and knowledge, or is this role reiegated to the teacher?

What kind of learning is engendered in peer relationships?

What degree of learning is engendered in peer relationships?

c
d. What kind of peer relationships do academically competent children
develop (in school)?

e. What kind of peer relationshi
velop (in school)?

f. Do relationships with peers and elder sibl
in relation to the negotiation of jdeas?

g. What sorts of situations could we build to facilitate

colflaborative
groupwork, or the type of groupwork that children find most comfort-
able?

h. Does the formation of ability groups reduce the learning opportuy-
nities for the weaker children, relative to the opportunities that
would present themselves in socially formed groups?

Ps do academically weak children de-

ings; differ substantially

Finally, any of the above ei

ght questions could be addressed to deter-
mine sex differences in these

kinds of relationships.

5.3 PARAMETERS AND POTENTIAL FOR CHANGE.

In the rationale for this study in Chapter 1, we set out some basic
presuppositions. We were to try to establish the relationship between
culture and knowledge, and the values and beliefs and role conceptions
that obtain. These insights were to be combined with observations about
the current state of the curriculum. An integrative account of the sys-
tem would allow us to develop a conception of possible change.
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We tried to enter the imaginative universe of the sch?ol system, ??d
found many things idiosyncratic to the PEU:, 2Itho:g:at;zn gzggi::;;t:
e i i n with other e
shares a number of variables in commo oth oalil
[ i f the principal focus on N
the Republic. However, becausg of - L fc : he
;Zcommendgtions for change are primarily directed in its direction(6).

Much of what the PEUP set out to do, they have achiTveg;°|:I:: riz:;
i find that there are only
back to Table 1 in Chapter 1, we ; S G
The one concerns the developmen
have not been fully addressed. . e
i have seen that the materials a
child as a problem solver, and we i St
i ' her has not been oriented towards p ’
i . raie isition of ideas. The second is to
rather towards the straightfoward acquis : L
i i t introduced systematically,
with learning concepts: new ideas are no rodu : !
gﬁd by the timegthe child reaches Std 3, he has dlfflCU]tY coping with
the veritable deluge of new ideas that are presented to him.

Picture 25: The austerity of the learning environment in Std 3.

indi j is that Std 3 chil-
' findings of the Threshoeld PVOJeCt'!S t :

e e adequagely prepared for the learning task in front of
them. The change of medium rubicon has not been crossed by many of e;gz

ﬁers and officials, and in many cases only the Std 3 teachers se :
o the extent of the language and le:rnlng
isi the higher primary woul re-

lem. The vision that we would have for : Y »

EL??eema major reorientation in the lower primary as the critical locus

dren are rarely

to be sufficiently aware of

T TR
6. The limits to the
should be taken very seriously. The PEUP has

will

less universally implemented and consolidated over a period of years.
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i ili hange
ralisability of the parameters for ¢
e developed into a rather

unique agency of change, because of its original concept|on§,]the c:mTaz
for change, the introduction and development of materials, an

fact that developments to date have been institutionalised i.e. more or

of initial development: we would hold this vision If we could ensure
that pupils are doing work that is more meaningful and more accessible,
and that children are able to tackle problems in English.

One aspect of the PEUP Total Approach (Table 2, Chapter 1) must still] be
further developed, and that is the orientation towards producing appro-
priate learning materials, In order to further this activity, which we
have seen as necessary, the most effective way would involve a co-
ordinated effort in which materials developers negotiate with experi-
enced and insightful teachers who would assess what is a reasonable step
forward. This negotiation is critical, because if the next phase of in-
novation is too radical, there would be grassroots resistance. However,
the concept of rolling reform might ensure that further development
would and could take place.

In Craig's terms, black education has entered an unfamiliar reality. In
many cases participants in the system don't know that anything better is
possible. Teachers should learn to grow in their expectations of what
is possible to expect from their children. In the present situation, it
is difficult for a pupil to surpass the teacher in any way : the teacher
is the locus of knowledge, and the child can only do what the situation
allows.

in transforming realities, there have to be explicit opportunities for
change; change will be empowered by the generative power of transaction;
and, there will have to be agents who serve a mediating function between
realities.

The explicit opportunities for change were originally created when the
Bophuthatswana Department of Education sought to construe their mission
in the first education commission. There were a number of participants
in the building of a vision of change. The agents who served a mediating
function between realities were people such as the PEUP's first co-
ordinator, Christel Bodenstein. What was so remarkable about Cristel
Bodenstein was that she has had a vision comprising elements of black,
white and German education, and that she negotiated step by step to
evolve a new model of education. New medistors must now emerge to es-
tablish in the project as a whole the realization that there is a con-
flict between the goals and the current means for reaching them. New
goals will emerge as the vision develops from an understanding that the
system has the potential for organic growth from the strong roots that
have developed. Furthermore, the mediators will have to have or be able
to develop the resources for surmounting this confiict. New mediators
and goals will benefit from transaction with other people who mediate
between conventional and indigenous styles of education.

This new development must occur, otherwise the project may run down. The
will to meaningful change must be sustained over another decade, if the
seeds that are planted in the primary project are to reaped in abundance
in the secondary schools. |f the PEUP does not nurture its present blos-
soms there will be no harvest in the later years,

Another reason for advocating the continued development of the PEUP is
that it serves as a role model and a point of optimistic reference for
many of the other education departments in the sub-continent. The s5ig-
nificance of this encouragement should not be underestimated by anyone.
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CHAPTER SIX
AN INTEGRATION OF FINDINGS

6.1 TOWARDS AN INDIGENOUS TEACHING STYLE

i w an
At the beginning of Chapter 1, | quoted Hawes' (1979) ana]ys;:r?: 2: -
innovation does not enter a vacuum, but rathef, enters 2uTs ET
isting educational practices. This mak?§ sense ;Z Zgzn?z?ve B
i i of living, a
1966) that education is a process of , an . _ .

itguclures exist by virtue of our being meaning-creating beings

i i educa-
In the PEUP there have been borrowings from progressive weiiergnd duca”
tion, particularly with regard to differentiated group wohe, and other
more,Central accoutrements of child-centredne§s, such as ¢t
developing autonomy and creative self-expression.

i ing" ich is intensely teacher-
What Hawes terms ''survival teaching’, wh|§ L
dominated teaching with a focus on rote.recept!on ric;tured (o 2
great extent been obviated. This practice, which was ca

by children in a playlet, showed the children, for example practising

their letters by shouting "“a,a,a ...". No small wonder that the children

. s .
did not know the whole alphabet by the end of Grade 1.]1t ;;2g1ya:?:e .
nse to them. The reason why the PEUP‘ ha§ lafgg y ble Lo
B dicate this mode of teaching is by instltutlonalls!ng'the new e
i::r a period of years. Now most teachers'know what |§ is thizea:eaChzr
posed to do (even if they don't always do 1t12 The only W:yand e
can escape the expectations of the system 1s to'lea:emast e e
another education department. Another ma jor de?ermm:nforma1 e o
that on-going evaluation has replaced examination an oA e e on
D o e o agn the chi1aren, and foous on a breadth of expo-
is called "“cramming e 5 f o
:::: t;Sa different variety of tasks. The tyrannyhgzlzhe test still o
cupies time and energy in other departments and sc .

One of the ways the PEUP was able to ?ffect change, w:s byh:c:ng;ngSZzzz
the teachers' behaviour and their attitudes. The t:?cderz e iy
SErie enterpr;;e, o; Wh;ZZntze¥u:£:m::l;¥-ch:ngz in learning ac-
fei ing members. ere has i N
:;S;z?;s,gwith children pacing themselves on |ndependenth:a:::éh::: pgze
continuously being monitored by the teacher. However,the e L
themselves and their children in sgch a way that. tg o ordered,
their programmes of work. Where a learning programﬂe 1seffgct oraereds
such as in mathematics, this phenomenon has a kn?c -on.]s can.be (ould
oy e tze ;eigh:;:i:h::size$gr2u2;ficiently. A con-
ickl to atten ) ; Ficl "~
zgra?z?:gmsgsiggle h:;e would be the teacher's |nc;l:at|on. very effi
cient children simply breed more work for the teacher.

The focus of learning would be on the meaningful reception ozegz?g?zt:;
The concepts dealt with in the first few years are Iafge yt:: e
teacher and child alike. If, as we have described it,
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prime focus would be on the control of knowledge and not its acquisi-
tion, this value will become detrimental when the curriculum broadens
its horizons., The safe world that the teacher constructs will no longer
be safe in any meaningful way: the teacher will merely ensure that the

pupils are as unable to understand disembedded - foreign and inaccessi-
ble - concepts as she is.

It is our contention, developed in our research on science teaching, but
also applicable to language learning, that the most appropriate model to
adopt would be a so-called transitional one, in which:

* the teacher would still have visible authority over their children;
there would be consensus between the teacher and the pupils that

this should be so;

the teachers would be imparting her knowledge, but In a different

way: it would be an active imparting and an active reception, and

the skills of questioning would come to the forefront.

*

To develop Ausubel's (1985) position (which we described in Chapter 2)
further, teaching for meaningful reception requires teachers to have
well developed self-critical and integrative faculties. This is a Iim-
iting condition for change in the system. The evidence we have adduced
In our present study, as well as in our science research would suggest
strongly that firstly, the self-critical faculty might not be well-
developed. There appears to be some similarity between what Ausubel in-
tends and the concept of meta-cognition: does the teacher distinguish
clearly between those cases when she knows from those cases when she
does not? Does she know how to clarify concepts which she knows she only
understands vaguely? Does she integrate her own new knowledge into her

existing cognitive structures in such a way as to be able to direct her
pupils along the same path?

If we accept Ausubel's conception that the central task of pedagogy
{p.78):
-+« 15 to develop ways of facilitating an active variety of
reception learning characterised by an independent and crit-
ical approach to understanding of subject matter, ’

then there are certain pedagogical techniques that will come to the
fore. Included here would be teaching children to distinguish between
facts and hypotheses, and between warranted and unwarranted inferences.
The teacher would, for example, be concerned to delineate similarities
and differences between related concepts. These are pedagogic tech-
niques that are largely foreign to the teacher, and therefore she would

have to be trained in these, preferably on the very materials that she
would be teaching(1).

in summary then, we could say that it would seem appropriate to concede
that the teacher have visible control of the learning process, but at
the same time to expect that she learn new strategies for meaningful re-
ception teaching. To say this is not to deny the pupils the right to
immediate experiential learning, but to acknowiedge that this mode wilil

1. The importance of training teachers on new strategies for teaching
was brought home on the Molteno project, who found that the teachers
didn't understand the problems that were built into their Std 1 course.
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imar
have limitations when the children proceed up the course of the pr ¥

school.

In order to bring the study full circle (from Chap?er i%;tweBz:zél
i hing style
i h the different aspects of teac Benn
Elg?;;v ?gezz???gd, in order to illustrate changes that are considered
I

possible.

; . s
1. The subject matter would be integr?ted n Fhe lower primary years,
. but become differentiated in the higher primary.

initially be as a facilitator of
of the teacher would initially i f
: Zzser::;:ial learning, and very soon of meaningful reception learn-

ing.

3. The role of the pupil would be to exp]ore.hisbenzigznﬁtnté zggeusz
' his senses to experience it; gradually_he WI]1] i rofgthings ave 2
critical awareness of things around h!m, and .a'ernt Ehings femote
from his experience. He will be an active partlgiza e aninae
ing process by attempting to construct his own integ

4. The teacher will participate in curriculum plaqni?g.withezzlmzz¥deﬁ;
. ucation and subject specialists. The pupils |nher o et
taken into account in order to match the tasks to the app

developmental level.
would be constructed in the here and now ini=

I om-
i e disembedded. However, the c
e o integrates

5. Learning experiences
iall and become progress :
;on e?ément in these experiences would be that the child

his learning, "making it his own'’.

ed to the child understand-
d reward would be given for
need further

6 The notion of punishment w?uld.bz o;le:ﬁ
ing the social context of his misaeed,
efgort, and not only achievement. {This aspect would

investigation.)

t that would be prized would be those that

7. The areds Th seejal and development, with academic achieve-

have to do with social and moral
ment being defocussed.

. 1 * i he
8. The nature of testing would be such that it 1s dla%:zsiéiengfontof
. child's capabilities, without undue empha§as on T e on | D
facts. When formal evaluation is Introdu;ed, étu;::u ! g:der to ase
ication of the principles that have been taugnt, inte-
:zzllc:;éonprogressp the children are making with knowledge inte

gration.

i i howing
= ive nature of learning would be .empha5|sed, s
> I:gtc?to?:r:t$:tter of give-and-take between children f;omi:;Z::;egg
ability groups. Competitiveness wogld be encouraged on Zceives 25
the child is compared to his potential as the teacher]pz e e
The child should be encouraged to develop sel f-knowledg

own potential.

~g4-

e

10. The location of learning would continue to be basically the class-
room, but children would be encouraged to apply their concepts and

skills to everyday situations and events, reporting on these in the
classroom.

I1. The accent should remain on creative expression, but during the
course of the primary years, the children would be trained to apply

critical skills to the discourse processes (coherence and cohesion)
of their own writing and speaking skills.

All these aspects of an indigenous teaching style would need to be de-
veloped further (cf. Chapter 7 below). However_ bland or general these
aspects would seem to Western educationists they would take a ma jor reo-
rientation on the part of the education departments to achieve.

6.2 CURRICULUM DEVELOPMENT AND CHANGE

In discussing the high hopes of post-colonial education Hawes (ibid) re-
ports the disappointment suffered by many curriculum developers. The
African educationists had underestimated the process considerably.
Hawes talks about the process of selecting from the cylture, and trans—
mitting this selection to the learners. in our terms the culture would
include the values, beliefs, role conceptions, and the view of Kknow-
ledge, along with the knowledge base and the immediate needs of the so-
ciety for adaptation to a changing society,

In Craig’'s (1987) terms, a succesful learning transaction, and here we
would refer to the approach learning in the educational system per se,
requires three conditions: firstly, there should be a conflict between
current and expected knowledge; secondly, there should be an opportunity

to intentionally pursue a resolution, and finally, there should be the
provision of resources to surmount the cognitive conflict.

The first condition that Craig refers to would be instantiated by a
realisation that there is a mounting problem once the children have to
learn through the medium of English. This is a manifestation of a crisis
that has its roots in earlier learning. The problem is not simply one
of language learning, but includes the learning of basic concepts and
skills (processes), on the part of the teachers and the children. This

broader conception of the problem has not previously been widely
recognised,

The second condition is that there should be an opportunity to inten-
tionally pursue a resolution. Such an opportunity would be most meaning-
fully created in a genuine transaction between subject specialists,
cognitive developers, method specialists, curriculum developers, and ex-
perienced teachers. Given the parameters of the current efforts towards
revision of the curriculum, this is a tall order to meet in the present
situation. However, such a meeting of minds is necessary so that a new

curriculum would not finally be interpretable in merely content terms,
in the hands of the teacher.
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The third condition for the successful learning irigzazgéi?iéi.thTt
there should be the provision of resources to surmoune oot and 2
is a major effort to develop a new curr;culuw for on Suole iasofar 2
imilarly large effort to integrate the different subj (insofar =2
:;2; need a common conception of appfoprlate-learn!ngczgga w?]] ,Stay
target concepts and skills. However,.f:ne 1ookéng zur;ndEtai]Ed San oF
fine in theory only, if they are not interpreted into detailed plan o
materials development and pre- and in-§erv1ce_tfa|n|ngé bty
permanent infrastructure for in-service tr?lnéng,vzr this can oA
accommodate the implementation of new syllabi. .ow: y Eowards aar ingful
gued above, the teachers would have.to be reorien :his O er lenelng
integrative learning. The teachers will best.learn" areyexpectEd et
aahe, This lmsortant ¢ En Fh? W:¥ ?:azoizz;z ?:g;n?ng will apply until
is important principle = :
E::g::;sTgiz ;E?e to abZtract from the principles themselves.

suggested that

i learn meaningfully, it is :
lﬁeigde;hzzthhgecgl;2::g—ggwn central “lisg” of concepts tha%e;h:ezhllf
dren are expected to learn in the core cgrricu]uw, b%g : czgz ox e
Information sources for derivfng t:;z}gni:r?gzazged Qn.these__zoncepts
tethOOK).h conigzzgztegk?ggzntégnb: developed around them. The concepts
::gulgnbeteiam?ned in a variety of different conte§ts, 50 that t?z;e c2?
be solid vocabulary development, and an a§t|v20th|n?ﬁgr:he o
concepts.(2) This principle would apply to learning

and the second language.

. . d
In the English Language Skills Evaluation Final Report :f tgzc:hzzsh:;d
Project an argument is presented for the deve]opment‘ o fcinstguction.
process skills in both the mother tong#e gnd ;he”migégg :he N

: 3 b
nguages should carry a rich load of ~cur :
?:::n?:g Iaig gddition to the language-specific characteristics which
?

will have to be mastered.

. e .-
The intention of this particular study was not to gede5|gn3323§;§lCWh?Ch
pects of the curriculum. However, gengra] princip eT]aq addue ;artic-
may be of help in curriculum design. Firstly, we sh? tg K oa i Eng-
ular language skills that the children have to deve opthe rzsupposition
lish as a medium of instruction from Std 3. Ne.adopt o tﬁat B e
that mother tongue skills will transfer to English. Al 3)
objectives for the two languages can be stated in par .

. R d
i ili ltingness to listen to an
i the pupils' ability and will _ ) ‘
- ggzzkopEnQIIZh?their mother tongue in communicative §ct? :gthiég
the classroom and out of It. Particular oral skills inciu

(2.) There may well be resistance on.th? part ofu¥::izﬁacgir5”;:C::m?
if they see learning as a simpie accumuiat ) : )
$ﬁ25083251éf havz to experience the power of Integrating information in

i t ways. _ i
?éf;erigese yobjectives are siightly- adapted .from EthTig;aZEbigg;;iE
syllabus objectives prepared by a specially appo!nted :g e infita T55R
tee, and presented to the Department of Education an

Group for the Revision of the Junior Primary Curriculum in November,
1988.
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formal and formal conversations, describing competencies, story
telling and oral reading.

2. Build on the basic skills of reading which have been developed on
materials with familiar themes (Stage 1 and 2), and start to make

the transition to expository texts which deal with themes that
are less familiar (Stage 3).

3. Build a foundation of writing skills on phonic experience to the
level of elementary extended writing of continuous text with sim-
ple cohesion devices such as reference and substitution. fn the
mother tongue children can learn the discourse structure of dif-
ferent types of writing, including narrative, persuasive and

expository discourse, including the Judicious use of proverbs and
idioms.

4, Develop the grammatical competence to a level where pupiis apply
correctly and fluently (albeit implicitly) most of the basic
rules of English/mother tongue grammar, including sentence forma-
tion, word formation, and stress (in words) and intonation pat-
terns (over sentences), the last two being apposite to English.
Special attention would be given to those sentence forms that are
structured differently in the two languages.

5. Develop sociolinguistic competence to the level where pupils have
a basic awareness of social context, for example ~formal versus
informal, and the way in which this affects language form.

6. Develop discourse competence to the level where pupils recognise
and use {in simple forms) basic organisational patterns such as
occur in narrative and expository texts, and develop the ability
to make simple inferences from text.

7. Develop a range of concepts starting with those embedded in basic
interpersonal communicative situations, broadening to a range of
disembedded, academic concepts,

It is possible that teaching a specific subject through the medium of
English would be one of the best ways to learn English. The following
principles that have been partly extrapolated from Palma and Myer's
(1988) work in an "immersion’ setting would have value if they refer to
preparatory English across-the-curriculum learning, or to actually
teaching a content subject through the medium of English:

l. The content should be of interest to the learner. If it has no
immediate relevance to the learner, the teacher would have to en-
sure a generally positive attitude.

2, involvement of as many senses as possible, to consolidate concept
formation.
3. The initial presentation of a theme or topic should be as struc-

tured as possible, to maximise the possibility that "alternative
conceptions' will be obviated.
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i i ow
4 The vocabulary should be presented in thegatlc.clusters, ;:a::;ns
. a semantic framework to be constructed in which represe

suppert each other.

g vocabulary and concepts would inciude re-

> TR e e spocific including passive identification

petition for specific purposes,

(recognition), active identification, imitation and use in novel
communication.

6. There should be active pupil iqvolvement, whetherhi:d:igzlzclis:
guistic exercises or, if possible, through some ha
ity.

7. The pupils are required to do novel tasks with concepts they have

learned - to ‘make them thelir own''.
. _ . fons
8 The classroom environment should simulate real-world situations,
where authentic comunication is needed.

This set of principles would lead to the development of materials that

look very different from the currently avaliab]e textb09ks g?:é]o;ep;ig
guage schemes. In the English Language Sk!I]s Evaluafé?ns inal fe asi
Chapter Seven, there is an extended dlscus5|o? on th§ idio zion e ents
pects of using a second language as a medium of instruc ,

which shouid facilitate course design.

in summary then, in this chapter, the f?cus of learning Tzzp;sz;;?t?on:?
the context is on the meaningful recep§|on of con?ept§. e ey deaun
model developed in our research on science teaching l?'ngl 1Y ree
into the discussion, where teachers are seen to be ezp.lg : Yactive o
of knowledge, but they help the pupils to developht eir ode ctive par-
ticipation in knowledge integration. I.developed the Eggz e mode
ther by redescribing teaching style in 'the parame S reneed In
(ibid) drew up. Then we delineated objectives that mig sl
the learning of both the mother tongue and Engl!sh. t ﬁz e et
jectives for reading, writing, !istensng, speaking, a g
sociolinguistic and discourse skills.

We concluded this section by developing some princ!ples fo;t:§iC:ng
English across the curriculum, or alternatively, teaching a co

ject through the medium of English: these principles specify aspects of

it U ith
mastery, coverage and generating positive affect, but are neutral w

. . s
regard to details of class management. Adoption of the:? g:;?iég::.
would lead to materials rather different from those currently

-98-

CHAPTER SEVEN

RECOMMENDATIONS FOR FURTHER RESEARCH AND DEVELOPMENT

When audiences read or hear about the Threshold Project, they seem to
presume that the topic that has been addressed on that specific occasion
is indeed the focus of the project. {We have heen thought to be experts
on geography, science, textual analysis, cognitive development and other
even more esoteric things!) This is very rarely the case: the aims of
the project are very broad-ranging, and to this extent, the depth of the
investigation is rather variable. For example, if one was asked about
school-based learning experiences, one might choose to focus on isolated
variables such as discipline or learning materials. |n the present re-
port, the focus was on several areas, inter alia, teaching style and se-
lected aspects of the curriculum, including the Tlanguages and
environmental studies, and also physical resources. The areas that have
been earmarked as having potential for further research which are now
going to be discussed. These arjse directly out of the observations and

insights of the present research. They fall Into the following eight
areas:

The development of a context sensitive pedagogy.

The development of a '"meaning' oriented curriculum.

. The evaluation of current methods of mother-tongue teaching along
with potential experimental methods.

The enhancement of reading habits.

The relation between learning and peer relations.

The possibilities for enhancing the teacher's time management
skills.

7. The affective relation between the teacher and the child.

8. The role of questions in the socialisation of the child.

+

o o S —
S

7-1 THE DEVELOPMENT OF A CONTEXT-SENS!TIVE PEDAGOGY

The forty years since the end of World War || have witnessed the explo-
sion of cross-cultural research on cognitive development that has en-
larged conceptions of the educational process. The Laboratory of
Comparative Human Cognition from California (1986) describe three phases
in the relationship of cross-cultural psychology to education. Firstly,
there was the application of Western approaches to Third World coun-
tries, After that came the search for culturally specific modes of
tearning and reasoning. More recently the findings of cross-cultural re-
search has been applied to questions of educational innovation with

pressing concerns such as the education of ethnic minority and language
minority children.

At this point, in our situation, we can reverse some of the descriptive
terms, and ask questions, for example, about the education of ethnic ma-
Jority children who are being educated through the medium of English. It
is this 'obverse' situation that our project addresses.
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intention of the present study ?ohm::?sa ;:?Zgézzﬁéﬁn ?ﬁ
cross-cultural educational psychology. |t was w|§ B an | ndligenous
mind that the recommendations for the developme of an il

i le. as well as implications for tbe curriculum, A P
e ETer, there are undoubtedly certain aspects of F e si atlon
::;; hggzezggé untouched in a study which was conducted with a

perspective in mind.

It was the

barked
There is much further research which not.only c§g; buzwzui;c2§é :merican
O e re briefly ;P YiSionh?fhwﬂzselsm?§:Zi ;;tched and invented
el 3rea:?$ﬁ:1yagi?sgi?::.w|éca kind of planned syncrgtism the gz:ls
ng;e;x :r?ches of the school as well as the communlﬁy tizzit?onai
:ulturz-sensitive pedagogy does not mean 3 focus on t]:VE1 tioral
foods and folklore of a group; rather, on a deeper Vel ot ional
il nsitivity to '‘relatively subtle aspects of_|n e fona)
Pequ re :haieare likely to go unrecognised by non-native tgazeizes
?E;?gizgzsand Mohatt, 1980). We should 1it; tonzi?viha;e;g?:e :;;3se]ves
i implicit to e ] op
?ﬁ:po?gznczgigr“r?:aEEZitz' ?1973) terms) and t@af it is part of an
ethnographic approach to make such patterns explicit.

j i i waiian
The Kamehameha Early Education Project (KEEP) work: w;sg n?:;;?n:acompe_
and part-Hawaiian children. Initial attempts to e: 80? 2 i
tence with structured methods did not su;?eed (Au, d-9 cém rehensi;n >
the project moved into the direct teaching of r:a l:?ldrez e eraly.
inadvertently discovered a method that captured the c o e
Thi hod was found to be very similar to an autogenous 2
Tﬁl?tmet ﬂtalk story". The children had all been present on Ti?zuze 2
z;:;sy;f nralk story'" (where participants have a chinczl;o :22ugh e to
e o 3 ]iqe'OF the'Stﬂzzz; 2t§r;ne:tw§;§e.noAs a consequence they
:::zz?ve;orezggz;c;za:ede;?rable variation on an interactional pattern

that they were accustomed to.

iti t this

It has been pointed out (Laboratory of Hzma:egzgnizlonm;38ézasga this
pe a locally effective stra ’ "o

paﬁ:ig?iszzy applicability. Perhaps some teachers can use thin:i;:crgz
gﬁd others not in any event, Au's research turned up an r

connection between Hawaiian culture and reading.

i i n and
A different kind of demonstration h§s beendprov::edtggsErégtzo cood
Mohatt (ibid) from work among the Odawa in Cana ?.h e e
successful educational strategy was connected Wit o T Native-
valent in the children's community. The_appare?; ]pa sty of 8 e
American children in the classroom has been widely oin Ve o setting
children a person can only be structurally set apart . gn o A
if he is an observer. But they encounter an Anglo—emertc? teacher Wi
i single, powerful person who regulates the behaviour o cher ;cca-
$:k: magte;s worse, she hands out criticism'or praise on_:SpUSi;ent (a
sion, which is something abhorrent.to.the child, who reﬂ:;tions e
good, observer) and finds it difficult to answer g

reacher addresses to him personally.
it i i ules of
Erickson and Mohatt showed that It is possible to construct r

i chool
articipation - that are a functional biend of the convzg;;:na;nz ool
2urricu1um and the native discourse style. Both the te
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children were able to adapt to this new style. What is important here
and in the previous study is the discovery of cultural structures that
are appropriate for instructional purposes.

There was no such research(1) on the present project, but if there were
to be, it would be on the development of the potential of learning in
age sets. Although the teacher has replaced the cohort as the primary
agency of educational socialisation, it remains to be seen whether the
children could construct effective learning agencies in the modern
classroom situation. This notion is developed in more detail in point
4 below. What is more important to peint out here is that such an ori-
entation should be possible, We may be wrong in assuming that everybody
thinks that small children are meaning-creating beings and hence to be
stimulated Individually in every possible way: evidence adduced in Chap-
ter 4 points to something of a different picture.

7.2 THE DEVELOPMENT OF A "MEANING'-ORIENTED CURRICULUM

The term meaning here is between inverted commas, since we have in mind
the specific kind of meaningful learning that Ausubel (1985) refers to.
By that we refer to meaningful receptive learning, which takes as its
point of departure that the integration of knowledge into cognitive
structure is ideally an active process. ~There are strategies that a
teacher and curriculum developer can adopt to optimise this process. Our
own experimental materials in science and geography that were trialled
on the project were a reasoned attempt to optimise integrative learning.

In meaningful learning, the processes of acquiring information results
in a modification both of the newly acquired information, and the spe-
cifically relevant aspects of structure to which the new information is
linked. Ausube! makes a distinction between curriculum planning which
focuses on the organisation of knowledge in a discipline, and the in-
structional plan, which places primary emphasis on the learner and the

kind of pre-existing knowledge that he has to serve as anchorage to new
fearning.

The important idea from Ausubel's assimilation theory is that optimal
learning requires the progressive differentiation of concepts or prop-

ositions from cognitive structure. Therefore these concepts should be
the basic elements of the curriculum plan.

Ausubel has a fairly elaborated theory with specific terms for the crit-
ical aspects: what is interesting for our point of view is that curric-
ulum development seems to generally proceed from an additive view: i.e.
we have these concepts and they will be learned in way X. The tempta-
tion is then for the teacher to focus on the content. Here we have a

(1.) Such research would be placed firmly in the cultural relativism
camp, which we have argued against in our Reasoning Skills Final Report.
Cultural relativism is an orientation that could lead inadvertently to a

'"¢chocolate-coated' neo-apartheid in education. See the Reasoning Skills
Final Report for a full discussion.
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i i llenge
theory that integrates concept and method, in a way that will cha g

both teacher and child.

i ingful
on the level of language learning, the primary concern of a meaning

i i j inter-
curriculum would be on the creatio? of authenglc dczggggéiataz?]e eer
tion. Here again there is a unity of m?tho an .1earn1ng >
3;lative1y easy to see how this can be achl?ved in 1angﬁa??en arn o ’the
is difficult to achieve in practice..There is a real cha e gf iy sh
teacher to come to a new orientation, :nqttZe ::::}?zge LT ihie
i i al part of i f .
currlcu;a':u?;m::::t?zn?n I:;zgg topthis {bearing point 1 abov? ;n 3;:?&
E;Z:e zhoilz also be a series of statements about fa;tors tyh;c
either enhance or limit the effectiveness of such an innovation.

s would be conducive to developing a

X - - h-
towards rote learning. Firstly, pupils might 1?arn fro@ t?:|20;z:;ts
= that only verbatim answers are acceptab]e:'wlth dlffl?u concepts
:;Zt teachers are shaky on, they might demand thls._ S?E??d zécause aren
may lack confidence [ thelr o0l 1LY use of chronic failure experi-
genetal;¥sh;g:tlﬁvz;yoze??xgztzpzrative after the tr?uma of be?nnnizaiﬁf
?::?; tthrough the medium of English. The Ehird c?ndutlonnénvtovezoncea1
dren being under excessive pressure to exh!blt g]l?ges; ;a et
their original lack of genuine understandlng: chi ;e unzerlying dent
t ing terms, even though their unders;andlng of the Sy
cepte | virEually non-existent. Each of these factors cou rFi
fenes AS to establish in what ways and to what extent.these. con ;dl?g_
LEZ?ngbEain in black education - and the extent to which they wou

crease in the secondary school context.

Ausubel has a view of what condition

7-3 THE EVALUATION OF CURRENT METHODS OF MOTHER-TONGUE TEACHING ALONG
| WITH POTENTIAL EXPERIMENTAL METHODS

in the bilingual research literature (cf.

There s growing evidence arner's first and sec-

Cummins and Swain, 1986) that some aspects of a ]e-s they are manifes-
ond language proficiency are interdependent. ooing d Swain represent
tations of a common underlying proficiency. Cummins E"t “hich has an
this concept as an iceberg which has got two tips, bu

intersecting section below the surface.

. " S ‘kely that
what this means in our present situation, Is that it is very likely

X . . ed
if one promote higher Setswana Iaqguage skills, :hli :;llese ;§Z1§ctbe
in enhanced English skills. A pract|c§1 example of g e i Td
that having experience with parrative structure in z S rose,
will develop story schemata which will help him approacS be?ng oot
So, the importance of the mother tongue would be seen a iy L i
fo; the development of English; a second, but‘not ::,ec:onrt z; R et
being interested in promoting m9th?r tongue skllls is pa

enterprise of developing the child's self-concept.

The critical, but implicit, assumption in the lnterd:penq:ngseszﬁ?t?zé?
is that there are indeed skills to be transferrgcsii g,u;d e
study in a situation similar to ours, Rolier (19 ) fotransfer Lrurel
Zimbabwean school that there was not a great deal o y
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skills in the mother tongue were not very advanced (up the higher pri-
mary phase).

The teaching of the mother tongue to black primary school pupils has
not, to our knowledge, been recently evaluated in any education depart-
ment . Perhaps 'one of the reasons for this has been a shortage of pri-
mary subject specialists, who would have a clear idea about what s
possible for a child to achieve. In many ways, however, the first step
could be taken with the aid of those people who have had experience in
English language arts programmes for first Tanguage speakers.

The first place one might start would be with current achievement levels
of children Tearning through Breakthrough to Literacy. The levels that
these children attain by the middle of Grade 2 would be a good benchmark
as a feasible level for other children to achieve.

However, since in the current study we have suggested that children ex-
perience some Kkind of "enhanced" curriculum, including a focus on both
language across the curriculum and more sophisticated process skills in
all the Tlanguage modalities, we would suggest that research be taken
further, namely into the development of an experimental mother tongue
curriculum. In this situation there should be the best possibility of
developing a curriculum that is both efficacious and acceptable to the
mother tongue communities (which themselves might vary in what they find
acceptable,) Tne importance of adequate mother tongue instruction has
been discussed at length in the Reasoning Skills Final Report, and the
English Language Skitls Evaluation Fina)l Report.

7.4.  THE ENHANCEMENT OF READING HABITS

The children that we have researched have generally failed to be able to
cultivate the habit of reading for pleasure: this is evidenced by the
virtual absence of books in the classroom {and at home}. One of the sin-
gle most important overall conclusions that we came to on the Threshold
Project was the need for a schools-based reading or literature programme
(CF. Chapters 9 and 10 of the main report). To date there has been very
little research in the area of children reading in their second lan-
guage. Osiobe, Osiobe and Okoh (1988), working with Nigerian primary
school children, found that while 81% of the children had books In their
homes, the average number of books in a home was B; 55% of the children
borrowed books from the library or friends regularly. No attempt at cor-
relating habits with reading proficiency was made, but they do point out
the importance of having books in the home, and of teachers getting
children to check out books every week from the class or school library.
What is conspiciuous In this small study is that the children had access
to libraries in the classroom, school and the community. Basic research
of this type is needed in the South African context, to facilitate the
planning of a concerted literacy campaign. Development work has already
begun in this area by organisations such as READ, and the Zenex Literacy
Unit at the University of the Witwatersrand is seeking to co-ordinate
the efforts of publishers in developing comprehensible texts. The United
Nations has declared 1990 the Year of Literacy, and the Human Sciences

Research Council is co-ordinating a local initiative in response to the
declaration.
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7.5 THE RELATION BETWEEN LEARNING AND PEER RELATIONS

It was pointed out in the first section of this chapter that this area
should be fertile area for research. We pointed out in Chapter 5 that
the quality of the relationships will determine the tasks that we can
expect the children to succeed on. We have seen that if teacher expec-
tations are made come autonomous managers of
their own task schedules, till expected
to respond to the teacher a

explicit, children can be
but that by and large, they are s
s an undifferentiated unit.

rther research, the most basic of which
would be whether the urbanised children would still take each other as a
point of reference for significant learning. Traditional learning in
cohort groups may still find its form in a new mode in formal
westernised learning {f teachers set themselves apart from children by

purporting to be the unique locus of knowledge in the class. In this
way, the children would all be seen to be at the same ''disadvantage'’

relative to the teacher.

There are many questions for fu

st would be to determine what kind of learning
is engendered in peer relationships of different kinds, including chil-
dren of differing ages, sexes and academic competence. It would be of
great interest to explore different situations that would potentially
facilitate groupwork. Something which would be useful to know would be
the effect on the children's self-image in ability grouping relative to
their self-image in social (mixed ability) groups.

Other questions of intere

We will have a valuable source of information on some of these issues
when the Socio-Cognitive Milieu Project of the HSRC's Institute for Edu-

cational Research is completed by the end of 1990.

7.6 THE POSSIBILITIES FOR ENHANCING THE TEACHER'S TIME MANAGEMENT

SKILLS

ve) features in black education is
the teacher's management of time, which affects her management of par-
ticular lessons, and both daily and yearly work programmes. We saw
wide-ranging evidence of this during our observations as well as in our
trialling of innovative sample materials. We also saw that children are
able to respond to teacher expectancies regarding the pace at which they

are expected to work.

One of the widely noted (but sensiti

ctors contriputing to this construct,
and the number of children being

taught. However, it might be worthwhile to regard this problem, for the
moment, as purely a self-management and learning management phenomenon,
and to treat it as such in an intervention programme. At the same time,
an important consideration would be to try to analyse the phenomenon on
a cultural level. What are the cognitive implications for developing a
technologised-urbanised sense of time of having time reference in one's
language as unspecific as those referring to the time when the mist
1ifts, and the time when the first rains come? How would these terms
relate to those for more specific time? It would obviously be difficult

There are very evident material fa
such as the scarcity of resources
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to pick out cause and effec
; t .
interesting. here, but the correlations would be very

7.7 THE AFFECT!VE RELATION BETWEEN THE TEACHER AND THE CHILD

One o i 7
the ;a::?ea;s:5e¥:;§: :?s ;?lat!ve]y opaque in the present research was
affective factors in th i i

mav be =TT e school situation.

or: ac:g::]cognltlve and affectures structures, while separable i: théE

aboat affecZ.workdtogether in pfactice, so that discovering somethin

Soonltive o ive development will also tell us about the formation og
structures. Further analysis of values and role conceptions

is required, so that the pi
fleshed out. picture we have started to describe can be

It i
conggza:: pz?iéb::dggework oug a classroom-based model which both 1is
i ] nous values and which would i
e R ) ould enhance the children’'s
; priate ways at different level i i
e 5. We have in mind .
- l:;lzerw::EI]:ereigggzdv§ F:?cher-centred enquiry approach, in wg?zh
N : Isible control of the ¢l b
time stimulates the use of i 21 s described fare
: process skills. (This model i i
ther in the Standard Three General Science Final Report)lS SESEERE

7.8 THE ROLE OF QUESTIONS IN THE SOCIALISATION OF THE CHILD

There is very little data on the nature of

. . early mo ~chi i -
?22;22 aggng::r?peagers of dlffer?nt indigenous lan;uag::?r $E;Ids;;:?;—
early processes,ybuta;?sgo:ldab:régizggrdzicr;p:iog CenTa e e enteg
= | : : what the child is ori
wou]énngésbza::;:; :gt;;gg.ouio;]:;:rgle; we would expect that thgiiz??g
el : s from a picture at home, and
. ;:sciip:?zzur;;z straéegy ?f teachers who want children ;o deve{gs
L e teaChz rs. raig's (1?85) research with Zulu mothers and
i end leee rs §nd children doing problem-solving tasks revealed
o arnere was at'V|rtua]_ absence. of probing questions by mother or
s or It rmation-seeking questions by children during the task
naiveie wé wou}émportant theoret|ca! point here is that on a Vygotskian
Akl tsxpeEF that a passive mode of problem-solving would be
solying differe:t e ; |ld.. We neeq a further understanding of modes of
e Fie = 5 Hesth problems in a variety of ways: in other words, differ-
ne ae diffe?entlgga:: :2: s:::ngS:!. If it turns out that we a;e look-
social-societal change For,systemat;z gg:;gvg:igg neeresting process of

7.9 OVERVIEW OF AN ONGOING RESEARCH PROGRAMME

When j

iearniﬁ;eexTz:?ShOId Pque?t addfessed the question of what the typical

Learn deartﬁ ;enFes of junior primary children are, we found that there
of literature on the subject, although much information
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i i ion. The
could be gleaned from experienced workers in thedész?lp;éﬁg:tlzgy oy
i i ssion was that while impressive _ ;
overar?:lngh;mPEEUP the typical learning sntuatl?n elswh:re L?Ogatgzd
;?:gk IThe junior p;imary phase is the neg]gcted child of ?a?ﬁathe ;rob-
simpl; importing Eurocentric educational phlIosoth to exp
lems that exist will not serve as a catalyst for change.

the possibilities for change will come when we

A realistic wvision of v

I i des

have a comprehensive view of the children and thegr Pr?:i:;:dfr:; S e

being. Their view of their role and t?sk‘has to be t: erred from every:

- ices that we can observe. It is imperative tha e understand

i PraCt;CE nd children think they are doing, and the differ e

tree e ad the "real' curriculum, the sine qua non of the proc?s s

that th17 :Eilled task performance. There is an urgent n?ed fzrf :;}

E:a: Uggz?cy research into modes of learning in naturallstlgczgsesor "

se:tings. This research would then inform f;E: shg:]d D
groundbreaking curriculum reform. In turn the re

i iti rnin
by a genuine commitment to enhancing the p?y5|ca1 c?n?;t1ons of lea g
as well as the development of usable learning materia

primary phase.

in the junior
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ADDENDUM ONE

CLASSROOM OBSERVATION STUDY QUESTIONS

A. Things to look for in the classroom.

1. What does the teacher think is satisfactory performance?

2. What is the teacher's implicit theory of language learning? (Specif-
ically Efglish, but also the practice of literacy.)

3. What does the teacher see as rewardable behaviour?

* How does the teacher reward behaviour?

L. What does the teacher see as punishable behaviour?

* How does the teacher punish behaviour?

5. How does the teacher give feedback to correct and incorrect answers?
Does she reward accurate answers?

6. How do the children signal that they are paying attention?

*What kind of eye contect is made with the teacher?

* What kind of postural orientation is held in relation to the teacher?

7. Do the pupils make original contributions not soljcited by the
teacher?

8. What are the manifest differences betwen preschoel and school chil-
dren in terms of self-initiated behaviour? What seems to maintain this
pattern? (Where schoo! has preschool.)

9. What is the subject matter covered? How does this compare with what
was intended by the materials?

10. Were there demonstrations, class experiments, discussions and so on?
(¢f. classroom notes)

11. How does the teacher cope with conflict in the classroom?

* What kind of conflict behaviour do the children display?

12. What is the wait time after a question? (No specific sampling done.)
13. How long does the teacher take to finish a task?

* mother tongue

* second language

* mathematics

14, What range of activities are covered in a day? {From written notes)
15. How are the children's desks physically arranged? (Draw)

16. What kinds of visuals are hung on the walls? How old do they appear
to be?

17. Does she use aspects of the Rote-Rhythm method?

* pupil repetition

* class repetition

* completion of teacher's sentences

* how many times does she repeat what she says?

18. What % of time do children spend engaged in co-operative groupwork?
19. What % of time do children spend in parallel groupwork?

20. What use does the teacher make of textbooks?

21. What use does the teacher make of other source materials?

B. What does the teacher say?

I. Does she think she is getting appropriately rewarded for her work?
Is she getting enough pay for her work?




2. What are her biggest rewards in her work? Which part of her work

does she most enjoy? ) ‘

3. Does she think that rote learning persists? (For higher classes) .

h' How does she address her task of coverage? Does §he f§el that she is

aéle to finish her syllabus? Why? What is the relationship between what
?

she plans to teach and what she teaches?

5. sz does she address her task of mastery? floes she feel t?at the

children are able to learn those tasks that are-equct§d_of them?

6. How does she address her task of generating positive affect? How

does she motivate the children?

7. How does she address her task of management? How does she set out to

plan groups and then organise them In the classroom? Any problem afea§?

8. What should the relationship be between the teachers gnd.the princi-

p;l? (In general, not specific.) In what ways can the principal help the

teachers? ) i
9. How does she perceive her relationship between herself and the par

ents? _ i i
10. How can the parents realistically support their ch|1dren'§ learq
ing? What kind of support. is there from the parents of the children in
her classroom? Visits, money, interest in the children's work?
11. What is the attitude towards mother tongue books?I How _many Tswana
books are there in the school? What is the teacher's attitude towards
reading to her pupils, or reading to her children?

? e.g.
12. How well does the PEUP way work? g. ]
* are children naturally curious - or will their boredom lead them
P h i nvironment?
* necessity for a nonthreatening e ? ) . i
® js plaz distinguished from work, or must children learn the differ
ence?
* does the child wish to share what he learns from_others? How wel} can
the child help others, on his own initiative or 1f the teacher directs
him to do so? . ) ] -
* how important are direct experiences with objects §nd |dea§? How im
portant are concrete aids to learning, for gxample, in maths?
* are errors a necessary part of the learning process or should they be
avoided? .
13. Motivations for becoming a teacher? Why did shg become a teacher?
14. How does she perceive her status in the com@unlty? How does the
job of teacher compare with others in the community?
15. Other comments? .
12. Afterwards: what kinds of discrepzancies are there between what the
teacher says and what she does?

ADDENDUM TWO

Note: this addendum contains an array of authentic sample material. The key is
provided simply to direct the reader to salient points. No general description

is attempted.

KEY:

Page (i) :

Page (i1i) :
Page (iii):
Page (iv) :
Page (v) :

Page (vi) :

Picture 1: Writing sentences after six months of instruction
(PEUP).

Picture 2: Early mathematics in English {PEUP).

Std 2 free writing of a letter in English (PEUP).

Science work done with English terms in Std 2 (PEUP),
Structural exercises in Std 2 Afrikaans (PEUP).

Extended Tswana text, showing paratactic structure (where the
linkage 1s conveyed solely by Juxtaposition or punctuation)
in the body of the letter. A structural exercise on diminutives
foliows (PEUP).

The free writing in Question 2 is greatly improved where the
task is structured by a having to give a descriptien in
Question 3 (PEUP).

The following three pages are sample notes from Std 2 "content subjects” in the
nonracial school following the TED syllabus. Currently in the black education
departments, this division only occurs in Std 3, although current syllabus
revisions will bring these into line.

Page (vii):
Page (viii):

Page (ix):

Page (x):

Page (xi):

Page (xii):

Page (xiii):

Page (xiv-xv)

Page (xvi-xvii)

Cyclostyled notes pasted into a science notebook (Std 2
science: convent school)

Local history at the beginning of Std 2. Notice the
discontinuity in the last two paragraphs (convent school).
The practice of giving gap fi11ing notes to maintain the
child’s interest prevails across the content subjects (convent
school).

The c¢hildren’s books are Tiberally illustrated wherever
possible (convent school). The health education syllabus is
common across the departments,

A sampie from an English subject text widely used in the DET.
Notice the emphasis on the knowledge about the Tanguage.

A typical sample of health education text written for the DET.
Notice the difference in language structures in this and the
previous text (for example, especially "Ask your mother ...").
It 1is possible that such racially-specific text may give
offanca.

A sample of text used in the PEUP for Std 3 English. Notice,in
contrast to (xi) that the text is more coherent and relates
to the child personally.

An "authentic" task for children in Std 2, with some structure
provided to help with the answers (Bridge to English text,
not yet widely used in any education department. )

A “proto-geography” lesson; when the guestions are answered
they provide coherent text. The answer to the last question



Writing sentences after six months of Breakthrough instruction

| is transformed into a mother tongue structure: “are used” —»
“helps us with" (Bridge to English text again, principally
| presented to show the essentially different nature of this
material from conventional English second language material.) -

Early mathmatics in English (PEUP)




Writing sentences after six months of instruction

Early mathematics instruction in English {PEUP)
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HISTORY OF ROODEPOORT

When the first prospectors or gold diggers came to look for gold they called the

land where gold was to be found 'the ridge of white waters' or \QKNQ’\QX??(QUQ\\/

The diggers were given permission to dig for gold on THREE farms in the arda. They

were VOGELSTRUISFONTEIN, PARRDEKRAAL and ..Qoadencori.f. v/ oou...

Gradually FOUR small townships developed on these farms. Their names were-, ROODEPGART,

MARAISBURG, +..... b lerndo. Y it iiiaaou... and HAMBERG.

In 1904 the four townships became one municipality known as the Rocodepoort Marais-

burg Municipality. The first Mayor was m(&:%%%\kmmr\/

A dreadful tornado struck Rocdepoort in 1948. It only lasted for about 6 minutes

but during that time about 700 housas were destroyed and ...%\Q\._.\f. \,-/ pedple

were killed.

Roodepccrt became a City in 1977.
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' WEEK 18 LESSON 1

1. Rewrite these sentences filling in the naming part, -

- ¥

(8) . are riding along the road.

(b} .coeueceeon.e._have gone to live in a house in town,
(e} erensereen. paints pictures at school.

(d) .cooeeneeee. has bought a pair of new shoes,

(6) wocooovsevennee.. takes the suitcase with him,

2. Fill in the doing part in each sentance
{a) My mother and father ........
{b) The sheep ...,
{c) One little pig ..........
(d) Did JOhn oo
(e} How many children ..
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WEEK 18 LESSON 6

Write out this composition, filling in suitable words and
phrases from the list given

Down the Drain

On Monday, last week, Petros brought a new ball to
school. As soon as we saw it we . Err—
At lunch time he took his ball outside .......oervrvrnn,
We had just started playing with it when someone kicked it

We looked down the drain and we could just see
but we did not know how e srereniane
Then Peter suggested that we use a L£:1.0 T8 1 RO

it out. We borrowed a rake from teacher and soon
out of the drain.
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List of words and phrases

it 1]

to get it out into the playground |, S
alt wanted to play with it down a drain " g e

the ball e ., hook IR

—JOQ—AQQ the Um: .u ' HeR e KT
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WEEK 18, LEssoN7 | T '

Rewrite these sentences and fill in the correct words in the
blank spaces.

vad

e.g. She felt his hands. they were as cold as

Fasrarasearsrranaa

That chair is as old as the .......... .
- The child would not come into the room. He was 45 timid
L . 5,
6. He did not eat his food and he got as thin as a ...,
8. When they found the dog he was as dead as a........... ..
9. She said that she felt her cake was as heavy as
0. When she came Into the room shae _co_.amq as uSE‘_ as a

Y EET IS U A R

LELTTPYS

{ice).
1. The sheets were as white as.....mcuees Sk vy
2. He felt as sick as a ... _ R
3. The little child was as good as ... . ;
4
5

]
EEsberaanan
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WEEK 19 LESSON 2 SRV

An adjectiva is a describing word. Adjectives are used to
describe persons, places and things. They help to make your
speaking and your compositions more interesting.' Look’ at '/
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70.

Task 23: Part 4 N .
Mr Naran filled in this report for the .nsurance company.
Write the sentences by filling in words on the lines.

1. Your name: M. Naran.

2. Street address:

3. When wagiyour house burgled?: My house

4, How was the house entered?: The house

s E _ = % o | . ‘ ]
5. How was the door opened?: The door : R ‘~¢+-——--3--;1&tfﬂ*?éw—wnku§rw@ééqchv,_;ZL%F_gk Jufgtﬁﬂ,,“ﬁr Lrtcbrvewe™

0 ey doast b bl Lefre

the key. The window s 3 . Coe

through the front door. : :' , o3 y )
Sy - "’—:‘/—-—-----b' ’Ce'a‘ti ’PQ-J‘") ﬁ\-a)‘:, 'Oul-cl- m‘#‘q\% ﬂ!—on:t T ML/ "’H*é""": —"l‘ é VIR

jjg??git—ﬂﬂ glﬁ iy hrvac o kqet.ﬂaJQaL when Im nst A&uﬂq::::__n
with a brick and the burglar put N 4
and turned the key. o . e = =
6. What was stolen?: irky . — = =
7. Where were the stolen things kept?: The stolen things I i T e - I
8. Has your house been burgled before?: No. My house ' ' o T T
9. 1s your house kept locked when you are not there?: Yes. _ . : T T o —_— s o SR e mn e
X1V T T = - - S
| . XV
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77.

TASK 26 UNIT 19

Task 26: Part 1

Loock at the pictures and answer the questions.
Write the number of the picture next to your answers.

What is this a picture of?

: What are the things in the picture?
v Are the things many or few?

Are the things 2ig or small?

How do they get there?
(Where do they come from?)
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